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Abstract 

This study investigates the implementation of new senior secondary Liberal 

Studies (NSS-LS) curriculum in Hong Kong from teacher's perspectives. Since 

September 2009，a new acadcmic structure for senior secondary education has 

been implemented and Liberal Studies has bccomc a corc subject for all senior 

secondary students in Hong Kong. To implement this new curriculum, leachcrs 

have to learn to make sense of and enact the NSS-LS curriculum in order to 

deliver the content and issues in NSS-LS to student义 In this study, teacher 

sense-making and cnaclmcnl processes of NSS-LS curriculum are revealed to sec 

the implementation of curriculum through teacher learning. 

In recent education policy implementation researches, the focus of studies 

'has shifted from the traditional top-down, bottom-up or synthesis debate to 

cognitive perspectives on policy implementation (Cobum, 2001; Datnow & Park, 

I 

2009; Spillane, Reiser, & Reimer, 2006). The influences of cognition and 

sense-making process in policy implementation are put into concern. Also, as the 
9 

context of policy implementation becomes more complex in recent decades, 

interest groups, organizations and parties are involved in the policy ‘ 

. implementation process. The governance in education sectors is increasingly 

based on network (Ball, 2008b, 2009a; Goodwin, 2009; Junki, 2006; Rhodes, 
> . 

1997). The influences of interactions and relationship between different 
^ " 、. . 

V stakeholders are also emphasized in policy implementation research sludies.i 

These latest developments in policy implementation researches iiave laid the 
( 

theoretical foundation in researching the implementafion of NSS-LS curriculum 

^ in Hong Kong. 
• r 
- - i 
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In this study, teacher individual sense-making and collective sense-making 

processes on NSS-LS curriculum and instruction are revealed by researching 
> 

NSS-LS teachers in six schools in Hong Kong. Teachers make use of their 

individual cognition and social cognition to learn to implemenl this curriculum. 

Teachers learn individually and collectively in Ihc training programmes provided 

by non-governmental organizations, universities，Hducalion Bureau and Hong 

Kong Examination and Assessment Authority. Teachers make sense of NSS-LS 

curriculum with the ideas and resources shared in the teacher trainings, such as 

seminars, workshops, and networks, and implement the curriculum with their 

perceptions and definitions of appropriateness towards the curriculum. 

This study discovers teachers are learning and enacting NSS-LS curriculum 

within the dilemma between ideals and realities in implementation. By strategic 

interpretations and cjilculalions within the dilemmas, teachers choose to interpret 

and cnacl this new curriculum with their traditional leaching and learning 

paradigm. 'Old wine in a new bottle' is a common strategy played by individual 

teacher in interpreting the new curriculum. At the collective level, teachers 

further abandon the ideals and construct their 'brave new world’ around 

, examination practiccs for implementation of NSS-LS. Teachers feci secure with 

their collective re-interpretation of the curriculum and walk away from the 

“ r 

liberating ideals of NSS-LS curriculum. , 

、 
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、 

ii 



摘要 

本研究從教師角度探討香港新高中通識教育科的實施狀况。自2009年 

9月，通識教育科成為所有香港高中學生必修必考科目。教師需要學習理解 

及實施通識教育科課程，將課程內容及相關教學議題教授學生。本研究探討 

‘ 教師學習理解通識教育科的過程，及對通識教育科實拖的影響。 

近年教育政策實施研究的焦點’已從傳統的「由上而下」、「由下而上1 

或將兩者综合’轉向至從認知角度分析政策實施 (Cobum，2001; Datnow & 、 

Park, 2009; Spillane, Reiser, & Reinier，2006)，探討政策實施者如何送過認知 

理解政策，其後把政策實踐出來。除此以外，近年政策實施的情景變得複雜， 

不同的利益團體及組織均參與在政策實施過程之中’因此在研究教育治理時 

亦需留意不同持分者之間的網絡效應 (Ba l l , 2008b, 2009a; Goodwin，2009; 

Junki, 2006; Rhodes, 1997),及其互動如何影響政策實'施的狀况。這些關於教 

育政策實施的文獻均為研究香港新高中通識教育科的實施狀况提供理論基 

- 礎 ° 

‘ ‘ 本研究透過質性研究方法，訪問六間學校的通識教育科教師，了解他們 

如何透過個人認知及集體認知學習實施通識教育科课程，並影響他們對這科 

- 目的理解。本研究將分析教師從個人教學經歷、教師網絡、教育局、大學及 

香港考試及評核局等學習歷程’對他們實施通識教育科课程的影響。 
« 

研究發現，教師在學習實'施新高中通識教育科方面出現多個理想與現實 

的兩難局面。教師運用他們的傳統思維機略言全釋新課程時’出現「新瓶舊酒J 

的狀况，令通識教育科課叙目標變質’通識教育的理想難於實現。而且當教 

師個人設釋透過各種平'台分享擴散日'寺’更出現集體放棄理想，建構一個廣於 
* • • • 
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教師的「美簏新世界」的狀况。不少教師把通識教育科學習置於考試制度之 

下，透過訓練學生在通識教育科評核中獲得理想表現，確立通識教育科的知 

學方法。這種集體再證擇的過程，令通識教育科距離理想目標越走越遠。 
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Chapter 1: Introduction 

This study investigates the sense-making processes of teachers in the ‘ 

implementation of new senior secondary Liberal Studies (NSS-LS) curriculum in 

» 

Hong Kong. In September 2009, a new academic structure for senior secondary 
i* 

education has been implemented and Liberal Studies has become a core subject 

for all senior secondary students. Since the announcement of this arrangement in 

2005 (Education Bureau, 2005), many proposed Liberal Studies teachers have 

participated in difTcrcnl tcachcr development programmes, which were provided 

by either government or non-governmental institutions, to prepare for delivering 

this new curriculum. In addition to all conventional tcacher development 

programmes, such as lectures, seminars and workshops etc., school-based 

support networks are one of new form of programmes that focused on mutual 

sharing of ideas among frontline practitioners, which is dilTercnl from traditional 

government-dominant or expert-led teacher development programmes. Teachers 

have to learn to implcmcnl NSS-LS curriculum through these teacher 

development programmes both individually and collectively. This study will 

focus on the influences of individual sense-making and collective sense-making 

process of NSS-LS curriculum to its implementation. 

As NSS-LS curriculum has been implemented since September, 2009， 

teachers have implemented and transformed curriculum policy ideas into daily 

practices with knowledge and experiences from their own backgrounds and 

school-based support networks that they have participated in. This study applies 

t 

,theoretical perspectives from policy implementation, policy network, governance 

and cognition to explore and build-up a linkage between microscopic and 

1 



‘ macroscopic dimensions of education policy implementation. From microscopic 

perspectives, this study will start from investigating how individual teachers 

make sense of the NSS-LS curriculum documents through participating in 

diHcrcnt supported networks. Based on this foundation, collective or 

collaborative sense-making processes on NSS-LS curriculum at school level and 

network level will be investigated and explained by case schools. This study will 

Tinally quest on the curriculum governance of NSS-LS to ̂ reflect on the 

implementation of this enquiry-based curriculum in devolutionary context. It 

investigates the phenomena of sense-making and implementing a weak 

classification and weak frame curriculum such as NSS-LS through networks. 
s 

1.1 Background of the Study 

I 

When exploring background of this study, both contextual and theoretical 

» 

backgrounds are discussed so as to provide a comprehensive understanding of 

this issue with both practices and theories. 

In contextual background, the emergence of NSS-LS curriculum and 

school-based support networks arc discussed. Il provides a holistic understanding 

of the complexity in the development of this curriculum, especially the influence 

of historical background of the curriculum and involvement of different 

. participants. These backgrounds illustrate the complicated situations and 

experiences faced by teachers in this reform. 

In theoretical background, the latest developments of education policy 
f ‘ 

implementation researclies are discussed in order to tease out the relationship 

2 



between policy implementation, policy network, governance and cognition to 

have wider perspectives when investigating this issue. Combining the above two 

contexts together, this study looks al how teachers learn and implement NSS-LS 

curriculum by their individual and social cognition with inputs from networks, 

which also suggest the construction of governance environment of NSS-LS 

‘ curriculum. ‘ 、 J 
• - \ 

l . i . l Contextual Background of the Study 

i -

Under the impact o f globalization and explosive growth of knowledge, 

senior secondary academic system in Hong Kong has lo undergo structural, 

change in order to meet the challenges brought up by the macro-environment 

• .‘ -

(Education Commission, 2000). The two-year senior secondary plus two-year 
I 

matriculation level of studies was changed into three-year senior secondary 

education, which left the iflree-year undergraduate programmes changed into 

‘four years. The government claimed thai this new system can ‘facilitate the 

implementation, of a more flexible, coherent and diversified senior secondary 

education' in order Ip responds lo the global challenges in the Centifry 

* f 

, » • -
(Education Bureau, 2005). 

. > 
« ' 

Along with numbers of initiatives in the wave of reforms in secondary 
t 

I • 麵 * * 

education system, such as quality assurance system, school-based management 

and medium of instructi6ii etc., the compulsory implementation of NSS-LS • ‘- . . . . • -

curriculum was one of the'initiatives with greatest impact on teachers and 

' _ ' . . . •• 

students under the restructuring of senior secondary academic system. The 
‘ i * 

implementation of this new subject has caused some teachers to depart from their 
% 

.• » • 7 
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, original teaching subjects and deployed to teach in NSS-LS. Teachcrs needed to 

leam, familiarize and enact this new curriculum according lo the new (caching 

paradigm of NSS-LS. 

Implementation of New Senior Secondary Liberal Studies Curriculum 

Liberal Studies curriculum is not an entirely new curriculum idea in Hong 

Kong. Back to early 1990s, Liberal Studies in Advanced Supplementary Level 

‘ was implemented as an elective subject in 1992 and students took its public 

examination in 1994 (Curriculum Development Council, 1991). In addition, an 

‘ integrated, interdisciplinary curriculum in Personal, Social and Humanities 

Education (PSHE) key learning area was advocated in junior secondary 

(Curriculum Development Council, 2002) and an elective Integrated Humanities 
\ 

(IH) curriculum was also introduced to secondary four to five (Curriculum 

Development Council & Hong Kong Examinations and Assessment Authority, 

2003). The above curricula have provided Liberal Studies teachers a general idea 
* 

on the scope and format of NSS-LS curriculum in secondary education because 

the curriculum nature and formats are similar but with different levels and 

emphasizes. Teachers sometimes consider those existing curricula as references 

,when designing and implementing NSS-LS curriculum. 
n 

After the announcement of new senior secondary academic structure in 
- • 

2005 and two drafts of curriculum consultation, the final version^ of NSS-LS 

curriculum was determined at 2007 (Curriculum Development Council & Hong 

/ > 

、 Kong Examinations and Assessment Authority, 2007). The structure of this 

• 2 

curriculum is comprised of 3 areas of study, which can be divided into 6 modules 

‘ % -

‘ • … 4 
‘ » 



t 

t 

and 12 questions for enquiry, emphasizing on using issuc-enqjiiry approach as its 

teaching and learning strategies. Construction of knowledge through 

. ‘ o 

issue-enquiry from students is also ihe largcfof this new curriculum. In such a 

design, the content knowledge in NSS-LS curriculum was not as fixed as the 
» 

traditional subjects but rather blurring and lluid. Hence, many debates, whether 

on curriculum ideas, content knowledge, leaching strategies or evaluation 

» 

methods, were raised between the government, academics and teachers during 

the planning for NSS-LS implementation (Lam & Zhang, 2005; Yung，2005). 

In order to deal with ambiguities in* teacher understanding of this new 

subject, Education Bureau has organize^ numbers ‘ of teacher training 

programmes in six aspects，from 'understanding and interpreting curriculum', 

'learning and teaching strategy’ to curriculum management, planning and 

leadership' etc (Legislative Council, 2009). These programmes have provided a 
" r 

# 

basic and general understanding on the ideas of NSS-LS curriculum, teaching 

• and learning. However, the actual and concrete implementation of NSS-LS 

directly related to daily classroom practices still remains unclear. Most of the 

curriculum content and teaching strategies are left to school-based decisions. 

, . Teachers need to transform ideas in curriculum documents or pull-out teacher 

'development programmes into daily practices and fit their teaching contexts. 

Therefore, school-based support networks can be seen as an alternative to 

traditional teacher development programmes that may overcome the gap between ^ 
,* * 

policy and practice by teacher development based on consolidation of frontline 
* 

“practices. 

^ .4 

• . K 

; Implementation o f School-basejd Support Network 
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‘ ； . 、、 

As an alternative lo ease the tensions, pressures and debates of teachers 

‘ during the implementation of reforms and linking policy ideas into practices, 

both government and non-govemmcnlal organizations have started up many 
» 

. school-based support networks lo facilitate teacher adaptation and 

‘ implementation of the education initiatives and reforms. In NSS-LS 

< implementation, four kinds of networks were established, i.e. government 

initiated networks, university-school partnership networks，school sponsoring 

bodies initiated networks and teacher initiated networks. These networks had 

various objectives, structures, contents with different targeted participants to 

serve varieties of purposes. For example, although tcachcr development in 

NSS-LS teaching and curriculum planning is the common aim of networks, some 

I 
‘ government-initialed network also help scho.ols to develop and evaluate curricula 

‘ ( 

at junior secondary level to ensure students equipping foundation knowledge for 

NSS-LS (Secretary for Education, 2009) and some teacher-initiated networks are 

‘ ‘ primarily regional-based (NTW LS profession network, 2009). 

参 
i 

；H 

Under this circumstance, teachers learn within a network environment full 

of coin«?ionaIities and diversities. They participate in different networks to obtain 

* 

the curriculum ideas, teaching materials and adapt the external resources in their 
tr 

•‘ t 

own way that fits their own teaching context. The selection and adaptation 

processes of teachers allow them to make sense of their own school-based 

curriculum. Also, teachers not only need to make sense of the curriculum 

individually, but also have lo come up with a common school-based curriculum 

. 、 
in 4Drder to align the ideas from teachers towards NSS-LS curriculum. 

> * 

• ‘ - -

. 6 



Moreover, besides obtaining and adapting resources from networks, 

teachers may also contribute their ideas to other participants or parties in the 

network through different channels，for example, sharing sessions in gatherings 

or open-sources on network websites. Exchange of ideas and resources between 

‘ schools becomc more intensified or even as common practices. This may result 

in some convergent and collective ideas on NSS-LS curriculum within and 

beyond networks, or in a boarder sense throughout all Liberal Studies teachers in 

Hong Kong. 

Besides the formal school-based support networks, teachers also find other' 

learning and development opportunities from Universities programmes, teaching 

materials provided by non-governmental organizations or medias and non-formal 

sharing groups between closed friends or cqlleagues etc. Hence, teachers can 

interpret NSS-LS curriculum in an information rich or even abundant 

environment. The cognitive processes of teachers towards NSS-LS curriculum, 

such as thinking, reasoning and problem solving, became crucial for teachers to 

interpret and implement NSS-LS curriculum with their own sense-making 

eventually. 、 

With the ongoing process of teacher sense-making and networking, NSS-LS 

- curriculum has been implemented in different formats by teachers involved in 

various networks. In this complex policy environment, Education Bureau can no 

longer take control the implementation of NSS-LS curriculum in a top-down 

manner. The management or balance of complexity in the implementaJion of.this 

curriculum becomes important so as to have a smooth implementation and 

collective consensus in this subject，especially when public examination will be 

7 



held in 2012. The assurance of validity and reliability of this curriculum becomes 

essential, which holds accountability of initiation of NSS-LS to the public and 

society. , 

In our previous discussion, the levels and relationships between teachers, 

networks and curriculum governance in Ihc empirical field of this study are 

briefly explained. In summary, three foci on contextual factors are discusscd. The 

first one is the relationship between NSS-LS curriculum and school-based 

support networks. It emphasizes on revealing the phenomenon of pulling an 

inlerprctablc NSS-LS curriculum into network, i.e. focusing on network content. 

The second one is related to the dimensions, attributes and dynamics within 

networks during interpretation, i.e. focusing on network process. The third one 

focuses on the influence of networks towards teacher cognition, enactment and 

governance of NSS-LS curriculum, i.e. the network outcomes. These three 

dimensions arc interrelated and not only guide the perspectives towards this 

study, but also correspond to the theories in policy networks and education 

networks. Furthermore, these factors also build up the foundation for the research 

/ 

questions and the whole study. 

1.1.2 Theoretical Background of the Study 
、 

- / . 

‘ From our brief discussion in the contextual background of implemenlalion 

of NSS-LS curriculum and school-based support networks, the concepts from 

policy implemenlalion, policy network, governance and cognition are raised. In 

this section, I will briefly introduce these main concepts to see their linkage and 

, —、 . 

interrelationship and also how it fits with the context of implementing NSS-LS 

f 

‘ 8 



curriculum in Mong Kong. 

Before policy implementation studies emerged, the administrative process 

of the government between 'policy formation' and 'policy outcomc，was 

. considered as a 'black box，thai was difficult to be known (Easton, 1965). In 

、 order to reveal and identify the complex features of policy process, policy 

implementation researches emerged in 1970s (Pre站man & Wildavsky，1973). 

Since this field of studies was gradually developed, there was a great debate 

between top-down or botlom-up perspectives on implementation process (Hill & 

Hupe, 2002; Sabatier, 1997; Winter, 2003a, 2006). After years of theory 

development, not only some synthesis approaches of policy implementation 

research were introduced (Sabatier & Wcible, 2007; Winter, 2003b), but also 

other perspectives such as institutional analysis, governance and networks began 

to influence our perspectives on policy implementation (OToole, 2000). All these 

perspectives provide a more comprehensive understanding on policy 

implementation related to clifTerent aspects and contexts in the field. • 

In order to investigate the increasing complexity of policy implementation 

process, policy network is one of the emerging perspectives thai emphasizes on 

. the recognition of interactions between different policy actors in the policy arena. 

• In the development of policy network approach, network is often treated as 

interests mediation, governance and management (Bevir & Richards, 2009) that 
n * 

I 

provide comprehensive understanding to the characteristics and coordination in 

the network system, Furthermore, the interrelationship between policy actors and 

network was also discussed to see the dialectic connection between policy 

network and policy outcome (Marsh, 1998b). These perspectives have provided 

9 
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t 

us a basic understanding on the functions of network in policy implementation in 

the devolutionary age. 

Ever since the concepts of networks were introduced into education sellings, 

three levels of influences from networks on education policy implemcnlalion 

have been discussed in the literature. First, at the individual level, the influence 

of networks on teacher cognition towards education policy received attention 

from researchers (Adams, 2000; Datnow & Castcllano, 2000; Spillane，Reiser, & 

Reimer，2002). Second, at the organizational and network level, the collective 

sense-making process of teachers and the role of networks were also investigated 

(Coburn, 2001，2005; Wcchslcr & Friedrich, 1997). Third, at the governance 

level, the influences and emphasis of policy networks on education governance 

were also discussed (Ball, 2008b, 2009a; Goodwin, 2009). The collection of 

these three levels has provided us a comprehensive understanding on the rccent 

major developments of applying the concepts in policy network in education 

sellings. It has also supplemented the ideas on processes of policy network 

mentioned above. 

By, combining the empirical background in implementation of NSS-LS in 

Hong Kong and theoretical background in applying policy network in education 

policy implementation in the literature, this study aims at comprehending the 

implementation of NSS-LS curriculum in Hong Kong through different networks 

at three levels, i.e. individual teacher cognition, network collective sense-making 

and curriculum governance, to see how the network structure, proccss and 

outcome would fit in it. • 

• 
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1.2 Aims of the study 

This study aims at exploring the phenomena of implementation of NSS-LS 

curriculum with ihc influences of different schooi-bascd support networks in 

Hong Kong. In details, it tries to understand the processes of individual 

sense-making of NSS-LS curriculum from teachers and collective sense-making 

from networks to sec the actual implementation of NSS-LS curriculum and its 

rclcvancc lo curriculum documents. Also, as NSS-LS curriculum cnacts within 

specific organizations丨 environment in schools and policy environment in 

education reform, ihe conlcxtual influences of the sense-making process will also 

be explored. Therefore, both the microscopic perspective on the implementation 

process and macroscopic perspective on curriculum governance of NSS-LS 

curriculum are investigated. 

To achieve the above goals, this study applies qualitative method lo study 

on the implementation of NSS-LS curriculum from Icachers in six case schools. 

Teachers in these six case schools have participated in multiple support networks 

and made sense of the school-based NSS-LS curriculum on their own with 

network resources within their specific curriculum implementation context. By 

analyzing the collected data，this study reveals the dynamics in implementing 

/ 

NSS-LS curriculum with respect to tcachcrs' own interpretations, network 

collective sense-making, organization governance in school and policy 

environment in education reform. \ 

1.3 Research Questions 

11 



Following the above discussions, as to comprehend implementation of 

NSS-LS curriculum through education networks in Hong Kong in policy network 

perspective, this study investigates this issue from three major levels, i.e. Icachcr, 

network and governance level, and also the interrelationship and interactions 

/ 

between the three. Therefore, this rcscarch is framed into the following five 

major rcscarch questions: 

1. Question in teacher sense-making of NSS-^ ‘ curriculum: 

How do teacher make sense of NSS-LS curriculum in their cognitive 

、 implementation schema? 

2. Question in NSS-LS curriculum governance: 

How do organizational-level and state-level curriculum governance 

affect teacher sense-making and enactment of NSS-LS curriculum? 

3. Question in school-based support network: 

How do different networks function on teachcr sense-making and 

enactment of NSS-LS curriculum? 

4. Question in interaction between curriculum governance and 
* ^ 

school-bascd support network: 

I low do the influence of networks interact with governance of Liberal 

Studies curriculum? 

5. Question in teacher enactment of NSS-LS curriculum: 

How do teacher enact NSS-LS curriculum after their sense-making 

process? 

These five research questions are in sequential order from sense-making 

(network process) to enactment (network output) of view that guided the research 

‘ 12 



“ design later on. As the research questions are interrelated and provide a solid 

discussion for this study in a dialectical way, the questions are openly and 

flexibly used lo suit with the context in each case. This approach clicits most 

valuable" ideas from the relevant contexts. 

1.4 Significance of the Study 

This study investigates curriculum implementation and governance at a time 

of great structural change in senior secondary education system in Hong Kong 

within global dcvolulionary age. It provides valuable research outputs to inform 

the society on the forms and functions in the implementation of government 

policy through network settings in the future. 

1.4.1 Thcorctical Significance of the Study 

This study enriches the current research status on policy network in both 

‘ microscopic policy studies and education studies perspectives. On the one hand, 

this study provides an ethnographic perspective on the slrcct-level 

I 

implementation process of policy network for curriculum reform in education 

settings, which is different from and supplements the traditional structural 

approach that emphasizes on typologies and characteristics of networks. The 

roles and functions of situated agents in the networks towards governance of 

curriculum are explored. On the other hand, the literature in teacher learning in 

education researches supplements our understanding in the process of enactment 

of situated agents in learning perspectives. Hence, this study connects the 

literature in policy studies and education studies in the field of network studies. It 

13 



builds up ideas of curriculum implementation through education network with 

the assistance of the theoretical support in policy network. It also suggests the 書 

empirical ground for applying perspectives of policy network in I long Kong. 

Moreover, the cross cultural applicability of concepts and theories in policy 

networks are also examined to sec the potentials of using non-hicrarchical, 

flexible professional teacher development programmes in Eastern societies, 

especially in a Confucian society like Hong Kong.“ 

1.4.2 Practical Significance of this Study 

This study unfolds and reveals the successful factors of implementing ‘ « 

curriculum reform through education networks in I long Kong, such that policy 

makers, school reformers and frontline practitioners can adjust and improve their 

current practices in education networks and policy implementation. It also 

provides another dimension to understand curriculum implementation and 

education governance in Mong Kong. 

1.5 Limitation of the Study 

‘ ^ As this study explores a relatively emerging and changing phenomenon, two 

major limitations are encountered. First, the elTcct of forms and standards in 

, public examination of NSS-LS cannot be estimated. Although public 

examination is a main concern for most NSS-LS teachers that may have great 

influence on teacher interpretation and implementation of NSS-LS curriculum, 

this study can only slightly touch upon this issue because the examination format 
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and content are still an unknown to all parties involved in the networks. 

Second, due to the development of information ^technology in teacher 

learning and teacher network, in addition to the fundions of intensifying and 

increasing the exchange of resources, Icachcrs can easily formed virtual network 

or virtual learning communities on Ihc internet. Il is also an emerging form of 

‘ social network that is concerned by recent researchers. However, the influence of 

virtual network or hyper-networking is not discussed in this study because 
« « 

« 

person-to-person networks are still the dominant form in the empirical settings in 

. Hong Kong. 

I 

\ 

-» 

i 
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Chapter 2: The Context of Implementat ion of New Senior Secondary 

Liberal Studies Curr i cu lum and School-bascd Suppor t Network in Hong 

Kong 

In this chapter, the empirical context of implementation of NSS-LS 

curriculum and school-based support network will be discusscd. The purpose of 

describing the current situations in implementation of NSS-LS curriculum is to 

provide an empirical footing for this study. The phenomenon in empirical field 

guides this study to search for its appropriate and relevant literature to provide a 

theoretical support in this study. Also, the uniqueness in the empirical field in 

Hong Kong may provide an opportunity for us to reexamine the established 

theories in western world and its suitability of adopting it in the Chinese society. 

The coherence and relevance between empirical phenomenon and theories are 

important such that it builds up foundation in the selection of relevant theories in 

the literature review. 

2.1 New Senior Secondary L ibera l Studies Cur r i cu l um in Hong Kong 

鲁 

Apart from the historical background on the development of NSS-LS 

discusscd in chapter 1，this section briefly describes the nature of the content in 
> 

NSS:LS curriculum documents to see the content knowledge and teaching 

‘ strategies that teachers have to applied in this curriculum. By discussing on the 

* « 

implementation content of the curriculum, it provides a better understanding on 

-4 

the content that teachers have to make sense. 
i 

I ‘ 

- . In NSS-LS curriculum and assessment guide, the curriculum framework has 
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. • ‘ ‘ 

• I 

shown curriculum content in this subject is organized into 6 modules within 3 

^ area of study (see appendix). In cach module, 'key questions for enquiry' is set 

up to ‘show possible pathway for exploring into these contemporary and 、 

、 
、 perennial issues' (Curriculum Development Council & Hong Kong Examinations , 

• . • 

and-Assessment Authority, 2007, p. 13). For example, ‘What challenges and 

opportunities does a person have during adolescence?' in module 1，‘How do 
o 

Hong Kong residents participate in political and social affairs and come to grips 
i m 

with rights and responsibilities-with respect to the rule of law?’ in module 2 and 

'How do energy technology and environmental problems relate to each other?' in 

module 6. Besides key enquiry questions, the curriculum guide also provide 

‘ some 'explanatory notes', which are mainly key concepts or terms, to help 

« 

teachers and students understand possible contents and perspectives when 

enquiring into the issues. Therefore, during implementation of NSS-LS 

curriculum, teachers have to interpret and carry out, the ‘key questions for 

enquiry' in then- own way depending on student backgrounds, abilities and 

interests. Teachers can interpret different curriculum content knpwlcdge ift 

respect to their school and classroom context such thai great flexibility and" 

varieties in NSS-LS curriculum is creatcd across secondary schools in Hong 

, Kong. 
- • 、 - • - V 

• . 

Along with flexibility in content knowledge in NSS-LS curriculum, learning 

f ‘ • 
V _ » 

and teaching in this subject is designed to lise issue-enquiry approach. NSS-LS 

• . • 

curriculum guide has even provided severftf suggested steps in using 

- - • • ‘ 
• - . 

issue-enquiry approach. However, the main bodies in teaching and learning, such 
« ' '' 

• fti 
� . 

as identification of issues and finding corresponding teaching strategies, are left ’ 
<r . . -

to decision by teacliers on their own. In this case, teachers not only need to 
« 

. . , • 厂 、 n . 
• ( « 
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search for suitable content knowledge in their school-based NSS-LS curriculum, 

but also are required to determine what kind of issues and leaching strategies to 

o 

apply in their classroom. 

•V 0 

From perspectives on the nature in content knowledge and teaching 

approach of NSS-LS curriculum, teachers have to face a totally different teaching 

paradigm from traditional subjects. So teacher development is comparatively 

essential for both" frontline practitioners and policy makers in order to implement 

this new subject. Establislimcm of school-based support networks is one of the 

development programmes that emphasize on mutual sharing of teachers from 

« different schools or organizations. The ideas behind is to maRt use of mixed “ 

background、of teachers to enrich discussion within networks and also achieve 

preparation and development of teachers. The、following two sections will discuss 

‘ . \ 

on the mix of teaser background and the role of school-based support networks 

、 in the implementation of NSS-LS. 

、 

" 2.2 The backgrounds of NSS-LS teachers * ‘ 

As NSS-LS is a new subject that constitutes at least 10% of total teaching 

hours in new senior secondary educatiorf, besides the newly admilled Liberal 

Studies teachers, experienced teachers fron^《her disciplines have to be 

reallocated to teach Liberal Studies because of the time load for the' subject. 

From a government survey in 2009，the origin of teachers in NSS-LS covers all 

key learning arfeas, with a majoritj^, in personal, social and humanities education 

K f: . 

(see table below). 
‘ . . 

"V 

. 、 . 
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Tabic 1: Comparison of the original teaching area of panel heads and . 

tcachcrs in NSS-LS 

Panel Head (%) Teacher (%) 

Chinese Language I^ucation 11.3% , 8.3% 

English Language Education 4.6% 4.2% 

Mathematics Education 1.5% 4.2% 

Science Education 13.3% 20.8% 

Technology Education 7.7% < 9.7% , 

Personal, Social and Humanities Education 83.1% 50.0% 

,Arts Education 0% 1.4% 

Physical Education 1.0% 1.4% 

Sources: Education Bureau (2009). The latest development of curriculum 

. planning in NSS-LS. 

http://ls.edb.hkedcity.net/LSCms/file/Leadership_files/leadership_sericsl/day2_a 

m/event 1 /latest—development—info_090106.ppt 一 

A 

、 This data have provided a brief understanding on the diversity of teacher 

background in teaching NSS-LS. Teachers with different subject specialties and 

leaching approaches or habits join together in the department of Liberal Studies. 

‘. \ They have to mediate and resolve their differences in perspectives and 

‘ ‘ approaches on the ideas in teaching Liberal Studies. Moreover, teachers have to 

‘ : make sense of the curriculum collectively in order to construct a united 
/ • 

^ school-base'd curriculum for each teacher and student to follow, in both 

classroom teaching and assessment. 
、s 

.* 

In a boarder sense, not only a united school-based curriculum has to be 

J 

formed, a coherence Liberal Studies curriculum across Hong Kong should also 

. be formed in order to allow all teachers to have a better understanding about 

• * 

b 
、 , 

‘ \9 
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‘ teaching and learning of this new curriculum and facilitate tKe implementation of 

， curriculum from governance perspective. In this case, school-wide networks . 

among teachers are formed to serve these dual purposes, i.e. teacher learning and 

curriculum governance. 

V 

2.3 Schooi-^ascd Support Networks 

« 

To assist teachers to implement various education reforms, Education and 

Manpower Bureau (former name of Education Bureau) set up numbers of 

school-based professional support programmes lo build up teachcr capacity to 

take forward education reform measures (Education and Manpower Bureau, 

i 

2004). As Liberal Studies is one of the major initiates in new senior secondary 

academic structures, government has set up several networks focusing on 

enhancement of experience sharing in this new subject. Besides the 

government-initiated networks, some non-govemment networks are also set up 

for similar objectives, but different in structure and content in details. The 

phenomenon of networks in Hong Kong will be briefly discussed in the 

following section to provide a basic knowledge on the empirical field related to 

networks in Hong Kong. 

Government-initiated Education Network in Hons Kona 

Government has set up number of teacher networks under three sections in 

Education Bureau that are school-based professional support section, 

• scfiool-based curriculum development (secondary) section and regional 

education office. All these networks are set up with a similar objective, which is 
\ 

. ‘ 、 
> » 

. I ‘ 
； • 20 
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to facilitate teachers to acquire sufficient understanding about implementation of 

NSS-LS, but in different scopes and with different target participants. 

First, in the school-based professional support section, school-lo-school 

networks (professional development schools) arc set up to share some frontline 

practices in curriculum planning and teaching strategies within network schools. 

This section also financially supports some university-school partnership 

networks in order to acquire the resources from university to help teachers to 

understand this curriculum. Second, school-based curriculum development 

(secondary) section has played some roles in network sharing. Government 

officials in this section act like a resources hub lo exchange and improve 

school-based curriculum and leaching materials among schools. Participated 

schools receive resources, feedbacks and consultations from the olTicials on their 

own school-based curriculum and teaching materials. During the process, 

teachers also contribute and share their resources with officials and network 

schools. Third, some regional education offices have set up their NSS-LS teacher 

network at regional level. NSS-LS teachers in the same region are grouped 

、 together to share their experience in teaching NSS-LS, which may be context 

specific within their region. The initiation of these sharing practices is beginning 

to construct a network sharing culture in Hong Kong. 

Non-Government Education Network in Hons Kons. 

> 

/ 

Several types of non-govemmenl education networks are also set up by 

different organizations to provide various opportunities for teachers to share their 

‘ experiences and resources with colleagues, for example, sponsoring body 
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networks, regional tcachcr networks and graduate courses alumni network etc. 

Besides the formal networks mentioned above, non-formal open-sources 

networks are also set up by media or non-governmenlal organizations that build 

up platforms, mostly online, to exchange resources. These understandings can 

also widen our perspectives toward the situations and rcsourccs faced by teachers 

in the empirical field. 

In conclusion, when NSS-LS teachers have to fearn to make sense of the 
4 

curriculum with resources in network settings, they are actually exposed to -

various networks that may have diflcrcnl underlying objectives and purposes in 

response to various organizations. Teachers learn to implement NSS-LS in such a 

dynamic or even confusing environment. Information and resources received 

from different networks may have convergence and contradictions, which crcatcs 

. tensions and possibilities, for teachers to interpret curriculum and leaching 

materials and make sense of it in their own way. Finally, teachers conduct their 

interpretation of NSS-LS curriculum and enact it in relation to their classroom 

teaching. Empirical context in Hong Kong provides a starling point for this study 

to search for suitable theoretical foundation lo support and discuss with. In the 

next chapter, related theories, such as policy implementation，policy network, 

governance and cognition, will be explored and connected with the empirical 

situations happened in Hong Kong in order to provide a solid and coherent 

discussion throughout this study, 

t • 
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Chapter 3: Policy Implementation, Policy Network and Education Network: 

A Review of Literature 

Based on the discussion of phenomenon in the implementation of NSS-LS 

curriculum in Hong Kong, the concepts of network and teacher sense-making 

have emerged. Therefore, it is worthwhile for further exploration in the following 

literature review lo locate the theoretical explanation of this phenomenon. This 

literature review will build up theoretical foundations to support and justify our 

research design later on. 

In the review of literature, we will discuss the cmcrgcnce of policy network 

‘ and its related conccpls in macro socio-political environment, i.e. the 

devolutionary age. Furthermore, this review provides a theoretical landscape on 

policy network studies in education, which constitutes theoretical justification in 

adapting policy network perspectives in investigating education networks. 

Corresponding to the ideas developed from research questions, some concepts 

from teacher learning and inter-organizational relations are also discussed in 

order to enrich our theoretical perspectives, especially the relationship between 

teachers and networks, on this issue. 

4 

3.1 The changing contexts and development of policy implementation 

« 

. research 

Ball (2008a) has outlined the history of public sector reform and the trend of 

privatization and marketization in education over the past two decades. He has ‘ 

attributed and made sense of the development of education reform and education • 
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policy to the shifts in the role of state and governance system. When explaining 

the effect of changing role of the state, Jessop's (1999, 2000, 2002) ideas on the 

change from Keynesian Welfare National State (KWNS) to Schumpeterian 

Workfare Post-national Regime (SWPR) is applied to illustrate the fundamental 

change of state in social-political and economical perspectives. One of the main 

ideas in this theory is thai welfare stale is gradually changed into neolibcral and 

competition stale. Tabic 2 below briefly describes how the contextual shift will 

produce ruptures and constitute to the change of state. 

Table 2: Shifts, ruptures and the state 

. Shift Rupture Slate . 

1944-76 Move to universalist Welfare state 

Postwar economic welfare state 

growth and the expansion education—national 

of the middle class system locally 

administered 

1976-97 Break from emerging Neoliberal state 

Economic crises, mass comprehensive national 

unemployment and shift system and the end of 

from Fordist to professional autonomy 

posl-Fordist regime of for teachers and schools 

accumulation and the ‘ 

first stage of 

deindustralisation 

1997-2007 End of a national system Managerial or 

Assertion of the locally administered competition state 

knowledge economy and 

new forms of work 

Source: Extracted from Ball (2008a), pp. 57 

V 

When we look further into the changing role of the state from welfare slate 

to neoliberal and managerial or competition state, the function of the government 
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has also been changed correspondingly. Ball has briefly explained the situation of 

the change of government as follows: 

"In its simplest sense this is the shift from government to governance, that is, 

a shift from the government of a unitary state to governance in and by 

networks It is a new mode of state control—a controlled decontrol, the 

use of contracts, targets and performance monitoring to 'steer ‘ from a 

distance, rather than the use of traditional bureaucracies and 

administrative systems to deliver or micro-manage policy systems, such as 

education or health or social services. “ (Ball, 2008a, p. 141) 

Under the concepts of changing role of Ihc slate by Ball (2008a), 

‘governance，，'networks' and''controlled decontrol' are the concepts evolved to , 

describe the new form of state control in education. These concepts help us to 

understand the changing contextual background and the role of state on 

education policy implementation mechanism in the new devolutionary era and 

how it relates to the development of policy implementation research. 

3.2 The cmcrgcncc of policy network in policy implementation research 

To understand the implementation of NSS-LS curriculum, it is essential to 

put our perspectives in the field of policy implementation in order to relate 

•r , 

suitable theories to explore on the recent development of NSS-LS curriculum and 

phenomenon that has happened in Hong Kong. In this section, the third 

‘generation of policy implementation perspective, mostly - policy network, is 

suggested to be used in this study due to its applicability and suitability in the 
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education context in Hong Kong. 

Policy implementation studies can be seen as emerged in the field of policy 

studies when the book titled "Implementation" (Pressman & Wildavsky, 1973) 

was published in 1970’s. Since then, different theoretical approaches to 

understand and explain policy implementation have been developed, such as the 

“top-down’，or '‘boUom-up’，debate (Lipsky, 1980; Sabatier, 1997; Sabaticr & 

Mazmanian, 1980)，which was associated with different roles, structures and 

process of policy in governance; "principal-agcnt theory" (Ilowlclt & Ramesh, 

2003), which was associated with the gaps or dilemmas of understandings and 

executions between policy decision makers and administrative agents; and 

“downward puzzlement model" (Rein, 1983) and ambiguity/conflict model 

(Matland, 1995), which was associated with the ambiguity and conflicting 

purposes of implementation of policy caused by different policy actors. Along 

with the above models of policy implementation, implementation can also be 

understood as evolutionary (Barrett & Fudge，1981) or learning process 

(Schofield, 2004), which have further examined the complexity of 

implementation process. For recent development of policy implementation 

research, O'Toole (2000, 2004) has suggested four approaches to implementation 
泰 

research to provide basic understandings lo the recent development of this field, 

i.e. institutional analysis, study of governance, networks and network 

management，and formal and deductive approaches..These approaches should not 

be perccived as distinctive, separated or contradicting methods, but rather 

reciprocal and complementary methods that help us to know the field of studies 

in an all-rounded manner. 
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Hudson and Lowe (2009) has adapted Kickerl, Klijin and Koppenjan's 

(1997) perspective on the characteristic of each stage of policy implementation 

and provided a comprehensive comparative review on different stages of policy 

implementation perspectives. The table below can be taken as a concluding 

remark on the development on policy implementation. 

Tabic 3: Top-down, bottom-up and network pcrspcctivcs compared 

Perspective Top-down Botlom-up Network 

Object of Relation between Relation between Network of actors 

analyses central ruler and central ruler and 

target groups local actors 

Perspective Central ruler Local actors Interaction between 

actors 

Characterisation Authoritative Centralized versus Interdependent 

of relations autonomous 
» 

Characterisation Neutral Political processes Interaction process 

of policy implementation and of interest in which 

processes ex ante formulated representation and information, goals 

policy informal use of and resources are 

guidelines and exchanged 

resources 

Criterion of Attainment of the Local discretionary Realization of 

success goals of formal power and oBtaining collective action 

policy resources in favor 

of local actors 

Causes of failure Ambiguous goals; Rigid polfcics; lack Lack of incentives 

too many actors; of resources; for collective action 

lack of information non-participation of or existing 

and control local actors blockages 

Recommendation Coordination and Retreat of central Management of 

for governance centralization rule in favor of local policy networks: 

‘ actions improving 

conditions under 

which actors 

interact 
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Source: Hudson and Lowe (2009) adapted from Kickcrl, KJijin and Koppenjan's 
( “ 

(1997) 

Similar and coherent to the above three generation of policy implementation 

research, Datnow and Park (2009) conceptualized and elaborated the details of 

three generations in the following tabic. Their main concerns in implementation 

are the nature of policy process during implementation, especially on decision 

making process and the starting point and direction of changc. In this table, three 

perspectives on policy implementation are discussed, i.e. technical-rational, 

mutual adaptation and sense-making, which correspond lo lop-down, bottom-up 

and network approach respectively. The sense-making or co-construction 

processes of policy implementation provide some brief ideas on the perspectives 

of implementation of NSS-LS curriculum and become Ihc main perspectives in 

this study. 

Table 4: Policy Perspectives 

Assumption Perspectives 

Technical-rational Mutual adaptation Sense-making/ 

Co-construction 

Direction Uni-directional Bi-directional between Multi-directional 

of change policy and site of 

implementation 、’ 

t 

I 
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• 

Policy Treats policy Treats policy formation Treats policy formation 

process process as and implementation and implementation as 

discrete linear separately; focuses on part of one process; 

stages mismatch between focus on the role of 

policy intentions and actors in shaping 

implementation policy and 

outcomes. Thus，some interrelationships、^ 

• mutual adaptation between multiple \ 
» \ 

perspectives are viewed institutional layers and 

as variation of fidelity actors 

viewpoint 

Sphere of Top-down and Bottom-up Open multi-layered 

influence hierarchical system 

Role of Generalized view Importance of local Relational sense of 

context of context context and culture context; includes 

‘ (macro) (micro) socio-political and 

intergovernmental 

relationships (in 

‘ co-construction 

perspective, less so in 

sense-making) 

Value Fidelity; planning Adjustment and Adjustment and 

and control, negotiation; views negotiation but also 

views variation as variation as expccled contingent maneuvers 

a dilemma outcome of local resulting from policy 

context context 

‘ Source: Datnow, At, & Park, V. (2009). Conceptualizing policy implementation: 

Large-scale reform in an era o f complexity. In G. Sykes, B. Schneider, D. N. 

Plank & T. G. Ford (Eds.), Handbook of education policy reserach (pp. 348-361). 

New York: Roulledge. 

. The above two tables have provided comprehensive ideas on different 

aspects and development on the perspectives of policy implementation. They 

have also provided a theoretical linkage between policy implementation through 
* 

i::、；" ： • . 
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( . 

networks and sense-making. ‘ 

t . 

—- When analyzing the NSS-LS curriculum implementation in Hong Kong, this 

study will mainly adopt the third generation of policy implementation research, 
• • • 

i.e. network and sense-making perspectives, to explore the phenomenon of 
• • • X . 

‘ having school-based support networks in the implementation of NSS-LS 

• V 

curriculum. This study will start from applying these perspectives to see how ” 

teachers make sense "of and learn to implement NSS-LS curriculum. Also, it may 

further reflect on the governance of this curriculum through teacher，s 

* perspectives. 

t * 

3.3 From teacher learning to NSS-LS curriculum implementation 

As policy actors have an increasing importance role in p6Iicy 

implementation, policy learning of actors has become an issue lo see how actor 
•N 

* learning may influence policy implementation (Cohen & Hill，2001; Jennings, 

1996). To understand the process of teacher learning in NSS-LS curriculum . 

implementation, cognitive perspectives and situated perspectives in learning 

. dichotomy can be used as a reference (Cobb & Bowers, 1999; Hoban, 2002). In 

、 

this study, cognitive teacher learning perspective is our starting point lb see the . 

initial sense-making of curriculum from teachers through teacher interactions 

with their own prior knowledge, experiences and beliefs. Their individual 

sense-making will contribute and construct the institutional norm in the network. 
¥ 

On the mher hand, from the situated teacher learning perspective, emphases are . 
* • <» 

put on the situated or context of learning. As teacher learning took place within • 

the school and network contexts, teachers seek resources and experiences from 
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.1 • 

‘ • ‘ • . . - , 

. 、 . • ， ‘ 

；ne tworks or other parties to Icam to implement the curriculum in their situated 

• ‘ - , 

environment. 、 
I 

• . ‘ ‘ 
. • ‘ 

- • -- • ‘ • 

‘； In this research, although both perspectives are relevant and provide insights 

: towards policy learning by tcachcrs, situated perspectives on learning and actions ‘ ， 

• 、 

will be our emphases because the phenomenon of policy implementation with 、 

. ‘ • 、 . '• 

network is the main concern in this study. The ideas on interpretation and social ‘ 

.construction of curriculum policy in their specific social environment, which are 

‘ school departments and networks in this study, are essential. 
- * . • 

‘ . 

3.3.1 Teacher learning perspectives on network 
• I 

, 、 • 
i 

1 

‘ - -

From the teacher learning perspectives, individual teacher backgrounds, 

beliefs aiid experiences卢tc. are influential factors when investigating on teacher 

. learning, for example, the stages of concerns and level of use to the new 

1 . • 
curriculum from individual teacher" (G. E. H^ll & Hord, 2006): Teachers 'make 

/ ' . ‘ “ -

• sense of new information they receive, and in the process of assimilation both old 
， ’ • ‘ f 

. and new ideas may change to ‘"fit.’’ together.. Learning is a process of hanVionizing 
* * 

- 、 ’ ’ 、 • • 

. - n e w and old i d ^ , (Jennings, 1996,-p. 14). Spillane et al. (2002) have provided a 

, ‘ definitional meaning on sense-making process as follows: 

• 、 - -

-"We emphasize 'sense-making', rather than referring simply io 'information * 
• - " 、 • . 

• • • ' 
. \ , , encoding ‘ or 'interpretationto focus oh the active attempt to bring one 's 

‘ . . ： … ‘ V- , .. , , • 
• • 备 • • .. ‘ 

、 ‘ , .past organization of knowledge and beliefs to hear in the construction of 

. , ' ‘ . 、 ， r . .. 、 “ . ，• . ‘ • 
、 ’ . ‘ , ‘ , 

‘meaning from present stimuli.” (Spillane, et al„ 2002, p. 394) 

-、 ‘ - I 、• 

* •一 • i • 

• • 9 ‘ 、 . ’ , ‘ 

‘ • t ^ • o 1 

* ？ . ‘ • , 、 》 y » . ‘ 
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争 

Besides the individual sense-making on the curriculum discussed above, 

Cynthia Cobum has further suggested the term “collective sense-making" on 

curriculum when teachers interacting with messages from the environment 
• ci 、“ 

within both formal and informal groups (Coburn/ 2001). In Coburn's ideas, 

collective sense-making is influenced by two factors: 1) the patterns of 

interaction among teachers, specifically who is talking with whom in what 

• setting, and 2) the character of conversation, specifically the extent to which 

conversations are structured lo provide conditions for engagement and reflection 

(Cobum, 2001, pp. 151-152). Therefore, the ideas on collectivc sense-making 

have made 'a fundamental shift on the ideas about policy learning from an 

、 indiv idual emphasis to collective emphasis. 
^ ‘ ‘ 

In the following sections，、we will explain the influence of individual 

、 cognition and collective sense-making process towards policy implementation in 

* 

order to show their relationship behinds. 

^ Policy learning and individual comition 

• ^ 

‘ During the implementation of education reform, frontline teachers will 

interpret, adopt and transform the policy papers, guidelines or documents into 
• 丨、 ‘ 

’ daily practice, according to their own belief and conceptual system (Spillane & 

Zeuli, 1999). Teachers will understand education reform and construct their own 

, m e a n i n g of the reform with their prior experience or knowledge in their 

... contextual background or situation faced (Spillane, 1998). Therefore, the 
» * • 

implementation of education reform is highly influenced by individual cognition 
« 

and learning to the new policy initiatives. 

M 
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Lanksheai-, Peters and Knobel (2000) have argued there has been a changing 

'of educational knowledge in the digital age. Knowledge itself is no longer 

perceived as an already pre-existed propositional knowledge with certain 

boundary and definite objectivity, but performance knowledge which presence in 

a collective construction process involving many minds (Lankshcar & Knobel, 

2003). The school curriculum has also been viewed from “curriculum as fact" lo 

"curriculum as practice", which curriculum has previously constructed by 

stratified objectivity knowledge and changed to emphasizing on socially 

organized knowledge (Young, 1998，2008). When taking these perspectives on . 

epistemological change to education policy implementation, the role of teacher ' 

cognition and participation towards education reform have become increasingly 

important (Spillane, 2000; Spillane, Reiser and Gomez, 2006). One example is 

the development of school-based reform, such as school-based curriculum or 

instructional reform, required active participation from teachers. Therefore, 

implementation of NSS-LS curriculum can be noticed as having some 

components of school-based reforms that required collective efforts of teachers 

in development of their own knowledge of practices. 

When teachers leam and construct their own curriculum content and 

teaching strategies under NSS-LS framework, traditional top-down curriculum 

reform approaches are no longer suitable for developing teacher knowledge at 

local context. Policies need to be well understood and communicated with 

frontline teachers (Darling-Hammond, 1990). Local capacity, teacher 

professionalism and teacher expertise are essential for implementing this 

complex school-based education reforms (Marsh & Odden，1991). Teachers leam 
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about reform and have to engage and assimilate into il such that reform can be 

eflectively carried out in daily classroom practices (Cohen & Hill, 2001). 

Raffe and Spours (2007) have suggested three models of policy process and 

policy learning, which are rationalist model, collaborative model and politicized 

model. The rationalist model describes policy learning in a top-down 

implementation and traditional governance system, while the collaborative model 

, refers to policy learning in the recent reform age with decentralized governance 

system. In the following table, relationships between policy process and policy 

learning are identified. It suggests the relation of policy learning to model of 

governance, decision making process and types of knowledge that involved. This 

table also provides some basic understandings for investigation into the emerging 

education policy implementation strategies，which values the importance of 

individual or group learning in the policy process. 

Table 5: Three models of the policy process and policy learning 

Rationalist Collaborative Politicized 

Relation of Separate (concerned Integrated, Political calculation 

political respectively with complementary dominates the policy 

contestation goal-setting and process causing 

to policy choice of policy conflicts and 

‘ learning options) confusions 

Model of Hierarchical, Collaborative, Hierarchical, 

governance centralized network-based, centralized ankl 

decentralised personalized 

Policy-making Policy-making close Political ideology 

separated from to implementation infuses 

implementation policy-making and 

、 implementation 
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Decision- Procedurally Deliberative and Non-rational with 

making rational reflective tendency for 

process political 

interventions in 

policy cycle 

Types of ‘^^hat works' Diverse and Diverse types of 

knowledge Explicit, declarative, contested types of knowledge 

i Mode 1 knowledge politically selected 
I 
i 
1 

Universalislic; Tacit, procedural, Policy learning, 

transferable (under Mode 2，embedded legitimating 

discoverable • . in networks ^ 

conditions) across Transferability of 

time, place and Contextualized; ideological 

policy fields transfer problematic paradigm assumed 

Source: Extracted from Raffe and Spours (2007), p.7 

Therefore, when consider the influence of individual cognition lo education 

policy implementation, education reform messages from government should be 

‘ delivered to frontline education practitioners not only as an objective universal 

knowledge and practices, but as an input to construct and reconstruct teacher 

knowledge and beliefs of education reform environment. Education reform 

‘ initiatives can be performed by the street-level bureaucrats with their own 

interpretations in specific context, i.e. building up their tacit and procedural 
» * 

‘ knowledge. 

‘ Also, despite the fact that individuals can interpret or make sense of the 

education reform messages diiTercntly in their own way such that diversities and 

complexities may be created, individuals also participate in different social 

groups at the same time, such as schools, professional organizations and learning 

communities. Hence, social cognition and institutionalization process should also 
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be considered in education policy implementation research. 

At last, from the politicized policy learning dimensions, education policy 

implementation and policy learning can be perceived as a complex and iterative 

‘ political phenomenon, and implementation is a "combination of contests, 

contingencies, and disruptions that cannot be fully anticipated let alone readily 

controlled" (Malen, 2006, p. 101). Education policy implementation is carried 

out in an environment with vested interests, inclin地on, preferences of dilTcrcnl 

policy actors and politics of nullification and amplification (Malcn, 2006). By 

understanding the political factors during the process of policy learning and 

education policy implementation, the complexity and outcome of education 

reform can be better revealed. 

The ideas of these three types of policy learning have informed the research 

ori education policy implementation not only with an emphasis on cognition and 

practices of individuals, but at a collective and organizational level. The 

dynamics, relations and interactions between actors should also be considered 

during education policy implementation research and this leads lo the following 

. discussion about the role and use of network during education policy 

implementation. Therefore, when investigating individual policy learning 

through networks, besides network structures and formats, the nature of 

individual learning should also be taken into considerations in revealing the 

meaning of network sharing for each individual. 

Policy learning and social cognition 
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In education reforms, teachers not only learn the policy individually, they \ 

will also socially co-construct their knowledge in different communities, such as 

intra-school departments or organizations and inter-school networks. In this 

t . section we will discuss on the influence of networks towards policy 

implemenlalion with social learning perspectives. 

In theory of social learning, the processes of knowing and learning in a 

group have four components: 

“/. Meaning: a way of talking about our ability—individually and 

collectively—to experience our life and the world as meaningful. 

2. Practice: a way of talking about the shared historical and social ’ 、 

resources, frameworks, and pcrspcctivcs thai can sustain mutual 

engagement in action. 

3. Community, a way of talking about the social configurations in which 

our enterprises are defined as worth pursuing and our participation is 

recognizable as compclcnce. 

- 4. Identity, a way of talking about how learning changes who we are and 

creates personal histories of becoming in the context of our 

communities.” (Wenger, 1998, p. 5, original italic) 

When applying the above concepts lo policy learning in education reform, 

teachers not only leam the reform by themselves but in a social environment. In 

social learning, a community of practices will be formed and a group meaning of 

education reform will be reached (Wenger, 1998). Teachers create and construct a 

shared social reality through interactions. The social reality would be formed by 

a set of social interactions and orders. Teachers would be embedded in the social 
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structure (Granovctlcr, 1992). When a group of individuals has a scl of 

regularized patterns of human behavior and forming rules and structures that 

persists over time, an institution is constructed and that will affect public policy 

and education policy implementation (Anderson, 2003). The convergence in 

policies and practices among organizations operating in a similar environment or 

competing for the same goods has been occurred, namely structural isomorphism 

V 

(Scott & Meyer, 1994). This explains the similarities occurred in'diverse settings 

of different organizations when adopting the same practices or policies in 

education reform (Burch, 2007). In the implementation of education reform, 

‘ socially organized knowledge, social structures and social realities are 

co-constructed by the participants. 

When considering the influence from both individual actor and institution, 

the concept of “actor-centered inslitulionalism" can provide a deeper 

understanding and analytical framework lo realize the complexity of education 

policy implementation (Barrett & Fudge, 1981). "Actor-centered institutionalism" 

framework has synthesized the perspectives from policy researches on the policy 

outcomes by individuals and institutional setting (Scharpf, 1997). The framework 

is to "explain past policy choices and to produce systematic knowledge that may 

be useful for developing politically feasible policy recommendations or for 

designing institutions that will generally favor the formation and implementation 

of public-interest-oriented policy" (Scharpf, 1997, p. 43). The policies arc 

‘ expccled to be affected by actors, actor constellations and modes of interaction , 

within certain institutional settings. 

In this framework, the capabilities, perceptions and preference of policy 

38 



actors are the background for individual actor to further act onto the problem 

with constellations and modes of interactions. The constellations and interaction 

strategies of government and other actors may be considered within the conccpts 

provided by game theories, such as a non-cooperative game, cooperative game, 

voting game or hierarchical game that forming dilTercnl modes of interactions, i.e. 

unilateral action, negotiated agreement, majority vole and hierarchical direction. 

These modes of interaction are related and supported by different institutional 

settings, which are anarchic field, network, association and organization, such 

thai the policy interactions happened in the policy process can be better 

explained (Scharpf, 1997). In that case, the dynamics of government and policy 

actors in the education reform implementation proccss can also be revealed by 

this framework. 

When implementing education reform through network, the most suitable 

modes of interactions suggested by the "actor-centered institutional ism” 

framework would be negotiated agreement. In the effective negotiation in the 

network process，formation and accumulation of social capital is important to 

build norm, trust and relationships within the network (Coleman, 1988). "Social 

capital may be defined operationally as the resources embedded in social 

networks accessed and used by actors for action. Thus, the concept has two 

important components: 1) it represents resources embedded in social relations 

rather than individuals, and 2) access and use of such resources reside with 

z actors." (Lin, 2001b, p. 25). The resources and relations in the social network 

will facilitate the flow of information, exert influence on the agents, create social 

credentials and reinforce identity and recognition (Lin, 2001a; Nahapiet, 2008). 

The social capital created by the network may also promote lifelong adult 
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learning (Field, 2005) in education selling, such as teachcr learning and 

ultimately Icachcr professional development and teachcr professionalism. 

Together with the conccpts of components of social learning: 1) learning as 

- experience (meaning); 2) learning as doing (practice); 3) learning as belonging 

(community); and 4) learning as becoming (identity) (Wenger, 1998)，network , 
/ 

not only provide a platform for teachers to share and learn the ideas of education 

reform through information exchange, but also creating a new role and identity 

for teachers in the network to learn through other channels, i.e. community and 
« 、 

identity building. Therefore, network can be perceived as an instrument in policy 

learning For teacher with multiple mechanisms. Teachers have interpreted and 

made sense of ihc policy with their beliefs and prior knowledge in the network 

process together (Spillane, et al., 2002) and co-construct their new knowledge, 

identity and implementation towards the education reform. Hducation policy 

implementation in this case is social learning and social construction process of 

both government and teachers. And different levels of networks, such as teachcr 

network, school network and university-school partnership network, have join-up 

the macro-level and micro-level for education policy implementation through 

social learning. 

In conclusion, as policy implementation through networks involve complex 

structures and decision making processes, researches on network have been 

generally divided into three types, i.e. actor analysis, game analysis and network 

‘ analysis (Klijn, 2008; Koppenjan & Klijn, 2004). As discussed above, this 

research will start with actor analysis to intent to identify actors involved, 

reconstruct perceptions of actors and analyze actor positions and dependencies. 
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Then, apply the concepts from network analysis to search for interaction patterns 

of actors, patterns in actors' perception and institutional provisions that connect 

actors in networks. 

3.3.2 Organizat ional and networked learning perspective on network 

If 

Besides taking individual actor learning into our main focus of this research, 

organizational and networked learning are also brought into considerations to 

investigate whether collective learning takes place during policy learning through 

networks. 

When adapting different organizational learning theories to the field of 

education policy implementation, the general sub-proccss of policy learning will 

, be interpretation, storage and retrieval of collective wisdom or knowledge in an 

‘ organization (Honig, 2006a). Through organization learning process, the 

co-constructed knowledge that formulated by a group of policy actors can be 

more cfTcclively preserved or sustained within the group and disseminated or 

shared with other people (Argyris & Schon, 1996). This process will deepen 

individual and social policy learning process and build up capacity for 

organization to implement education reform. In extension, others concepts in 

professional learning communities can also supplement our knowledge on group 

learning both within and beyond the school (Bryk, Camburn, & Louis, 1999; 

DuFour, DuFour, & Eakcr，2008; Sloll, Bolam, Mcmahon, Wallace, & Thomas， 

2006). 

As collective policy learning of NSS-LS curriculum both happened in 
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、 inlra-school organizations and inter-schools networks, besides organizational 

learning, the concept of networked learning is also needed to be considered. 

Networked learning concerns about how practitioner knowledge, public 

knowledge and new knowledge can be co-constructed purposefully and 

sustainably in the network. For details, networked learning included four distinct 

learning processes: 

一 "Learning from one another, where groups capitalize on their 

individual differences and diversity through sharing their knowledge, 

experience, expertise, practices, and know-how. 

- Learning with one another: where individuals learn together, notice 

thai they arc learning together, co-construct learning and make 

meaning together. Collaborative practitioner enquiry, and collaborative 

learning about recent research are good examples of this activity. 

- Learning on behalf of. where learning between individuals from 

different schools is also done on behalf of other individuals within their 

school and n e t w o r k o r the wider system. 

- Meta-learning'. where individuals are additionally learning about the 

processes of their own learning." (Jackson & Temperlcy, 2007, pp. 

48-49, original italic) 

Together with individual learning discussed in the above section, there arc 

three levels of learning happened in implementation of NSS-LS through 

networks thai become my concerns in this study, i.e. individual, organizational 

and networked. The three levels correspond to teacher, school and network 

context in this study that constitute the foundations of the scope in the research 

framework and design in chapter 4. 
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In parallel with applying teacher learning perspectives on implementation of 

NSS-LS curriculum, the following section will discuss on the influence of 

school-based network to NSS-LS curriculum implementation by using policy 

network perspectives. On one hand, policy network perspective in policy 

implementation research supplements the discussion on networked learning in 

the previous section. On the other hand, it also constructed comprehensive 

dialectical perspectives on the interrelations between teacher and network, which 

is agency and structure in a boarder sense. This perspective also connects teacher 

learning and policy implementation in network settings. 

3.4 From policy network to implementation of NSS-LS curriculum 

• Based on the development of policy implementation research and empirical 

understanding of NSS-LS implementation in Hong Kong, policy network is 

selected to be the backbone of theoretical support in this study together with 

teacher learning discussed above. Because of the complexities of theoretical 

understanding in policy network studies, other theories such as inslilutionalism, 

governance, inter-organizational studies etc. will also be openly used and 

adopted during this study in order to have a comprehensive discussion to the 

i 
empirical field. 

f 

» » 

• \ \ 
3.4.1 'X, Defining and positioning policy network 

• i 
Besides the nature and characteristics of policy network thai have been « 

I 

discussed and described in the previous section, back to the basic and concfcte 
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definition on the term policy network, several researchers have explicitly 

provided some definitions to it. Although no general consensus on the definition 

of policy network exists, if the similar definitions are organized, policy network 

can be stated as stable social relations, linkages or formal institutional 

arrangements between interdependent actors around policy programmes. 

"Policy network as (more or less) stable patterns of social relations 

between interdependent actors, which take shape around policy problems 

and/or policy programmes. “ (Kickert, et al., 1997，p. 6) 

"Policy networks are sets of formal institutional and informal linkages 

between governmental and other actors structured around shared if 

endlessly negotiated beliefs and interests in public policy making and 

’ implementation. These actors are interdependent and policy emerges from 

the interactions hetM>een them, “ (Rhodes, 2006, p. 426) 

From the general impression on ,the definitions of policy network, three 
/ -

main traditions of policy network literature are developed corresponding to its 

• policy environment, i.e. American literature, British literature and European 

literature (Marsh, 1998a). In the American literature, the emphasis is put on the 

interest intermediation that based on the basis of sub-govemnient and dynamics 

within the "iron-triangle" (congress, interest group, bureaucracy) in the policy 

making 

environment in the United States. In British literature, it emphasizes on 

the structural aspects o f networks and developed typologies and characteristics 

-on networks (Marsh & Rhodes, 1992). And for European literature, though it , 

shares lots of similarities in the perspectives on "^network as a new form of 
.’ -乂 44 . , ^ ‘ • ‘ 
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• . . ‘ ‘ •’ ‘ f 
^ - • . 

• . ^ ‘ 
,governance with British literature’ it" pays particular attention to interpersonal 

- . ‘ 『 、 » • 

dimension in policy networks because of the multi-level and multi-national 

governance 'environment in European Union. 

V ..., 
» « 
• • ' 、 - , 

‘、 I 、 , ‘ • -
• ty 

•• • ‘ 

, • • , In this study, the concepts from British and' European literature will be 

mainly adopted because it fits the focuses and empirical field in this study, which 

. are on the new form of curriculum governance and interpersonal dimension of 

‘ NSS-LS school-based support networks. The concepts are borrowed and adapted 

into education settings in Hong Kong because of the decentralized education 

governance environment, with the majority of secondary schools ruled by 

sponsoring bodies instead of directly run by the government in Hong Kong. 

3.4.2 Reviewing approaches on policy network 

Besides differentiating the literature on the basis of geographical and 

contextual environments, Borzel (1998) and Bcvir and Richards (2009) have 

comprehensively reviewed the approaches towards study of policy network. 

They distinguished the study of policy networks into four main streams, i.e. 

networks as interest intermediation, network as governance, network as 

management and decentred theory. The first three approaches are mainly based 

on the posilivist views and the last one is mainly rested on constructivisl views in --

epislemological concepts. 

As individual and collective sense-making by teachers are the fundamental 
* 

concerns of this rcscarch, constructivist perspectives will be applied to study 

teacher belief, concepts, meanings and actions on NSS-LS curriculum. Teachers 
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will be considered as situated agents in both school organizations and network 

. settings, through which they continuously use Ihcir own backgrounds' to make 

sense of NSS-LS curriculum within their social context, 

t 

‘ . * 

Although this study begins with the focus on situated agents, a thorough 

1 • -

understanding in dynamic interactions between agent and structure is also 

essential to this study because besides pcrcciving structure and agent as 

dichotomy and independent phenomena, the two represent a duality also. The 

structure is both constraining and enabling agent and exists in and through the 

social practices of human agents, which construct a dialectical approach towards 

understanding the relationship between structure and agent (Giddens, 1984). 

In addition to Gidden's (1984) structuration theory, which provided a 

dialectical insights on policy network, Jessop (2001) has suggested a 

strategic-relational approach to argue that actions are strategically selective 

within a pre-existing structured context (McAnulla, 2002). In strategic-relational 

approach, strategic learning takes place because “agents are feHexivc, capable of 

reformulating within limits their own identities and interests, and able lo engage 

in strategic calculation about their current situations" (I lay, 1996, p. 124). 

I The following figure has elaborated the concepts of actors making sense of 

the context through strategic calculations and acting purposively in the attempt lo 

realize their intentions and preference (Hay, 2002). 
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Figure 1: Structure, strategy and agency in the stratcgic-rclational approach 

Strategic actor Eff<^ct of action enhanced 

- (Individual or < strategic knowledge; strategic 

collective) learning ^^ 

Strategic calculation: ^~~；~~ 

formulation of strategy within • Strategic 

contcxl a c t产 

. Effect of action: partial ^ 

Strategically ^ transformation of context for 

selective context ' f_re strategy • 

Sourcc: May, C. (1995). Structure and agency. In D. Marsh & G. Sloker (Eds.), 

Theory and methods in political science (pp. 202). London: Macmillan. 

When these conccpls appeared in theories in policy network, David Marsh 

and Martin Smith (Marsh, 1998b; Marsh & Smith, 2000) proposed a dialectic 

framework on network analysis that gave us some insights on how we construct 

the perspectives of investigating policy networks, which was beyond structure 

versus agency. This framework has further elaborated on the details or 

considerations behind actors and network contexts, which also bring policy 

outcome to the concern. 
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Figure 2: Policy networks and policy outcomes: a dialectical approach 

1 ^ ^ r ^ 
Slructival ^ Network 

position ^ Structure \ \ 

\ | A c t o r ' s I “ \ Policy outcome 

resources \ i / z 

Innate S k i l l L f ~ ~ \ Network / ) 

. N Actor Skill interaction / 

Actor learning » 

^ 
Source: Marsh, D. (1998). The utility and future of policy network analysis. In D. 

Marsh (Ed.), Comparing policy networks (pp. 194). Buckingham: Open 

University Press. 

In the dialectic framework, the relationship between structural context, 

networks, and actors is emphasized. It acknowledges the importance of both 

actors’ skills and resources and network structure. In this case, policy network is 

not perceived as a fixed entity but a proccss of exchange that involved multiple 

interdependent actors. It is also a process of social production of organizational 

reality (Evans, 2001). 

For the details in key dimensions in networks in education, Lima (2008) has 

proposed ihc followings dimensions and sub-dimensions. It provided a more 

detailed understanding on the dimensions related to networks. 
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Tabic 6: Key dimensions for the analysis of networks in education 

、 Dimension Sub-dimension Type Description 

Genesis Emergent Spontaneous, voluntary, 

" generated through 

'grassroots' processes 
» 一 ‘ 一 ‘ . 

Externally Conceived and promoted by 

sponsored outside agents as an 

‘ instrument for their own 
f' V 

、 、 - agendas 

Composition Individual-actor Comprised by individuals 

Collcclivc-actor Comprised by groups, 

organizations, institutions, 

‘ etc 

Structure Density Dense Most possible relations are 

activated 

Sparse Few of the possible relations 

are activated 

Centralization Decentralized No particular actor or set of 

‘ actors is relatively prominent 

Centralized One actor or a small set of 

actors arc the focus of most 

. of the network's relational 

activity 广 

’ Connectedness Strongly Most actors are strongly 

connectcd connected to one another 
• -

Fragmented ‘ Subgroups of actors within 

‘ ？ the network are weakly 

connected or unconnected lo 

， one another 

Substance Single-purpose Devotes most of its activity 

to a single purpose 

Multi-purpose Devotes its activity lo several 

、 purposes 

‘ Effectiveness Effective Achieves its declared aims • 

InefTcctive Fails lo achieve its declared 

aims 
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Dynamics Goal-directed All relations between 

network members arc 

structured in order to achieve 

network-level goals; an 

administrative entity plans 

and coordinates the activities 

of network as a whole 

Serendipitous Evolves haphazardly from 

the interactions of individual 

actors, without guidance 

from any central network 

agent 

Source: Lima，J. A. (2010). Thinking more deeply about networks in education. 

Journal of educational change, 11(1), 1-21. 

However, if going deep into the dialectical approach or dimensions of 

network, we may notice that the nature of policy or policy content is absent in 

literature. But in education settings or education policy implementation, the 

nature of policy content is essential lo the whole implementation through 

network because the nature of policy builds up the core and foundations of aclor 

interpretation. The nature of policy content determines the spacc for 

interpretation. Therefore, the literature on teacher learning may fill-up this 

missing link because teachcr learning is a comparatively microscopic and 

contextualized perspective that put more concerns on policy content. 

. Moreover, previous researches on network and inter-organizational 

relationship are dominantly functional, which focus on the collaboration. 
• / 

mechanism, competitive advantages, and resources dependencies etc. (Lotia & 
« 

Hardy, 2008). So besides functional perspectives of teacher learning in networks 

on implementation of NSS-LS, this study will also try lo explore the potentials of 
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applying communicative and critical perspectives in networks through 

collaborative learning and politicized learning dimensions. The contributions of 

both teacher learning and policy network perspectives on education policy 

implementation may provide a more holistic approach in understanding the 

implementation of NSS-LS. 

3.5 Effect of network on education policy implementation 

After discussing the process of network on education policy implementation, 

Ihe following sections will outline the cffect of network to get to know possible 

network outcomes together with enactment of NSS-LS curriculum. 

‘ According to Vcugelcrs and Zijlslra (2005), networks have the following six 

functions: 1) Interpretation of government policies; 2) Influencing government 

policies; 3) Learning from the experience of others; 4) Using each other's 

expertise; 5) Developing new educational approaches and materials; 6) Creating 

new initiatives (Veugelers & Zijlstra, 2005). Their ideas have provided brief 

classifications on the effect of educational networks, which may be further 

categorized into curriculum and instructions, teacher professional development 

and governance. Building on the previous sections thai explored on the ideas of 

* teacher individual and collective learning and the details in process of policy 

implementation through networks, we will discuss the effects of network towards 

these three categories, i.e. curriculum and instruction; teacher professional 

development and governance in this section. 

‘ This section provides comprehensive review on the possible processes 

. ' ‘ 51 



4 
- 、. 

outcomes of networks such that wc may explore on the influence of network in 

education policy implementation. When putting all processes and outcomes 

together, this study actually reviews the multi-task processes in policy 

implementation through networks to serve multi-purposes. 

3.5.1 Effect of network on curriculum and instruction reform 

« 

Curriculum and instruction reform is one of the most important aspccts of 

education reform because it is directly related lo the effectiveness of student 

learning and the change of educational knowledge. Through network, 

participants may raise their stages of concern to education reform and develop^ 

their initiatives or innovations in the space and supportive environment created 

(Hall&Hord，2001). 

V 

Hord (1997) has identified five dimensions of professional learning 

communities: 1) shared values and vision; 2) collective learning and application; 

3) supportive and shared leadership; 4) supportive conditions; and 5) shared -

personal practice. When applying the above dimensions on the professional 

learning communities to curriculum and instruction reform, network can also 

perform similar functions lo develop teacher collective pracliccs lo react to 

education reform. 

a 

For example, to facilitate the implementation of national writing prqjcct in 

United Stales, two university-school professional development networks are 

established to organize teachers in a non-hierarchical, peer lo peer platform to 

share their teaching and learning approaches and other social practices to adapt 
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the education reform with the local conccrns and contexts. Icachcrs will have 

opportunities to, develop their professional practices in the network, such as: 

- "Approaching every colleague as a potentially valuable contributor 

- ‘ - Teachers teaching other teachers 

- Creating public forums for sharing, dialogue, and critique 

- Turning ownership of learning over to learner 

- Situating learning in practice and relationships 

- Providing multiple entry points into learning communities 

‘ - Reflecting on teaching through reflection on learning 

‘ - Sharing leadership 

- Adopting a stance of inquiry 

- Rethinking professional identity and linking il to professional 

community" (Liebcrman & Wood, 2004, p. 50) 

> 

During implemenlalion of network, the essential and core of ideas from 

.na t i ona l writing project will be remained and anchored, while Icachers may 

develop some varieties of practices based on their school-based or 

classroom-bascd contexts and daily experiences. In this ease, teacher can build 

up their capacities and professionalism lo deal with changes in their particular 

context. In the case of implementation of NSS-LS, network may provide similar 

‘ functions when interpreting the curriculum texts and materials^ while conducting 

curriculum and instructional reform al the same lime. 

， However, several concerns have been raised relating to the output of 

network because the qualities and standards of output of network cannot be sure 

or managed. As network structure and process are flexible and fluid, the 
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outcomes cannot be fixed or preset to network by external agents. The aims and 

goals of network are formed with mutual agreement by participants only when 

ihe network is formed and in progress. On the other hand, the output of network 

is still under constraints and pressures by the national high stake test. The 

performances of. network arc still subject to public accountability system in the 

neo-liberal age (Ranson, 2003) and this will disempowcr and dysfunction the 

strength of network, 

« 

The role of tcachcr educator from the universities is another issue that has to 

be aware of during network implementation. The participants from university, 

government official or other prestige positions should not perceive and 

‘ marginalize their work or collaboration process with school to just a research 

project, teaching course or governments publications or announcements 

(Liebcrman & Wood, 2004). They should be the changc agent or boundary 

spanner to school improvement and education quality advancement instead 

(Morgan & Eustis, 2004). The ideas or initiatives from the frontline teachers 

should be highly respccted in order to maintain the contextual factors during the 

reform. For example, in the Accelerated School Project in United States, 

'building on strength' is one of the three basic principles in the programme to 

improve teacher leaching strategies (I lopfcnberg, Levin, & Associates，1993). It 

‘ may ensure the importance of local knowledge is being treasured and frontline 

teachcrs may have the chance to contribute in the reform process. 

In Hong Kong, some important partnership networks arc developed to foster 

school-based curriculum development, enhance teaching and learning strategics, 

and conduct leadership training and promote lifelong learning etc., which are all 
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the main themes of the education reform both locally, regionally and globally in 

the age of devolution (Kennedy & Lcc, 2008). The networks facilitate both 

<t 

governmental and non-govemmcnlal quality education initiatives, such as school 

inspections, diversified funding and curriculum changes etc, through the 

accumulation and mutual sharing of experiences and knowledge of leachcrs in 

the communities (Wu, Chan, & Forrester, 2005). These networks may further 

refine the education reform ideas and initiatives, especially curriculum and 

instruction reform, into applicable daily practices. Therefore, this study will 

specifically investigate on the effect to Ihe reform in curriculum and instruction 

in NSS-LS implementation through network. 

3.5.2 Effect of network on teacher professional development 

Based on Ihc foundations built by curriculum and instructional reforms, 

another scope of studying Ihe cffect of network is to investigate its impact on 

- teacher professional development. Network provides a collaborative structure lo 

motivate teachers lo reflect on their own existing practices and lo grow 

professionally. This enabling structure would support the transfer of knowledge, 

" skills and practices in a learning community with communal relations (Evans， 

Castle, Cooper, Glatter, & Woods, 2005). The sharing of best practice would 

build human capital among teachers (Smylie, 1996), and at the same time, the 

social connection with norms and trust have also created social capital in the 

、 network (Putnam, 1995). 

Liberman and Grolnick (1996) suggested that networks have the following 

possibilities on teacher professional development: 1) cncourage sharing of 
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knowledge; 2) flexible to organize activities; 3) shift the meaning of adult 

learning from prescription to involvement and problem solving; 4) leadership 

roles are possible for many network members regardless of Iheir status; 5) 

collaboration among members; 6) create ongoing learning communities. And this 

kind'of professional development has been happening with the consideration of . 

contextual background from teachers, which let teachers to develop more ’ 

effectively in a situated learning environment (Lieberman & McLaughlin，1992). 

By active participation and involvement in professional development network, 

teachers may transfer the ownership of the external reform to internal (Cobiirn, 

2003). 

Despite the effect of network on professional development at individual 

teacher level, network would also response to the enhancement of teacher 

professionalism as a whole. In the postmodern or postindustrial age, teacher 

professionalism is more complcx and requires teachers to commit into working 

in collaborative cultures and continuous learning that form interactive 

professionalism (Fullan & Hargreaves，1996; Hargreaves & Goodson, 1996). 

However, the extent of teacher professionalism built by networking is still 

subject to the efTectivcness of network that generate academically rcspectable 

knowledge, practically credible skill, socially trustful codcs of ethics and 

practices, and effective authority and .autonomy over the above constituents 

(Freidson, 2001). 

> 

« 

3.5.3 Effccts of networks on governance 

« 

In this new multi-actors and multi-agencies instilutiondl arrangement, 
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partnership and collaboration between actors become more important, where the 

« 

concepts of network governance emerged (Junki, 2006; Stewart, 2005). 

Networks would provide a governance structure for continuous interdependence 

of co-ordination and allocation of resources that become self-organizing and 

self-autonomous eventually (Bevir & Rhodes, 2003). This new form of 

governance has also reduced the ability for government to steer and further 

weaken the dominate role of government. The governance turn from government • 

to governance, which is a form of “regulated self-regulation" (Ball, 2009b) or 

“constrained discretion" (Stoker, 2004). This deconcentrated governance 

involved active agents participating in a regulated or measurable environment in 

‘ order for the government to steer with distance. ， 

In education settings, network helps to reduce the tensions of lop-down 

versus bollom-up, pre-service versus in-serviccs, theory versus practices and 

formal versus informal organizational structures (Fullan, 1994; O'Hair & 

Vcugelers, 2005). The consensus on nation-wide curriculum objectives may be 

achieved by adjustment to local realities (Elmore 8c Fuhrman，1994). These 

concepts may bring new perspectives on education governance in Hong Kong, 

which emphasize not only the dichotomy in governance process but the 

possibilities of a third way in education policy implementation. 

I 

\ 

» 

1 
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Chapter 4: Conceptual Framework and Research Methodology 

* ‘ % 

f 

In this chaplcr, the conceptual framework and research methodology of this 

‘study wilLbc discusscd and showed how it fits with the research aims, questions 

and related to the literature review. First, based on the foundation of literature 

review, the conceptual framework guides this study with a clear structure on the 

“ . - . 

pathway to search for answers to research questions. Second, research 

methodology follows the conceptual framework to opcrationalize research ideas 

and questions into data collection methods and data analyzing strategies. This 

chapter constructs a solid research plan in response to the research questions and 

builds up a foundation lo substantiate data analysis and discussion. 

4.1 Conceptual framework 

As discusscd in the previous chapters, individual teacher sense-making of 

NSS-LS curriculum, collective sense-making of NSS-LS curriculum in school 

context, collective sense-making of NSS-LS curriculum.in network contexts, and 

curriculum governance are the four major contexts in this study. The details of 

content and relationships in the four contexts and their effects are explained in 

the literature review. Thus, the following conceptual framework is built out of the 

, literature review in both policy implementation studies and education studies. 

In the literature review on policy implementation, the current development of 

research is neither, focus on top-down nor bottom-up implementation (Hudson 8c 

Lowe, 2009). On one hand, policies are not only some mandated regulations or 

guidelines that front-line bureaucrats can strictly follow. On the other hand, the^ 
泰 . 
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street-level bureaucrats cannot interpret and implement the policies as free as 

they like. The policy actors have lo make sense of the policies and implement the 

policies in their strategically selective context. The actors use their individual 

cognition to make sense of the policy in their specific environment. They further 

V 

enact the policy according lo the environment in certain ways. Therefore, the 

focus of policy implementation research has shifted lo the scnscmaking process 

of policy actors during policy implementation. 

In this research, the sensemaking process of teachers involves two parts, i.e. 

individual sensemaking and social sensemaking (Spillanc, Reiser & Reimer, 

2002). Teachers make sense of NSS-LS curriculum with their individual 

cognition within their own teaching context. Teachers make use of their prior 

knowledge, understandings and belief about 丨earning and teaching to make sense 

of this new curriculum. In cognitive perspective of learning, teachers assimilate 

and accommodate the new experiences and develop their cognitive schemas in 

individual's mind (Hoban，2002; Piaget, 1950). Prior knowledge and individual 

experiences are important to teacher learning in this perspective. This theoretical 

perspective contributes to the research on teacher's individual context in this 

study. 

Besides individual sensemaking, teachers also make sense of the curriculum 

collectively within social context. For the perspectives of situated and distributed 

cognition, sensemaking occurs and distributed within an interactive network of 

actors (Spillane, Reiser & Reimer, 2002). The actors make sense of the 

curriculum in multiple contexts, such as organizational, social, historical contexts 

‘ etc. The interactions, negotiation and communication of actors in these contexts 
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, contribute lo the collective sensemaking about NSS-LS curriculum. Teachcrs 

make sense of NSS-LS curriculum together with other teachers in the school and 

network context. From the perspectives of collective sensemaking, this study also 
• » 

covers the school context and network context to illustrate the phenomenon 

‘ about teachers as social sense-maker. 

Besides the individual, school and network contexts mentioned above, 

NSS-LS curriculum is also implemented within a larger governance context 

,related lo curriculum reform in the devolutionary age. In the age of curriculum 

reform, the decision making process of curriculum policies is decentralized and 

^ put into the hands of teachers. School-based decision making is increasingly 

influential in the Hong Kong curriculum reform context (Morris & Adamson, 

2010). The importance of turning government to governances is raised (Rhodes, 

1996). The emergences of governance in policy implementation research also 

guide this study to include curriculum governance context. 

As this study aims at reveal the phenomenon of individual and collective 

sensemaking of NSS-LS curriculum holistically, the four contexts mentioned 

above are included in the conceptual framework of this study. Together with the 

contexts, the three effects on curriculum governance, teacher professional 

development and curriculum and instructional reforms are also discussed because 

the importance of these domains are frequently discussed by the literatures as in 

the literature review. 
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Figure 3: Conceptual framework of this study 
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This conceptual framework provides a theoretical lens for this study to be 

• A 

aware of the scope, boundary and sensitizing concepts in this study. It helps us to 
- » 

familiarize with the situations in empirical field, especially to understand the ‘ 

attributes in each contcxt and Ihc relationship between teachers and contexts. ’、、 
% 

4.2 Rcscarch Questions 

ft 

As stated in chapter 1，this research has the following five major research 
r 

questions to guide our further development of detailed research questions. 

» -

1. Question in teachcr sense-making of NSS-LS curr iculum: 

How do teacher make sefhse of NSS-LS curriculum in their cognitive 
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implementation schema? 

2. Question in NSS-LS curriculum governance: 

、 

How do the context of organizational-level and state-level curriculum 

governance affect teacher sense-making and enactment of NSS-LS 

curriculum? 

3. Question in school-based support network: 

How do different networks function on teacher sense-making and 

enactment process? 

4. Question in interaction between curriculum governance and 

school-based support network: 

How do the influence of school-based support networks interact with 

governance of Liberal Studies curriculum? 

5. Question in teacher enactment of NSS-LS curriculum: 

How do teacher enact the NSS-LS curriculum after their sense-making 

process? Why did they enact in such a way? 

Based on the research framework and major research questions above, 

research questions can be further elaborated as follows. Also, the following 

detailed research questions will further guide this study and be substantiated into 

‘interview questions (see appendix 1) later on. The detailed research questions 

are: 

1. Question in tcacher sense-making of NSS-LS curriculum: 

- How do teacher background, knowledge and skills affect tcacher 

interpretation of NSS-LS curriculum? 

- I low do teacher make sense with information and resources of NSS-LS 

curriculum individually in their own way? 
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2. Question in NSS-LS curriculum governance: ^^^^^^ 

- How do teacher learn and interpret the curriculum cooperatively in \ 

their organizational context? 

- Mow do school-based NSS-LS curriculum being socially constructed? 

3. Question in school-based support network: 

- 1 low do the structure and process of school-based support network 

contribute to individual and collective sense-making process of 

leachcrs? 

4. Question in interaction between curriculum governance and 

school-based support network: 

- How do network afTccl on school-based curriculum governance? 

、、 
- How do networks contribute to the construction of NSS^^ci irr iculum 

in Hong Kong? 

5. Question in tcachcr enactment of NSS-LS curriculum: 

- How do teacher enact their sense-making outcome in daily classroom 

practices? 

- How do teacher adjust and further make sense of NSS-LS curriculum 

after feedbacks of classroom teaching? 

4.3 Research Design 

This study will apply qualitative research method to investigate Ihe five 

major research questions stated in chapter 1, i.e. 1) Icachcr sense-making process 

of NSS-LS curriculum; 2) NSS-LS curriculum governance; 3) attributes and 

functions of network; 4) interactions between curriculum governance and 

network and 5) teacher enactment process of NSS-LS curriculum. As all the 
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research questions have a dear social conslruclivist worldview that search for the " 

perceptions and experiences of teachers participated in different networks, 
‘ > < 

qualitative research methods arc applied in order to discover the meaning of 

NSS-LS curriculum and school-based support networks that arc pcrceivcd and 

interpreted by teachers. The application of qualitative research methods is based 

on foundations of constructivist pcrspcctivcs or decentred theory mentioned in 、 

literature review. In this chapter, the rationale behind using qualitative case study 

research method will be further explained and details of research design will also 

» be dfscusscd and elaborated. By investigating teacher's perspectives from school 

to school, in-depth contextual factors of each school can be explored and , 

f 

revealed. This also allows us to gel to know ihc phenomenon and teacher 

experiences in their real-lite context, both in school and network settings. 

Justification and application of qualitative rcscarch approach 

As this study aims al revealing and understanding individual and collective 

sense-making processes of NSS-LS curriculum from teachers' perspectives, 

qualitative research method is applied in order lo lei our teachers freely express 

their perceptions and experiences. Through qualitative research processes, this 

study uses a constructivist approach to iilterpret the meaning behind and address 

the process of sense-making of NSS-LS curriculum and dynamics between 

teachers and networks. 

In teacher's individual sensemaking of NSS-LS cumculum, icachers organize 
« « 

and make sense of the curriculum with their personal schema. Tcachcrs make 

sense of NSS-LS curriculum through their retrospect to organize their past 
( 
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experiences in a meaningful way. Teachers attribute their meaning to the 

implementation of NSS-LS curriculum. Through individual sensemaking process, 

teachers select and preserve the most significant experiences within their specific 

context. They enact NSS-LS curriculum according to the organizational and 

institutional environment. The reveal of individual sensemaking process can 

unfold the subjective meaning of NSS-LS curriculum implementation attributed 

by individual teacher within their lived experiences. 

Besides the reveal of individual sensemaking about NSS-LS curriculum, 

Icachers also need to collectively make sense of the curriculum in the three social 

contexts mentioned in conceptual framework, i.e. school context, network 

context and curriculum governance context. Teachers make sense of the 

curriculum together through negotiation and exchange of ideas. Teachers express 

their point of views and form collcclive understandings and actions toward 

NSS-LS curriculum. The tcacher's collectiye sensemaking constructs an 

intersubjective meaning of NSS-LS curriculum in the social world. Through the 

<' process, teachers may further institutionalized the process and Ibrm "reciprocal 

typification of habitualizcd actions" (Berger & Luckmann, 1967, p.72) towards 

NSS-LS curriculum, i.e. collective NSS-LS curriculum implementation. 

Developed from individual and collective sensemaking of NSS-LS 

curriculum, teachcrs further enact the curriculum according to their life world. 

Teachers enact the NSS-LS curriculum within their strategically selective 

contexts and their enactments are bound up with ecological change (Hay, 2002; 

Weick, 1979). Therefore, by qualitative research designs, this study can reveal 

the inner world and understandings of teachers about NSS-LS curriculum. 
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Through the interviews and qualitative research process, teachers sketch their 

way of understanding about NSS-LS curriculum and allow this study lo 

investigate on teacher's subjective or inter-subjective world. 

In this study, focused interviews and documentary analysis will be applied in 

order lo complement focus on various concerns in the five research questions. 

Teachcrs in Liberal Studies subjccl dcpartmcnl in the ease schools will be 

interviewed with scmi-slriictured and open-ended questions (see appendix 1 )• 

Their authentic experiences in learning, sense-making and enacting NSS-LS 

curriculum are loci of this study, ll also reflects the phenomenon in both 

networks and curriculum governance. In details, along with general interview 

questions that applied to all teachers about the sense-making of NSS-LS 

curriculum, all panel heads or key persons in the Liberal Studies subject 

department will be specifically asked on school-based curriculum planning and 

governance to reflect on the NSS-LS curriculum at school-lcvcl. 

Another data collecting method applied in this study is documentary analysis. 

'1 he school documents related to NSS-LS curriculum planning and cnaclmenl, 

such as unit plans, lesson plans and teaching materials etc.’ will be studied in 

order to comprehend a rich and thick description (Cieertz, 1973). Teachers will 

provide some teaching materials and lesson plans lor this study to further , 

familiarize with teacher sense-making outcomes and leaching practices in 
« 

NSS-LS. Details of the teaching materials will also be discussed whenever 

‘ necessary to support and triangulate the data drawn from interviews. 

Besides documents collcclcd from case schools, other related documents 
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from school networks and government, such as shared teaching materials, notices, 

memorandums and policy documents, will also be reviewed so as lo cnrich and 

support the data collectcd from other sources in order to substantiate findings and 

arguments in this study. Data collected Ironi school network and government 

documents can be used lo triangulate with interview data and reveal 

sense-making of curriculum in teacher consciousness level and enactment level. 

4.3 Research Sample 

Theoretical sampling is applied in order to facilitate the understandings of 

conceptual framework and developing the related concepts in this study. The 

choicc of sample schools is based on ihcorclical dcvclopmcnl in the literature 

review of this study. In Ihc literature review and development of conceptual 

framework, four contexts arc included in this study, i.e. tcachcr's individual 

context, school context, network context and cuniculum governance context. 

Thus, in the selection of research sample for investigation, the interviewees not 

only can provide their individual point of view, but also share their experiences 

in school context and network context. Research sample are sclcclcd by 

school-based and network-based. Teachers from 6 schools arc sclcclcd in this 

study, which included 3 dilTcrcnl kinds of networks in I long Kong. 

/ 

In order lo study the comprehensive picture ol, implementation of NSS-LS 

curriculum in I long Kong, 25 teachcrs in 6 schools are purposively selected 

according lo diverse student abilities. School A and B \Vilh high ability students, 

School C and D with medium ability students and School E and F with low 

ability students are selected. Teachcrs in different schools interpret and design 
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their school-based curriculum according to iheir specific student learning needs 

and styles. The combination of teachers with diverse background formulates a 

deep understanding on the implemcntalion of NSS-LS curriculum and further 

draws the discussion and conclusion on theoretical breakthrough and empirical 

understanding in this study. 

In this study, all case schools teach NSS-LS curriculum by using Chinese as 

medium of instruction. School A, C and E are the key schools for this study and 

all teachcrs in the panel are interviewed. These three schools have participated in 

three diirercnt networks, i.e. School A in non-government initiated teacher 

network, School C in Education Bureau initiated teacher network and School H 

in Fxamination and Assessment Authority initiated teacher network. The 

processes and outcomes Irom three different networks will be illustrated through 

these ease schools in order lo illustrate the effect of networking in 

implementation of NSS-LS curriculum. Furthermore, in order lo gain more 
瓏 

insight from the implementation of NSS-LS, school B, I) and F arc used to 

t 

supplement, triangulate and deepen the understanding about I he implementation 

of NSS-LS curriculum. In school B, D and F, only panel heads and core members 

of the team are interviewed. School B is Ihc only one who has participated in the 

Examination and Assessment Authority initiated teacher network. School [) and 

F have not participated in the mentioned networks. For school A, I)，F, and F, a 

single panel head is assigned by the school lo be in chargc of Liberal Studies 

panel. For school B and C, Iwo panel heads are assigned by ihc schools and they 

collaboratively lake charge of the panel. < 

. In our interviews, panel heads in case schools are experienced teachers in 
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other subjects and have already taken NSS-LS training at the very beginning.八 11 

interviewees have certain teaching expcricnccs in other subjects so thai they have 

accumulated prior knowledge and practices in teaching field. FoMhe duration of 

interviews, all interviewees will take part in a primary interview individually for 

approximately 30-60 minutes (i.e. about single or double lesson period), 

depending on availability of teachers. Total 25 semi-slrucliircd interviews arc 

conducted for this rcscarch. The interviews will ask a list of questions (see 

appendix 1) and followed by some follow-up questions lo strengthen our 

understandings toward some specific issues. Post-interview questions will also be 

asked to teachers if further clarification or information is needed. 

V 

« 
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Table 7: Backgrounds of Interviewees 

School Tcacher Teaching Other Teaching Subject(s) Panel 

Experience I lead(s) 

A A 15 Geography 7 

B 3 Geography 

\0 History 

D • 2 Geography 

H 13 Chinese 1 lislory, Chinese 

B A 19 Geography, Mathematics “ 

H 1̂6 Biology , 

C 8 Religious Studies, Civic Kducalion 

C A >25 Economics and Publics 八 i T a i i s “ 

B 6 Government and Political Affairs Z 

C H Biology 

D 10 Chinese 

E 8 Mathematics 

F 3 Chinese 

D A \5 English V 

B 21 English, History 

C 5 Chinese, Chinese History 

H A 11 Geography ^ 

—一B__ 一 _ — — History 

C 13 Hnglish 

D 4 History 

H 8 Computer 

F ‘ A 16 Chinese Language, Tourism Z 

B 15 Mathematics, Computer, Technology 

C 15 . Chinese Language 
V 

Besides the above characlcrislics, as Icachcrs in ihcsc sample schools are 

with wide range of participation intensity and capacity in dilTcrenl networks, this 

study will not only put my perspectives in the boundary of individuals, but will 

also be used to reflect on the other two levels, i.e.,school level and network level. 

J 
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4.4 Data analysis 

Instead of an independent period of time for data analysis, data collection and 

data analysis are simultaneously occurred (Miles & Huberman, 1994). In ihc 

analysis of data collected, this study will apply the standard coding procedure as 

Creswell (2009, p. 185) suggested (see figure below). The codes will be 

developed through iterative coding with all the data collcctcd from interviews, 

observations and documents clc. The coding is aimed al describing the nature and 

process of teachcr sense-making process interacting with the structural 

environment. Besides the interactions between teacher cognition and school 

environment, it will also describe the interactions with diITcrent networks. 

However, it is still subjected to further adjuslmcnl in the process of data 

collection and analysis. 

Figure 4: Data analysis in qualitative rcscarch 

Interpreting the meaning of 

themes/ descriptions 

T ‘ 
Interrelating themes/description 

牛 + 
Themes Description 

y ： I t 
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information. + 
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‘ - S o u r c e : Creswell (2009, p. 185) 

vZ 

‘ 、 、 71 



4.5 Reliabil ity, validity and ethical issues in this research 

Several reliability procedures and validity strategies will be applied during 

the whole in order lo ensure the quality of this research (Creswell, 2009; Gibbs, 
V 

2007). 

In reliability procedures, the researcher will check transcriptions and make 

sure the definitions of codcs are used properly so thai they do not contain any 

obvious mistakes and misuse of the codes. The transcriptions will be verified by • 

the informants to ensure its truthfulness and correctness of the data collected. 

Also, findings will be shared with key informants and the research will invite 

their comments and insights into final analysis (Miles & Huberman，1994). 

To ensure validity, triangulalion of different data sourccs will be applied to 

ensure internal validity during the data analysis process. This process may build 

up a coherent justification on Ihc claims and arguments o f this study that increase 

the validity o f this study. Also, by providing a rich and thick description on the 

settings and data collected, the results will become more authentic and realistic, 

i • 
which may also add validity to the findings. 

For the clhical issues encountered during this study, the ethical standards _ 

from American Educational Research Association will be used as reference and 

standard (Strike, et al., 2002) in the whole research process. To maintain the 

truth fulness and integrity of this research, the researcher will uphold 

confidentiality and anonymity to build up trustful relationship with the 

, 、 
informants，especially when collecting and analyzing the information that came 
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from the same case school. 

A 
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Chapter 5: Tcachcr individual sense-making of NSS-LS curriculum 

This chapter explores teacher individual sense-making proccss of NSS-LS 

curriculum by their own cognitive schema to make the curriculum relevant and 

sensible to their own teaching context. Louis (1980, p. 241) explained that 

"sensemaking can be viewed as a recurring cycle comprised of a sequence of 

events occurring over lime. The cycle begins as individuals form unconscious 

and conscious anticipations and assumptions, which serve as predictions about 

future events.” Therefore, in this chapter, individual teacher learning and 

leaching experiences are revisited retrospectively to see how teacher experiences 

affect their understandings and interpretations about NSS-LS curriculum. 

The investigation of individual sense-making process by teachcrs will be 

mainly focused on the tensions and dynamics of teacher learning from ideas in 

curriculum documents and realities in their leaching context. By reflecting on 

teacher mediation about the gap between NSS-LS curriculum ideals and realities, 

teacher interpretation and sense-making of NSS-LS curriculum can be deeply 

revealed. 

/ 

5.1 Learning the ideals: Tcachcr learning from the curriculum documents 

In the NSS-LS curriculum and assessment guide, six curriculum aims are 

clearly stated in the document, including “(a) lo enhance students' understanding » -

of themselves, their society, their nation, the human world and the physical 

environment; (b) to enable students to develop multiple perspectives on perennial 

and contemporary issues in different contexts (e、.g. cultural, social, economic, 
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.political and technological contexts); (c) to help students become independent 

thinkers so that they can construct knowledge appropriate to changing personal 

and social circumstances; (d) to develop in students a range of skills for life-long 

learning, including critical thinking skills, creativity, problem-solving skills, 

, communication skills and information technology skills; (e) to help students 

appreciate and respect diversity in、cultures and views in a pluralistic society and 

handle conflicting values; and (f) to help students develop positive values and 

attitude, so that they can become informed and responsible citizens ofsocicly, the 

country and the world" (Curriculum Development Council & Hoi;ig Kong 

Examinations and Assessment Authority, 2007，p. 5). Students should develop 

their knowledge, Skills and altitude covered in the six modules of studies with a 

cross-module and interconnected sense through issue-enquiry learning and 

f 

teaching approach. 

Under the above curriculum aims, NSS-LS curriculum and assessment guide 

issued by the Education Bureau has further outlined eight expectations of student 

learning outcomes. To synthesize, in knowledge building, students should be able 

. to construct their knowledge through enquiry into contemporary issues which 

alTcct themselves, their society，their nation, the human world and the physical 

environment. In development of skills, students should acquirc multiple generic 

• • ； 

and enquiry skills, such as problem solving skills, communication skills, 

information processing skill etc., through issue enquiry learning in a scli-directed 

• ‘ . 

way. In nurturing student values and attitudes, students should critically reflect 

on different views and opinions in the societies and form their own judgments 

and decisions toward issues in order to become a responsible and conscientious 

citizen (Curriculum Development Council & I long Kong Examinations and 
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‘ Assessment Authority, 2007, pp. 5-6). In order lo achieve effective teaching and 

learning in NSS-LS curriculum, ten guiding principles arc further outlined by the 

、 
curriculum documents to instruct teachers to conduct the curriculum with 

appropriate teaching and learning strategies, i.e. 1) building on strength; 2) 

acknowledging prior knowledge and experience; 3) understanding the learning 

‘ targets; 4) teaching lor understanding; 5) teaching for independent learning; 6) 

enhancing motivation; 7) effective use of resources; 8) maximizing engagement; 

9)aligning assessment with learning and teaching; 10) catering tor learner 

diversity (Curriculum Development Council & Hong Kong Examinations and 

Assessment Authority, 2007, pp. 87-88). 

Numerous propagandas related to NSS-LS arc publicized in the mass media 

or through teacher trainings by Education Bureau, the ideas and ideal learning 

outcomes of NSS-LS are well-known and bombarded to teachers. Circular, 

pamphlet, handbook, articles, TV programmes and commercials arc all over 

{ 

various channels, such as prinlcd-copies, TV, radio and internet (Education 

Bureau, 20】1). Therefore, teachers notice the ideas and rationale of 

implementing NSS-LS curriculum postulated by Kducalion Bureau. Some 

teachers even interpret the NSS-LS curriculum guideline in their own way and 
V 

formulae their ideal type of NSS-LS curriculum. In the following section, 

^ teacher's perceptions on NSS-LS curriculum ideals will be revealed lo see how 

teachers make sense of the ideal type of NSS-LS curriculum. 

5.1.1 Construction of knowledge by students 

Under the wave of curriculum reform in the last decade, teachers' role in 
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leaching process has been changed Tcachers are no longer the distributor of 

knowledge in the teaching and learning process but act as facilitator instead. 

Students play an active role in participating in learning activities and need to 

construct their own knowledge such that they have ownership in their learning 

outcomes and make learning more effective. These progressive ideas in teaching 

and learning approaches have already agreed and rccogni/cd by teachers for 

years, especially after the education reform proposal submitted by Education 

Commission in 2000. Therefore, NSS-LS teachers are also well-acknowlcdgcd 

and accept Ihe ideas on student construction of knowledge in NSS-LS teaching 

and 丨earning. 

« 

In the interviews, all tcachers arc asked about their understanding about the 

ideals of NSS-LS curriculum and their perceptions towards teaching and learning 

of NSS-LS. All teachers express their familiarity on Ihc ideas related to 

educational reform and NSS-LS curriculum, no malter they arc directly drawn 

from wordings in curriculum documents or from their personal understandings. 
> 

Most teachers can show their knowledge and slate curriculum ideas smoothly. 

( 

Teachers across all case schools reiterate the ideal typical aims and objectives 

Irom the curriculum documents and show their common understandings and 
% 

agreement with-ideas behind: 
參 

“ Ideally, Liberal Studies lessons should have more diversity in teaching and 

^ learning. For example, student should construct (heir own knowledge. 

Teacher should not be the knowledge provider hut as a facilitator. Students 

should construct their knowledge in their own way. (Tcacher D, School 

- C ) 。 • , 
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Students should he given the opportunities to master the concepts in (heir 

life that should not he taught by others. For example, in interpersonal 

relationship and interpersonal skills, I think students should already know 

the ideas hehinds when interacting with others in their whole life. (Teacher ( 

.H, School R) 

Students should have their freedom to inquire, discuss, reflect and discover 

knowledge. They should have I heir own way of thinking and not tar^etin^ at 

the public examination. (Teachcr D, School A) 

In teachers' point of View, students' construction or knowledge is an 

independent and interdependent enquiry process for them to develop their way of 

thinking. The knowledge construction process has its intrinsic value and is not 

for the sake of preparing public examination or delivering content knowledge 

like the traditional subjects. 

5.1.2 Developing student enquiry skills and habits 

Another emphasized idea in the introduction of NSS-LS curriculum is 

related to the development of student enquiry skills and habits. NSS-LS 

curriculum accentuates that students should become independent learners and 

thinkers in the future. In order to achieve this goal, teachcrs should introduce 

different thinking strategies, frameworks or even models to help students to 

establish their way of thinking and further develop independent enquiry skills. 

\ Therefore, introducing different thinking frameworks and models becomes one 
\ 
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of the ideal components lo develop student enquiry skills and should be the 

necessary component in NSS-LS curriculum: 

1 think the target of NSS-LS curriculum should he helping our students to 

learn more thinking approaches. That is my first priority. Open students ‘ 

mind, develop their way of thinking and not like the old days. (Teacher B, 

School A) 

Among all the dimensions of enquiry skills and thinking habits mcnlioncd, 

critical thinking is the most prominent idea thai teacher would like to nurture 

students with. Teachers believe that'critical thinking is essential in NSS-LS 

curriculum. With critical thinking, students can enquire into issues with different 

perspectives and review the issues in a more thorough way. 

About student enquiry skills, I think it is actually about higher order 

thinking, critical thinking and creativity. (Teacher 八，School 1)) 

Ideal NSS-LS curriculum should nurture students ‘ way of thinking. Student , 

should have their own perspectives and can express their opinions to issues 

or problems. They should have their standpoint and point of view. Of course, 

students will not blindly agree with others, (hey should have I heir dear 

perspective. (Teacher B, School F) 

The key point is training of thinking. That is, allow our students to think 

through different issues. Even students may not know the thinking process, 

I 
• teachers have to encourage students lo think and critical review on issues. 

c 
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(Teacher A, School D) 

Therefore, in teachers' perspectives, another idea thaf is important to be 

included in the NfSS-LS curriculum is thb enquiry skills and thinking habits. In 

the ijrocess of equipping students with the enquiry skills, Ihc development of 

skills will complement with studcnls' construction of knowledge such that 

students can construct their own knowledge through indcpcndcnl enquiry and 

critical thinking. 

V 

5.1.3 .Increase students' awareness to the societies and the world 

Increasing students’ awareness lo the societies and ihc world is also another 

NSS-LS curriculum ideal in teachers' perspective. As NSS-LS curriculum 

covered three extensive areas of study, teachers grasp this curriculum as a 

substantial opportunity for student to explore around the world. 'Icachcrs can 

introduce some issues that students may not be 1 ami liar with or seldom notice by 

students themselves. Introduction of NSS-LS curriculum may aliow students to 

be informed about what happened around the world and guide I hem lo explore 

the world in their own path. Il also responds lo the tunnel vision of students in 

enquiring issues. NSS-LS curriculum can provide opportunities lor students lo 

increase their awareness about Ihc world and facilitate themselves lo understand 

an issue from a wider perspective: 

I think student should care about what is happening around us and in the 

world. Students may apply the theories that they have learnt in the lessons 

to construct their own perspectives to look at (he world. NSS-LS curriculum 
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is very useful in this sense. (Teacher R, School C ) “ 

Students can make NSS-LS learning as their foundation to know more about 

the world and have awareness about (he societies. Because / know my 

students are really weak in this area, I make use of cJijferenI issues lo 

broaden their horizon. ( Tcachcr A, School D) 

/ think ihe vision of our students should not only focus on their commimity. 

In my concepts, although students live in (heir community, they still can 

explore Ilon^ Kon^, China and the world through this subject. (Teachcr A, ‘ 

School D) 

Besides leaching NSS-LS to raise student awareness lo the societies, 

Icachers also notice that this awareness can be linked up with developing student 

enquiry skills. Teachers incorporate the idea of raising student awareness to the 

societies and the world into the pcrspcctivcs from differcnl stakeholders. 

Teachers' ideas are thai NSS-LS curriculum would lead the awareness of their 

students lo another level and link up student thoughts with others' knowledge or 

perspectives thai have been well-established in the world. Students may enhancc 

their learning through putting their thinking and judgment into the notable 

dialogues and perspectives in the societies: 

. 、 

Students should take initiatives and have self-awareness to enquire different 

things around their lives. Ideally they will know what is happening around 

and make comprehensive comments on perspectives from different 

stakeholders. ( Teacher H, School A) ‘ 
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When exploring Ihc societies and the world, teachers not only want their 

k students lo learn NSS-LS by textbook or within classroom settings, but also want 

their students to go outside classroom and explore the societies in real context. In 

this ease, NSS-LS curriculum has also echoed other learning experiences (OL.H) 

promoted in the curriculum reform. In the new senior secondary curriculum 

reform, 15% of teaching hours are reserved for OLE in order lo provide quality 

life-wide learning for students. Some Liberal Studies teachers make use of this 

opporlunily to cooperate Liberal Studies elements into OLE to enrich student 

learning holistically. Ideally, teachers believe introduction and coopcralion 

between NSS-LS curriculum and OLE can bring synergy to student learning. 

Student learning in NSS-LS can further benefit from the authentic experiences 

gained in OLE. Therefore, in teacher's perspectives, authentic learning 

experience is an important component for students lo increase awareness of the 

societies and the world: ” 

That should he more activity-based. Besides teaching foumiatUmal 

knowledge, teacher should often hrin^ students reach out of classroom. 

Student can explore ami feel the world. For example, in the area of si:ienee 

、 and technology, we can go outside to see li^ht pollution. When talking about 

quality of life, we can ^o and see (he way of living of people from dijfycnt 

income come groups. It will reflect Ihe issues of income discrepancy in ihe 

society. I think Libera! Studies is not teaching hy code hook. (Tcachcr B, • 

School E) 

« 

E 

In conclusion, the above elements are all related lo increasing students' 
> 
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awareness lo the world. Students should fully utilize Liberal Studies as a 

platform to stretch their thinking and widen their hori/on lo explore the world in 

a holistic and sufficient way. In teachers' ideals, NSS-LS curriculum allows Ihcir 

students to explore their own world and have wider knowledge on the society 

and the world as a whole: 

Actually, Liberal Studies is a subject that provides learning opportimitics 

for students to develop their thinking skills. Il would not be hoinuled and 

can touch upon many dimensions. ( Tcachcr I)，School n) 

5.1.4 Development of Liberal Studies contents from student interests 

Besides knowledge and skills developed through leaching and learning of 

NSS-LS curriculum, teachers also notice the importance of sliident interests in 

their learning process. In teacher's perspectives, ideal Liberal Studies leaching 

and learning should all begin with student interests and preferences. The opinions 

from students in the contents and issues of learning should be well-taken. 

Students should have their voiccs in deciding what they would like lo learn. The • 

school-based curriculum is tailor-made for student needs and interests. Students 

may learn in their own pace and interests which fits them most: 

First of all, I think Liberal Studies shoithi begin with student interests. The 

approach should somewhcU like general education in the Chinese University 

of Hong Kong or liberal arts education hi Lingncin University. That is, 

I 

sfudents can learn somethin^^ beyond their specializations and only by 

interests. The depth and breadth of learning can he decided by students. In 
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this case, our society will have a ^roup of people thai have broad skills and 

knowledge, no, someone who is narrow-mindeti. (Tcadier B, School B) 

Some teachcrs also believe in teaching and learning of NSS-LS curriculum, 

discussion of key questions lor enquiry in each theme can suit the purpose of 

teaching NSS-LS for student interests. Teachers can base on student background 

knowledge and interests lo design suitable Ihcnie and issues tor student to 

enquire. The design of teaching can be set out of the scopc in the explanatory 

notes in NSS-LS curriculum guide. In this case, (caching and learning of NSS-LS 

is flexible and can be designed according to sludcnl interests: 

Ideally, if will he the best to have less explanatory notes, which means only 

give me several key questions for enquiry, ami let me think about what 

issues are interesting lo my students. More JJexihilify should be given to me 

in teaching my students and let me decide on what to teach. (Teacher B, 

、 School C) 

In summary, when Icachers make sense of the curriculum guide and search 

for its ideals, teachers are very familiar with ihc curriculum objectives and 

expectcd learning outcomes stated in curriculum guide. In their perspectives, 

teachers may interpret the ideas of teaching Liberal Studies even more 

progressive and liberate than the original curriculum documents. Teachers think 

the potential of NSS-LS curriculum is lo develop an all-rounded and critical 

person, which is essential for building knowledge society in century. The 

picture o f a promising new world is imagined by Icachers. The next important 

step for teachcr interpretation of NSS-LS curriculum is lo bridge teacher abstract 

84 

* 



、 

aspirations in their mind into the real world through learning from different 

• organizations and make sense of NSS-LS curriculum in a ciown-lo-carlh manner. 

5.2 Learning from realities: Tcachcr learning from inside~Teacher 

reflections on thefris^ves ^ 

S 

Apart from making sen^ of the curriculum ideas through reading and 
ft 

interpreting curriculum documents with Icachcrs' abstract imaginations, Icachcrs 

begin to familiarize with and align N ^ - L S curriculum ideas with their own 

learning and Icaching cxpcrienccs. rhrm!§h teacher own learning experiences in 

the field, teacher interpretation ofNSSSLS curriculum become more realistic and 

some other factors and constraints arc taken into considerations in ihc process. 

Teacher learning experiences include learning from individual backgrounds, 

learning from Education Bureau and learning Irom I long Kong Examination and 

Assessment Authority (HKEAA). These learning cxpcrienccs help teachers to put 

abstract cuniculum ideas into realities and practical considerations. Teachers 

re frame their perceptions and interpretations toward NSS-LS curriculum. 

During the learning process, mental challenges and critical reflections are 

brought up lo Icachcrs about how lo actualize NSS-LS curriculum in a realistic, 

effective and cfficicnt way. Many dcficicncics and dilTicullics in actual 

implementation ofNSS-LS have also come across in teacher minds. In this s tage,， 

tcachcr individual cognition is used to construct understandings towards the new 

policy with Ihcir prior knowledge, belief and experiences (Spillanc, et al.’ 2002). 

Through individual experiences and cognitive generalization, self schema is 
» 

formed to organize and process the self-related informalion(Markus, 1977) in 
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order to make sense of NSS-LS curriculum in an understandable way for 

individual teachers. 

In our study, all interviewees express similar beliefs and experiences in -

interpreting NSS-LS curriculum in a realistic way. In teacher individual 

cognition, the challenges in implementing NSS-LS curriculum include teachcr 

are lack of confidences in their ibundalional knowledge to teach this new subject, 

their acquaintances on curriculum and assessment framework to guide student 

learning and putting all their learning from varies sources into practices etc. In 

this section, some substantial considerations of teaching NSS-LS by teachers are 

reported to see how teacher learning cnrichcs the interpretation of NSS-LS 

* curriculum. 

5.2.1 Tcachcr foundational knowledge on subjcct matter 

» 、 

To begin with teacher learning NSS-LS curriculum, teachcrs usually related 
. 、 

their new • learning in , Liberal Studies to prior knowledge, practices and 
、 -

experiences in Iheir own studies in order to build up confidence in mastering 

Liberal Studies and make sense of the new stimuli in their own comprehensible 

cognitive framework (Greeno, Collins, & Rcsnick, 1996; Mandlcr, 1984; 

Spillanc, et al., 2002). As content knowledge is one of ihc significant Ibundations 
I 

lo construct ihe whole school-bascd NSS-I^S curriculum, teachers conccrn about 

how to design appropriate content knowledge for students. In order lo design the 

school-based curriculum, teachers need lo learn a lot about Liberal Studies 

. . 、 
- 、• 

；related content knowledge, especially for icachers who are not protessionally . 

trained in social science disciplines because most of the content knowledge in 

I- ‘ 
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NSS-LS is borrowed from social sciences. The knowledge gap between teacher 

prior knowledge and content knowledge in NSS-LS causes anxieties for teachers 

• in interpreting the curriculum. Furthermore, as teachers lack of foundational 

conlenl knowledge in NSS-LS, they can hardly select appropriate content 
r. 

- knowledge for students. Teachers find it difficult to interpret the curriculum in a 
J 

•、 • sensible and , confidenl、way. And the confidences in interpreting NSS-LS 
» ' 、 

curriculum are often module-based because leachcrs have their specialties in 

different area of studies. Therefore, teacher confidence in interpreting NSS-LS 
-

• curriculum is not' stable for the whole curxiculum and has weakened the 

‘ foundation in formulating a holistic school-based NSS-LS curriculum: 

I 
• * • . X ‘ ‘ 

‘ “ - . , • 、 . 

,My major of study is history. Therefore, when It each Hong Kong Today and 

‘ • ‘ • “ , ‘ ‘ 

• Modern .China this year, I can master it easily. But I am so frightened to 

• - • , 

teach science and technology next year, I appall this area mpst. (Teacher B, . 

School D) ‘ ‘ 

* ‘ ‘ * 

I • 

-• That is better to teach something familiar with. I studied sciences, I think it 

is difficult to teach rule of law and socio-political participation. (Teacher F, 

School C) 

J have some difficulties in teaching Hong Kong Today because many , 

、 complicated concepts are included in this theme. I have to learn the 
， * 

* * concepts and make it clear before I can deliver the complicated concepts to 

my students. (Teacher A , School E) 

. 1 -

t ^ . 
• » 

X.- ‘ 
• « * 

’ Although foundation knowledge of NSS-LS curriculum is greatly depended 

m • 
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on the prior learning experiences of teachers, teachers can also acquire the 

needed knowledge by self-directed learning. Teachers mention the,importance of 

nurturing habits in extensive reading in different subjects in order to equip the 

> . 

necessary content knowledge to teach NSS-LS cuniculum. In this sense, teachers 
I 

.can complement their weaknesses in foundation knowledge by self-directed 

learning and make sense of the curriculum in a more confident way: 

• •-

、I think it is difficult for a Chinese History teacher likes me to become a 

‘ Liberal Studies teacher that have to familiar with all six modules. Maybe 
‘ t • . ‘ 

benefit from my extensive undergraduate training or my interests in redding, 

it will he easier for me to become a Liberal Studies teacher. Bui if I only 

• look at my training in major of studies, it will be difficult for me to teach in 

Liberal Studies and further connect all modules. During lesson planning in 

this year, I really notice my incompetent. (Teacher A, School D) 

• . 

‘ Therefore, as NSS-LS is a new subject and teachers "seldom have systeAiatic 
. 一 -• -

. . a n d holistic training in content knowledge, the readiness of leachers in making 
* 0 

\ 

sense of NSS-LS content knowledge varies. Teachers have diverse ^ 
« -

‘ understandings on essential content knowledge in NSS-LS that based on 

- difference in their knowledge background. Instead of one single interpretation on 

content knowledge of NSS-LS like othgr traditional subjects, content knowledge 
“• . » ； ’ . 

‘ in NSS-,LS curriculum is therefore not fixed and stays fluid as different teachers 

< ； have their own knowledge and judgment in the substances of this curriculum. 

• '' / 一 ' 
‘ ‘ ‘ . f 

0 
‘； 、 

‘ ^ » 
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5.2.2 Tcachcr foundational knowledge on teaching strategics — 

O n pedagogical knowledge: Issue-enquiry approach 

j 
j 

Besides foundation knowledge on subject matter, teachers also concern their , 

teaching strategic? in designing school-based NSS-LS curriculum and instruction. | 

« ‘ ‘ 

,»» • 

As teachers need to design their school-based teaching materials, choosing 

appropriate leaching strategies become one of their concerns. When interpreting 

‘ curriculum and designing teaching materials, teachers need to work out their 
” t 

teaching plans under the concept of "issue-enquiry approach" that stated in the 

curriculum guideline. However, when teachers further explore and learn this 

teaching approach, teachers often find that it is unrealistic to teach with students 

in Secondary 4. As effective adoption of issue-enquiry approach would require 

lots of foundational knowledge and thinking skills equipped by students, teachers 

believe tHat the cognitive level of secondary 4 students is not mature enough for 
• � “ ‘ 

teachers to teach with issue-enquiry approach. Also, teachers think that they are. 

not familiar with the use of issue-enquiry approach. Tcachers are still exploring 

ihj^nature and process of issue encjuiry approach and how it can lead to teaching 

and learning NSS-LS effectively)When considering both the teacher readiness ‘ 

、 ‘ 
^ d student readiness, doubts are raised by teachers when adopting issue-enquiry 

approach to teach NSS-LS curriculum: 

. 、 / 

、 ’ / 
/ think it is not practical to use "issu纪-enquiry approachIf teachers 

. :• 一 ， 一 ) ‘‘ 

gradually pave the way for students tdTeam how to enquire, it will be more 
i 、 、 广 、 

• reasonable for students to achieve issue-enquiry in secondary 6. But it is not 

• I ‘ 

reasonable for secondary 4 students to use issue-enquiry approach to learn, 

4 

it is hard to start with. (Teacher B, School B) ‘ 
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Some teachers even think that several key elements or attitudes related to 

issue-enquiry approach, such as opcn-mindedness, tolerance or enquiry from 
I 

dilTerent stakeholders' point of views, cannot be acquired by every student. Some 

students cannot achieve these learning outcomes of using issue-enquiry by 

default, no matter what teaching strategics teachers applied. In this case, teachers 

1 * 

reconsider what are the other suitable teaching strategies besides issue-enquiry 

approach, in respond to student learning needs and diversities that can bring the 

most cffcclivc leaching outcomes: 

.“‘ 

, I studied psychology and respect individual difference very much. I often 

think that some people cannot achieve issue-enquiry approach cognilively, 

even he or she wants to. Some people may he at the a^e of thirteen or 

i * 

fourteen, or even older, they are still very stuhhom. He or she cannot become 

open-minded, consider the factors behind an issue holistically or sharing 

different perspectives with others. (Teacher B，School 

When reconsidering teaching strategies adopt in Liberal Studies, teachers 
少.‘ ‘ 

、 unavoidably compare issue-enquiry approach lo their original icaching strategies, 

. such as dirccl teaching, scaffolding，cooperative learning and problem-based 

• learning etc. T1 飞ese reference points allow icachers not only follow the flow of 

issue-enquiry approach written on the cumculum guideline, but to reformulate 
V 

， issue-enquiry approach to suit their needs. The reinterpretation of leaching 
. f> 

strategies has widened the griginal approach and created some new opportunities 
J 

in .developing NSS-LS teaching strategies that can response to student needs. 

However, as teacher may also^notice, the reformulated. approaches are deviated 
« • 
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from original ideal of issue-enquiry approach in some way. 

5.2.3 Teachcr foundational knowledge on teaching strategies — 、 

O n pedagogical content knowledge 

Besides thinking pedagogical approach alone, teachers also consider their 

> teaching strategies along with Liberal Studies content knowledge and their own 

teaching context. Teachers revisit their teaching approaches by applying their 

pedagogical content knowledge in their own teaching context (Grossman, 1990; 

Shulman, 1986). By applying pedagogical content knowledge, leachcrs may 

aware of the specific diHicuUies in teaching different issues, common 

misconceptions of students and how to make use of relevant examples and 

explanations to illustrate ihc issues in an understandable way tor students. 

Based on teacher own cxpcricnces in teaching other subjects, they often 

apply their teaching strategics in similar way. Some teachers put emphasis on 

logical thinking and direct teaching. Some teachers reflect on Ihe similarities and 

了 differences between definite answers in other subjects and controversial answei»s 

in Liberal Studies. Diversities in interpretation about appropriate teaching 

strategies are gradually occurred: 

To be honest, I study and teach sciences subjects. So I and my students ‘ 

mindset are much more logical. If there is an A, there would be B. I teach 
‘ 、 

students to remember several points to answer the questions, then to explain. 

If students can remember the points, they should he able to explain. That is 

my ideas in teaching Liberal Studies. Students can remember the points,, 
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. . 、 » • 

* • . 

answer the questions and gel good grade that is the most practical and 

effective. (Tcachcr E, School E) . 

For example, I am responsible to design a unit related lo Chinese custom. : 

Although I learnt Chinese History, I am not familiar wUh those twenty-four . . . 

• . . ； 

solar terms and its meaning. In this case, I lose my confidence and have (o • 
• . 、 ‘ • 

、 
use traditional approach to prepare for this curriculum like what I used in ‘ 

• . . . 
• 、 

( • . • ‘ 
other subjects. (Teacher A, School D) ‘ 

• _ , . . ‘ . . . . , 
• . ‘ ‘ 

- . 、 ， ‘ 

Some teachers think that using issue-enquiry approach is not practical and 

efficient in teaching secondary students. Under tight teaching schedule, teachers “ 

do not have enough process time for students lo enquire. Teachers would rgilher ’ 

use direct leaching approach and tell the content knowledge straightforward t o ' ‘ 

students. They think direct teaching would be much more effective and suit the 
• .•. .. . . • 

needs and learning habits of students. Some tcachcrs have quite a strong 
, ... '. • 

• ' . . 厂 ； 
paradigm in how to conduct an effective lesson with approaches other than. 

/ 
• • • . 

• - - • , 

issue-enquiry approach: •‘ . ‘、 ’ 
“ 、 . . . 

‘ I think il is meanin^kss for students to explore the concepts. To give _ 
» • 

. . . • 

students 15 minutes to think about a concept is meaningless. I can tell (kern . ‘ . ‘‘ ，、 

in 1 or 2 minutes and students will remember. It is quick and simple I 

think the concept of ''issue-enquiry approach “ is just creating new rhetoric. 

I would not bother ii. (Teacher A, School B) 

, Teachers recalled their prior pedagogical knowledge in other subjects and 

try to fit in to student learning Liberal Studies, especially when encountering 
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.• . v • • •• V ‘ • 
. • • • • • 

/ . - • , ’ • • 

. “ • ^student learning- diftlcullies in this new subject. Teacher would like lo scllle 

. • ； . . • : — — . . . 

"“ student learning problems with their old experiences. Moreover, not only the new 

•Ifoundational knowledge and pedagogical approach would alTccl Icacher 
」 . . . . ， ： ， . “ 

• pedagogical content knowledge, student learning behaviors and difficulties (accd * 
• ^ . . . • , . - 、 . . ， 

• . . • . in Liberal Studies also conlribulc some new understandings to teachers in the 

、. • . ' V • . . 

•. . - .. sense-makihg process and how lo handle this new subject. To cope with all the 
' . . • ‘ « 、 

* * . • • 

•• - : new ideas ‘ and ‘ difficulties cncount-ered in planning and teaching NSS-LS 
"• • • . \ • •、* ” 、 ， I • . • 

• » . 書 . • • 

. '••"； curriculum, teachers begin to participate in different professional development 
. 、 . . . . . . • •• . • ‘ • 、 

: programmes in/prder t d ^ e t familiar with NSS-LS curriculum and its new 
• • • ’ 、 ••” • • .. . • ‘ 

•, ： . . — 、、 ‘ 丫 . ；：'• • 
“ leaching and learning approach. Iti ‘ Ihc next section, tt?acher learning IVoin 
. . . • >. 、 - 1 “ • , . / • • - • ： � . •‘ , 
• — « * . 

：‘ Kducation BUreaii, Universities and Hong Kong. Hxamination and Assessment 
； t * . . • -

. • - • , -

" : 、 .Aulhorily will be discusscd lo explore how teachcrs make sense of these learning 
• • • •‘ . . . « -«• 

' • 、 . • - " . . ' 

. .-opponurvities and its. e(Tccls-oh further clarilicalioh of NSS-LS curriculum. 

* . . • . • . • • ‘ 

• ’ • • .•負 ， . ‘‘ • 為 

V . , f ‘ ‘ r • * 

.... • •».. . ‘ \ • • . 
5.3 Learning from realities: Teachcr learning from outside-— Tcachcr 

' ' * I • , 

.....• •• . . , . • , ‘ • ； 

learning from Education Bureau 
" . • • 、 • • . .• » • • • •• •• • . « • 、 

.• • » / , , 

. [ . . . . . . . • . . -
. . • . . . . • - . » ' , 

' . • i • - — “ • .•. -

• • . . • V • . 

… • ’ One of the learning sites that teachers Orsl gel in touch with is the training 

‘i . • 

.‘‘• programmes offered'by Education Bureau. Before the actual implementation of 
• » » . • • • • 
. • »• • ^ » ‘ -

, ： • NSS-hS curriculum. Education Bureau pledged to the public that Liberal Studies 

... . < • •‘ . 

teachers will be we 11-equipped with no less than 100 hours of training 
• ' . • . ' . . . . • . - • • • • . . . 

. '1 • . • - • ： ‘ • - • 

(Legislative Council, 2005). Until June, 2009，Education Bureau has provided 

f • ‘ 

, . .、 . '， su f l k i e n l training opportunities for teachers. and around 8,200 icachers 

. . . • • . • • 
、participated in the,training programmes (Legislative Council, 2009). The training 

. . * ‘ ‘‘ * ‘ 

* . . 

programmes aim to case teachers and public concerns on the readiness of 
. r • 

, implementation of Liberal Studies curriculum. Teachers can be well-equipped 

. • • : ‘ ，. 

• • . • . 
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before actual teaching of NSS-LS. Based on various dimensions of teacher needs. 

Education Bureau has offered six professional development programmes lor 

Icachcrs to study in, i.e. 1) understanding & interpreting the curriculum; 2) 

assessing student learning; 3) independent enquiry studies; 4) learning and 

teaching strategies; 5) enriching knowledge and 6) curriculum planning: 

% 

management & leadership. The courscs covcrcd a wide range of teachcr needs 

from instructional level, such as curriculum interpretation, instructional strategies, 

I 
assessment, to organizational level like curriculum leadership. 

As NSS-LS curriculum document is co-authored by curriculum development 

institute in Kducalion Bureau and HKEAA, teachers expect Education Bureau 

. would have a clear picture and concrete understanding on the curriculum content. 

Teachers attend the training workshops offered by Education Bureau naturally. In 

teacher's point of view, Education Bureau should be the authority to provide ‘ 

clear objectives and ideas on NSS-LS curriculum conlcnt. Teachers have to make 

sense of NSS-LS curriculum with the guidance from Rducation Bureau and 

HKEAA. The social sen於making process occurs within an institutional 

environment and social context (Coburn, 2001). This brings in the situated 

cognition perspectives on teachers，sense-making of NSS-LS curriculum 

(Spil lane, et al.，2002). 

In the six programmes offered, except 'assessing students learning' is 

co-organized with HKEAA, the remaining five are organized and delivered by 
® r 

Education Bureau or its invited speakers. Teachers usually lake attending 

‘understanding & interpreting the curriculum' as their first step in learning in 

. . ‘ order to know more about the fundamental ideas and content of NSS-LS 
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curriculum from the pcrspcctivcs of Bducation Bureau. However, in teachers' 

perspectives, this programme or in a boarder sense the five programmes offered 

by Education Bureau cannot meet teacher needs or provide clear guidelines for 

them to understand and interpret the curriculum. The shortcomings of these 

courses offered by Hducalion Bureau are as follows. 

5.3.1 Unclear interpretation to the curriculum 

As the content knowledge in NSS-LS curriculum guide is based on 

interpretation of enquiry questions, this approach of understanding is new and a 

bit vague to teachers. Teachers expect some concrctc guidance or examples can 

be provided in the professional development programmes, especially the one 

.named 'understanding and interpreting the curriculum'. However, teachers were 

often disappointed and found the interpretation of curriculum from Education 

Bureau ambiguous or even useless: 

During (he interpretation, officers from Education Bureau only introduced 

the NSS-LS curriculum to us by reading out the curriculum guideline. / can 

actually read it by myself. He .only follows the guideline and says what :v in it. 

It's totally useless. (Teachcr B, School A) 

During the course, teachers did not learn much from Education Bureau 

because Education Bureau gives the responsibility of interpretation back to 

teachers and suggests teachers to interpret by themselves in the name of 

school-based decisions. Teachers do not feel that they can get a clear explanation 

or interpretation from authorities in the whole learning process. They think that 
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Education Bureau should be more proactive in leading teachers lo interpret the 

curriculum: 

During interpretation, officers only leaded us ^o through the curriculum 

guideline. She told us which pages and which sentences are important. And 

then, the course had some group activities. Each group was assigned a 

theme and asked you lo write a teaching plan. The method of interpretation 

in the course was actually done by teachers ourselves / think (he role of . 

, Education Bureau should he stronger. (Teacher B, School (') 

5.3.2 Impractical for teacher needs 

Besides the impression of unclear interpretation from Kducation Bureau 

officials during the courscs, the courses also cannot provide some practical 

materials for teacher daily pracliccs. As NSS-LS is a new curriculum, most 

teachcrs do not have prior experiences or practices in leaching Liberal Studies. 

They hope ihc courses offered by Education Bureau can bring them some 

practical ideas or materials for them to teach with instantly. This may solve their 

practical concern片 and allow them to teach in their classroom with certain backup. 

However, when teachcrs attend different courses, they often find Ihc contcnl in 

the courses are not practical for them no matter it is about introducing the contcnl 

knowledge or is about instructional practices. Teachers think thai the courscs arc 

irrelevant to their real-life leaching practices: 

The course that Education Bureau covered is very rigid. We cannot practice 

in our lessons. (Tcachcr 八,School A) 

96 



As teachers arc lack of foundational subject matter knowledge in teaching 

NSS-LS curriculum, teachers would very much appreciate learning content 

knowledge through the courscs in order to know ‘what lo Icach' in this subject. 

Most of the courses more or less cover part of the conlcnl knowledge related lo 

Liberal Studies, cspccially the one named ‘enriching knowledge'. However, 

teachers often find the level of these courscs is too high. The introduced content 

knowledge is too theoretical and without incorporating the content knowledge to 

the issues and real teaching context. Some courses are conductcd by invited 

speakers from universities, which are often loo thcorclical and decontextuali/.cd 

from secondary school life: 

I think many programmes are far away from the realities. Most of the 

courses are too academic, and the level of training courses is too high. J 

think the content of the courses are in tertiary level and is not realistic. We 

are only teaching secondary students. (Tcachcr C, School C) 

I attend the course about 'enriching knowledge ‘ only for my personal 

interest. The courses are for me and my colleagues to know more about the 

topics. The courses content cannot apply in our lessons. (Tcachcr A, School 

D) 

/ 

In addition to the impractical ‘what lo leach', the introduction of ‘how to 

teach’ Liberal Studies in the courscs arc also sometimes impractical for teachers. 

In the courses related to ‘learning and teaching strategies', not only officials from 

Education Bureau introduced some teaching strategics in Liberal Studies, some 
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frontline tcachers were also invited lo share their cxpcrienccs. However, teachers 

may also find these sharing impractical for them. For Ihc sharing offered by 

officials IVom Education Bureau, teachers often think those ideas are only 

armchair strategies drawn from standard reference book and not practical enough. 

Teachers have already learnt those abstract pedagogical theories in their 

professional training in other subjects and thus found the learning repetitive. For 

the sharing by frontline teachers, participants realize those facilitators mainly 

come from schools admitted high ability students, so the strategies are not 

applicable for them. Therefore, the abstraction and particularity in the sharing of 

teaching strategies make the courses about learning to leach Liberal Studies 

impractical to teachcrs: 

I think the main focus of the courses is to provide some supplementary 

materials and su路estiom on our teaching strategies. However, what I 

in the courses are just some general knowledge about mixed ability 
. « 

t 

grouping, cooperative learning or some suggested issues for us to leach 

with. 1 don '/ think the courses are useful. (Tcacher E, School E) 

The courses about teaching methods provided by Education Bureau are only 

armchair strategies. The methods are not suitable for all schools. Even if 

the courses are conducted by experienced frontline teachers or seconded 

teachers, those teachers usually teach students with very high ability. For us, 

we are much more practical. It is difficult for us or we have no idea about ‘ 

I 

how to use their materials. (Teacher B, School R) 

In conclusion, teachers think the courses ofTered by Education Bureau are 
» 
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too idealistic and impractical. The lime and materialistic constraints they actually 

face in secondary school sellings do not allow them to practice those ideals: 

What they talked about is loo ideal The teaching materials can only be 

carried out if we have ample time. However, in actual classroom practices, 

we have to put in a lot of resources to do that. (Teacher A, School F) 

5.3.3 Insufficient teaching resources for teacher needs 

The courses from Hducation Bureau arc not only unclear and impractical to 

tcachcrs, but also insufficient for tcachcr needs in implementing a 3-year 

curriculum. JMost of the teachers basically start from nothing. They are in great 

need of leaching materials or even packages for them to carry out the lessons. 

However, as the courses are time limited and only cover some general ideas on 

teaching Liberal Studies, teachers do not think the content is sufilcienl enough 

for their classroom leaching: , 

Because- when teaching any subjects, teachers have to teach with some 

teaching materials. We cannot expect Education Bureau will give teachers 

the materials lo teach for three years. I think it is just not going to happen. 

(Teacher B, School H) 

Adequate and sufficient teaching materials arc most needed from teachers' 

perspectives. I f teachers are provided with enough leaching materials or 

packages, their existential needs in everyday practices can be responded 

immediately and that is what teacher desire most. Teachers hope Education 
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Bureau can produce centralized teaching packages, or even a few sets of leaching 

packages that can cater for learner diversities in order lo address their diflicultics. 

With these measures, Icachcrs' concerns about insufficient icaching materials and 

unreadiness of teaching NSS-LS curriculum can be accommodated: 

Educational Bureau should find someone or find some resources to develop 

teaching matVrials to motivate student interests in learning Liberal Studies, j 

(Teacher B, School B) 

Education Bureau should hire a team to produce NSS-LS teaching packages, 

、 

just like what we did. They should produce three tiers of packages for 

students with hi^h, medium and low ability. They sure can produce that and 

let teachers to use it universally. And the materials should also he updated 

just like what we did. They can hire a team to produce teaching packages 

for all Liberal Studies teachers in Hong Kon^. It can achieve economies- of 

scale. Why don 't they do this hut jus 1 sending people to train us? (Teacher D, . 

School C) 

Teachers also mention that they will adopt the centralized teaching materials 
% 

with adjustments in order to meet specific student needs within their school 

contcxt. Tcachcrs claim thai Hducation Bureau does not need to worry about the 

‘ d rawbacks from the universality of centralized teaching packages. 'I cachers will 

still produce school-based teaching materials but with the universal teaching 

packages from Education Bureau as their basis for adjustment. The suggested 

、 

measures will ease a lot o f teacher pressure in implementing NSS-LS curriculum. 

However, this basis is not provided by Education Bureau for the time being: 
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I think Education Bureau is really irresponsible. Why did the Bureau ask us 

to produce the notes by ourselves? What is the advantage of doing that? 

Why does Education Bureau think that it is no good to prepare teaching 

materials for us? Education Bureau can produce and share the packages 

with teachers. Then I will adjust it. Don't they think I will adjust it? Of 

course I will. (Teacher E, School C) 

/ 

As a conclusion on teacher learning in the courses offered by Education 

Bureau, teachers often think the courses arc unclear, impractical ant! insufficient , 

for them. The courses cannot suit their needs in preparing Liberal Studies 

f 

teaching and learning. Moreover, the courses oflered by Education Bureau are 

without a clear structure and organization. The number of courses is actually • 

、 

abundant for teachers and teachers have to lake limes to absorb diverse 

information and organize the information in their own way. Hence, Icachers often 

find difficulties in learning effectively through a set of unstructured courses and 
* -

materials: ‘ ’-

» » ‘ 

Actually, I think the course content from Education Bureau is a bit weak. 

‘ The courses are condense and abundant. However, if you are not familiar 

with the curriculum or do not have foun气ational knowledge, you have to 

‘ .、. Z 
- take some time to absorb it. (Teacher B,^chool F) 

‘ � • . 

A . 

One panel head also reveals the ineffectiveness of the courses by observing 

* 、 

the learning outcome of teani members. The panQl head cannot find improvement • 

in her team members after they have attended the.courses offered by Education 

, » • > 
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Bureau. The usefulness of acquiring essential capacities for leaching Liberal 

Studies through learning from 'the courses offered by Education Bureau is in 

doubt: 

. - ‘ 

Its useless / don '(think my colleagues benefits from the courses. They 

don 't show any difference. (Teacher A, School E) 

5.4 Learn ing from realities: Tcacher learning from o u t s i d e T c a c h c r 

learning from universities 

/ 

Another influential learning site for Liberal Studies teachers is learning in 

universities. After the announcement of implementation of Liberal Studies in 

New Senior Secondary Education, many universities offer lectures, seminars, 

short courses or degree-awarding courses in postgraduate diploma or master level. 

The courses equip teachers to teach in NSS-LS curriculum and cover various 

components, just like the courses Education Bureau offered. However, when 

teachers Icam in universities, several prbblems arise in their learning and similar 

( 

learning experiences with Education Bureau are drawai. 

« 

» 

I- . 
» • w 

5.4.1 Inconsistency and unclear programmes offered by universities 
« 

、 ， . 

I f teachers perceive Education Bureau officers' curriculum interpretation is 
• ‘ 

‘ quite unclear, the interpretation from lecturers in universities is even vaguer and 

/ 

far away from teachers' expectation. From the previous section, it is clear that the ^ 

.teachers participating in professional development programs expect to seek for 
* • » 

' « 

certain and straightforward interpretation of effective curriculum implementation. 
• . 
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•However’ some lecturers in the universities interpret the curriculum in a vei^ 

different way when compare with officials from Hducation Bureau. Teachers arc 
e 

contused with the difference in interpretations and think that will walk away 

from the ‘ultimate，or official interpretation of Ihe curriculum: 

» 

One of the problems in learning in universities is that the stances of . 

• lecturers in interpreting NSS-LS curriculum may not be the same with 

officials from Education Bureau. I think that is pretty obvious I don'/ 

know if it is good or had. I hun\> a little bit more, but il s a little hit far away 
I I 

from the goal. (Teacher C，School B) * , 

( ‘ 

Moreover, different interpretations not only happen between universities 

and Education Bureau, they also occur among different lecturers. This situation 

makes interpretation of curriculum more complicated than learning from a single ‘ 

institution as imagined. Teachers often get multiple interpretations on meanings 

‘ of NSS-LS curriculum from single institution due to discrepancies in 

interpretation of NSS-LS curriculum between lecturers. It makes teacher 

sense-making process on NSS-LS curriculum even more complicated: 

• > 

The curriculum of Liberal Studies programme in universities is even more 

r chaotic than that in Education Bureau Because I think the faculty 

members are really confused about the curriculum, the situation is even 

worse than that in Education Bureau. This is what I saw. Lecturers disagree , 

‘ . 、 ' ’ ： 

or contradict with each other and it happened in the lectures. (Teacher B, 

、 School C) , . 
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•5.4.2 Impractical to teacher needs 

1 
t 

； . Same as the courses offered by Education Bureau, the courses conducted by 

lecturers from universities are impractical lo the teachers loo. Teachers often 

have the impressions that lecturers from universities are living in an ivory lower. 

Lecturers are not familiar with the existing teaching environment and the real life 

• teaching experiences of teachers. Lecturers cannot design some relevant course 

content that are useful for tcacher daily practices. Therefore, the courses in 

universities are not attractive to teachers. Teachers do not sec the courses in 

universities are essential and relevant lo their development of Liberal Studies 

' teaching and learning: 

Teachers often know what the lecturer was saying hut also know what he 

said is not practical. For nw’ I think it is not useful. (Tcachcr B, School A) 

The courses organized by universities are mostly in form of lectures. The 

courses are not popular among colleagues. It is because courses offered by 
*‘ • . 、 . . . 

universities are more or less the same as 'enriching knowledge ‘ offered by 

A 

、 Education Bureau. To be realistic, I want something practical and can he 

趣 used in the classroom practices. This is what I want to learn in the next one 

. or two years. (Teacher A, School D) • 

於 » 

5.4.3 Insufficient teaching resources for teacher needs 

貪 ， . 、 ， -

• L 

Besides the dimension of impracticality of the course content, the course 
• 4. 

content-is also insufficient fof teacher needs. One teacher who graduated from a 
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master programme offered by a university and participated in many other training 

programmes offered by Education Bureau and HKEAA has the following 

comments on university programmes when comparing wiila those offered by 

Education Bureau and HKEAA: 

If there are courses offered by Examination Authority, of course we will go 

there. Then, I'll go to courses offered by Education Bureau. The last will be 

masfer programmes offered by universities / taught in government and 

political affairs. I saw the lecture notes from universities may even easier 、 

than what 1 gave to my form seven. Therefore, / don 't think I have to sit in 

i 

there I met a classmate who is a seconded teacher in Education Bureau. 一 

//e tenninated his studies and did not want that certification anymore 

because he thought that is a waste of time and the courses haven ’l taught 

him anything. (Teacher B, School C) 

In this case, teacher experienced another insufficiency of coursc content 

‘ offered by universities other than those mentioned in the case of Education 

Bureau. For the courscs offered by Education Bureau, the insufficiency often 

arises out of the quantity of the courses content because teacher expected 

Education Bureau should prepare enough leaching materials before actual 

implementation of NSS-LS curriculum. The courses should offer lots of teaching 

packages to be shared. But for the courses offered by universities, teachers ‘ 

perceive universities like a knowledge pool. They have greater expectations on 

the quality and depth of course content. However, sometimes the courses offered 、 

by universities have failed the expectation from teachers. The insufficiency of 

courses offered by universities programmes come from the depth of content in 
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the courses. 

As a conclusion, Education Bureau and universities share several similar 

problems on unclear interpretation of the curriculum, impractical and insufficient 

course content in teachers' perspectives. Therefore, it turns out that teachcrs have 

, t o seek other learning opportunities offered by HKEAA to see whether dearer 

， interpretations can be obtained from Examination Authority. 

5.5 Learning from realities: Tcachcr learning from ou t s i d eTeache r 

learning from Examination Authority 

The courses offered by HKEAA are the third site that teachcr learning lakes 

place. HKEAA has solely organized some seminars on student assessment in 

、 , 
public examination and independent enquiry studies. has also 

if 

co-organized the courses with Education Bureau in the courses 'assessing student 

learning'. In teacher experiences, the courses offered by HKEAA arc dear and 

practical to them. The courses can show them how to implement ihc curriculum 

- effectively by using examination as one of their means. Teachcrs can handle their 

teaching of NSS-LS in a more certain way alter participating in the courses 

offered by HKEAA. • 
/ 

i , 

» 

、5.5:1 Clear and practical information 

' The courses offered by HKEAA provide a lot of examples for teachers to be 

、 familiar with the future public examination practices. HKEAA provides some 

^ real cases on student performances in existing Liberal Studies examination 
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papers in the advanced supplementary level and examination paper for 

consultation in Hong Kong Diploma of Secondary Education (IIKDSH) to 

demonstrate the student performances al dilTcrcnl levels. Student sample scripts 

are provided for teacher trail marking. The criteria on marking and setting 

marking rubrics are dear ly defined and introduced lo Icachcrs. Thus, teachers 

may follow through the guidelines and practiccs on what they have 丨eamt in Ihc 

courscs to make sure students can perform well in public examinations 

thereafter: 

The courses offered hy Examination A uthority are not had, very practical 

and give lots of examples for us. For example, it shows lots of 

demonstration on how to mark student assignments. He showed us which 

one ^ives level one and which one gives level five. Although we cannot take 

the sample away, but I have a better ideas on marking and use as reference. 

(Teacher B, School D) 

Teachers may also introduce and adapt the course content and materials 

learnt from HKEAA to their students in classroom practices. With uniform 

assessment concepts and practices learnt from courses offered by HKEAA, 

school-based assessment can be aligned with territory-wide assessment thai will 

be conducted in 2012. Tcachers have a much more solid knowledge and 

• confidence in mastering student assessment. This will case teacher doubts and 

difficulties in their teaching practices: 

« 

• 

The courses offered by Examination Authority are clearer. For example, 

they will tell you what they expect in the data-response questions. What kind 
% 

* 
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of skills, what kind of knowledge and will get how many scores. It seems to 

he skill-based hut actually I will think: Yes! That 's the guidelines for 

students to learn with. (Teacher D, School C) 

5.6 Learning from realities: Bringing outside learning back to teaching 

field~Teacher reflections on students learning NSS-LS curriculum 

Based on the learning from Education Bureau, Universities and HKCAA, 

teachers begin on adopt their learning by reflecting on its usefulness and 

appropriateness to their own teaching environment. In addition to teacher 

learning from outside and reflections on tcachcrs' own strengths and weaknesses 

in teaching Liberal Studies, teachers also reflect on student learning performance 

in this subject. Teachers make sense and adjust their understandings and teaching 

practices in Liberal Studies according to learning feedbacks from students 

(Coburn, 2004). Followings are the main difficulties that teachers come across 

when teaching Liberal Studies and afTcct the understanding of NSS-LS 

curriculum. 

5.6.1 Lack of foundational knowledge 

In everyday classroom teaching of Liberal Studies, teachers first notice that 

one of the major student learning difficulties comes from the fact that students 

lack of foundational knowledge. As Liberal Studies required students to leam a 
k 

wide range of issues and themes in different areas of study, students need lo ‘ 

acquire a wide range of knowledge, such as psychology, economics, political 

「 sciences, and environmental sciences etc., thereby to enquire the issues with 
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diversifying and appropriate perspectives. However, the learners of NSS-LS 

curriculum begin to study NSS-LS from secondary four. In this ease, students arc 

lack of the foundational knowledge in various social sciences or humanities 

disciplines. Tcachcrs have to adjust their expectations on sludcnls learning 

outcomc from NSS-LS curriculum. Tcachcrs believe the original requirements of 

subject matter content knowledge staled in curriculum document are too high. 

Referring to foundational knowledge of students, teachers adjust the depth of 
t 

content knowledge in teaching: 

Student knowledge in subject matter is too weak. They do not know many 

concepts. Sometimes you think something he should know and (he concepts 

are very simple, but they know nothing about it. (Teachcr A, School E) 

• Mayhe the mentality of student is not mature Actually, student 's cognitive 

level is weak. Student 's foundational knowledge is weak also. I think that is 

not desirabh. ( Teachcr H, School A) 

p -

Lack of foundation knowledge not only affects teaching of content 

knowledge alone, il also influences tcachcr teaching through issue-enquiry. -

During the issue-enquiry processes, teachers often find students not equipped 

with sufficient foundational knowledge to support their issue-enquiry. Teachers 

need lo input lots of background knowledge to students before the actual 

issue-enquiry processes. The foundational knowledge constitutes an important 

component for an effective teaching flow. Teachers reflected thai ihe lack of 

foundational knowledge from students has hindered their teaching How and 

planning in NSS-LS teaching: 
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Actually, students are lack of foundcUional knowledge in many aspects. You 

can teach a lot of thinking strategies hut student foundational knowledge 

cannot support those thinking strategies. (Teachcr B, School A) 

I think when students are answering the questions, (hey cannot ^ive examples 

concretely. In the area of Mode rn China, students do not know the situation in 

China. The answers from my students are very vague. (Teachcr C, School D) 

I think students are lack of general knowledge on perennial and current 

- issues. Students do not read newspaper. They have little understanding^ on the 

news. So, they do not know the issues and giving irrelevant example to us. 

(Teacher F, School C) 

As foundational knowledge cannot be separated from other leaching 

objectives, such as thinking skills, enquiry learning and independent learning etc., 

students leam holistically and apply their knowledge and skills together while 

learning. Lack of foundational knowledge has interrelated and negative influence 

to other objectives. This circumstance makes NSS-LS teaching and learning 

more complicalcd, and it is difficult for the teachers to implement it. The 

following points will deepen our discussions on the deficiency of student ‘ 

learning in NSS-LS due to the lack of readiness of students in many interrelated 

dimensions. 
» 

5.6.2 Lack of study skills 

t 
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‘ Another problem teachcrs raced is students arc often lack of study skills that 

is required in issue-enquiry approach of learning NSS-LS curriculum. Students 

t 

are used lo their traditional study habits. They cannot answer the open-ended 
Ik 

questions raised in the controversial issues in a complete and holistic manner. 

Truncated answers arc often received in point form instead of a complete 

paragraph or passage because students are used lo answer the examination 

questions point by point in their learning experiences in other subjects. This 

thinking and organizing habit has greatly obstructed students lo enquire an issue 

in an organic and comprehensive way. Students tend to give superficial answers 

in point form and cannot contribute to a thorough discussion: 

Our students usually deliberate their answer in only one or two sentences. 

Sometimes I heir answers deviate from the expected one. (Teachcr H, School 

C) 

Students are not ready to analyze an issue by themselves. They are lack of 

skills. Some of our students do not have the basic information on an issue, not 

to mention ability to analyze and explore on it. (Teacher A, School F) 

Unsatisfactory answers and limited scopc of thinking are often originated 

from student studying habits. In learning of other subjects, students get used to 

recite the content written in teaching materials or even textbooks. Students often 

learn passively and wait for content knowledge provided by teachers. In this case, 
f • 

remembering and recalling learning strategies are often applied by students 

instead of knowledge construction that stated in curriculum and teachers' ideal: 
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Our student learning style is typically reciting textbooks. They are 

traditional students that feel most comfortable to recite textbooks and expect 

teachers to spoon-feed everything to them. They do not know how lo learn 

flexibly by themselves. This is a big problem. (Tcachcr 八，School A) 

Students recite the summary in the textbooks In I heir learning processes, 

students skip all the issues and issue-related matters. They only focm on 

points that they can remember They will recite the points in the textbooks. 

(Tcachcr C, School B) 

Some students only learn what teachers leach. Students try hard to 

remember what they have learnt in (he lesson. If I changed the questions, 

ask them something new or even cross-modules, student :v performances are 

really weak. Some students tell me it is really difficult for them to answer 

when come across new issues. In student 's junior secondary learning 

experiences, students only have to remember what teachers teach. (Teacher 

C, School D) 

Based on the weak study skills and passive learning habits of students， 

teachers regard the development of students thinking as limited. Students cannot 

t 

acquire higher order thinking skills as teachers expectcd because the foundation 

of study skills and thinking skills of students is weak. Students' passive learning 

habits cannot guide them to synthesize and evaluate the issue independently, not ‘ 

to mention the creativity or critical thinking that is expected in teachers' ideal. 

The basic competence of our student is weak. The thinking ability of our 
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students is not as strong as that in our imagination. Therefore, it will he * 

difJicuU for us to train their higher order thinking, evaluation and 

creativities. (Tcachcr C, School D) 

Students are not mature, or do not have the cognitive ability, to meet the 

requirements set hy curriculum document. NSS-LS curriculum guideline 

expects our students to analyze an issue by themselves and have independent 

thinking. I think it is very difficult for our students to accomplish that goal, 

(Teacher B, School A) 

5.6.3 Lack of adaptabil i ty to issue-enquiry approach 

Besides the lack of foundational knowledge and study skills, it is also hard 

for students to adapt issue-enquiry approach as their learning strategy. As 

issue-bnquiry approach is only emphasized in Liberal Studies learning and 

teaching but not in other traditional subjects, students are not used lo this new 

approach. The esistances often come from that Liberal Studies is the sole subject 

that adopts this teaching and learning approach. Students remain to leam 

‘ traditionally in other subjects. Therefore, in student daily learning experiences, 

Liberal Studies lessons are the few lessons that deviate from Ihcir usual mode of 
> 

learning. Thus, students often apply their learning strategies in other social 

sciences or humanities subjects, such as history, Chinese history or geography, to 

learn Liberal Studies. The learning paradigm of students has not changed yet: 

s 

Among all academic subjects in new senior secondary education, Liberal 

\ Studies is the only subject that has to change its teaching approach from 
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conventional to issue-enquiry approach. The teaching method of all other 

subjects is still direct teaching. Students only have to sit still and listen in 

Other lessons. When Liberal Studies is the only subject that used 

issue-enquiry approach, students cannot adapt this change in learning. 

(Teacher E, School A) ‘ 

Some students like to apply their learning strategies in traditional subjects 

to learn Liberal Studies. They learn Libera! Studies in the way like learning 

history, geography and Chinese history, by、only reciting teaching materials. 

(Teacher B, School D) 

In extension of this observation, students often expect teachers to teach 

Liberal Studies in a more didactical way. Legitimized answers or points to note 

for revision arc expected by students. Students are waiting for "correct" answers 

to be provided by teachers. This observation is coherent to the passive learning 

and study skills applied by students. The lack of proper study skills and 

inadaptability to issue-enquiry approach have constituted double hindrance for 

students to change their learning approach: 

• 

Some students cannot adjust. They rely on teachers very much and said, 

"Teachers please leach me, tell me what to underline in the textbook, tell me . 

what to remember and what should not, “ Some students are still in this 

mode of learning. (Teacher D, School C) ^ 

5.6.4 Fear of the cxtensiveness in curr icu lum content 
， 

• 、 • -
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會 • - * 

Aiorig with the previous discussion on multiple deficiencies in the readiness ° 

‘ and competcnce of student learning in Liberal Studies，students are often worried 、 

about and fear of the extcnsiveness of curriculum content. As Liberal Studies 

curriculum is based on question for: enquiry and the content knowledge is not 

fixed and clearly written, sludenls often do not know what to study and where to 
• •» 

» ' o 

begin with their learning process. They easily get lost in the extcnsiveness of the 。 

curriculum: 

Teachers teach is what students learnt. The curriculum is very extensive for 

students. Students have mentioned the curriculum is too broad for them to 

finish. Students are fear of the extensiveness of NSS-LS curriculum. (Teacher 

^ C, School D) 。 

The fear of the extensiveness in curriculum content has nurtured some 
•L • 

negative emotions and prospects from students towards learning NSS-LS 

curriculum. Some students aggregate the resistant emotions toward learning this ^ “ 

subject that further hinder the effectiveness of learning this subject. However, as 

Liberal Studies is a compulsory subject in new senior secondary curriculum, 
* . 

* »• 

students with resistance emotions have to learn this subject unwillingly under the 
* 

feeling of insecurity in learning. Students cannot choose not to learn Liberal 

« 

Studies like other elective subjects, or choose which module to leam like the 
• t 

Liberal Studies curriculum in advance supplementary level. Therefore, in 

teacher's perspectives, the restriction of choices in learning Liberal Studies has 

violated the original ideas of learning based on student interests. The structure of 
* • » 

\ NSS-LS curriculum has hindered student learning by restricting the choices of 

students, which is the possible escape route for student fear o f the extensiveness 
“ . * 

* ‘ « 
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in curriculum content: 

o 

Students sometimes think they are the first�cohort of students that have to 

learn Liberal Studies. They。do not have confident in learning this 

subject they are like guinea pig. They seem like being forced to study 

. Liberal Studies. (Teacher C, School A) 

Hi 

5.6.5 Lt^ck of motivation 

V 、 

When students are fear of the curriculum and the curriculum cannot match' 

with student learning interests, students are often lack of motivation to learn 

NSS-LS curriculum. In the design of NSS-LS curriculum, student motivation is 

、 
• \ 

. an important component for l^iberal Studies implement射ion to become 

successful. When students are m o t i v e d to Icam and enquire into different issues, 

V , 
they are more likely to achieve independent learning and further realize the 

» * 

"learning to leam" motto in curriculum reform (Curriculum Development 

Council, 2001). , 

， 

However, in actual implementation of NSS-LS curriculum, the assumption of 

students is motivated to leam Liberal Studies can be hardly achieved. As students 

are not familiar with the current issues introduced by teachers, i t ^ e n perennial 

issues, students are not interested in and unready lo leam Liberal Studies through 

-

issue-enquiry approach. When teachers try to teach Liberal Studies with different 
•• • 

. i ssues, they think their students are lack of m p t i v ^ o n to leam this subject and 

； ’ 

engage in learning. Students cannot find the value of studying NSS-LS. Teachers 

perceive that students' lack of motivation has put learning NSS-LS" through . 

、 、 ‘ 、 " 6 ’ . 
、 . ‘ ” _ * - . 



_ , ‘ 
> 

issue-enquiry approach in question: • ‘ 。'， 

Actually I always think that the most important problem is student 
• ^ > 

motivation. The design of NSS-LS cwriculum totally neglects learning 

‘ motivation of the students. 'The curriculum design on teaching is assume 

A 

teachers give a piece of newspaper clipping to students. Then, students can 

self-directed learning. The assumption is weird and too taken for granted. 

(Teacher B, School B) 
% 

Students are not interested in the topics related to political institutions or 

. politics. Because they are only secondary students, they do not care about 

politics. (Teacher B, School F) 

4 

> • * 

、Lack of motivation and interests for students in learning Liberal Studies has 

further worsened the situation aroused by the lack of foundational knowledge as ’)' 

，. • 

discussed earlier. As students are lack of foundalional knowledge, teachers need » 、 

• • ^ V “ 

to- take、lot of time to build up necessary basis for students to leam. This back 
• ' 

, and forth processes have obstructed. the teaching flow and caused students' 

unwillingness lo carry on learning. Students see a lot of blocks in front of them if 

enquire the issues seriously with adequate concepts. The 

unattainable standards of learning with issue-enquiry approach have dcmotivated 

student learning NSS-LS: 

J , 

J邊 
i 

、 The mosi difficult part in NSS-LS teaching and learning is that students are 

、 *lack of interests towards those issues. From the beginning of the academic 

V ‘ yaar until now, we are teaching the module of Hong Kong today. In Bong 
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i 

？ I. 

Kong today, there is a theme about socio-political participation. We taught 

around minimum wage, protest, political reform and democraty etc. 

、 However, students are not familiar with those topics and its context. 
K 

Students are unwilling to discuss. (Teacher A, School D) 

‘ ‘ 

Also, students are not motivated in learning the issues in Liberal Studies 

because the issues discussed in the classroom are irrelevant to them, especially 
4 

those topics in modern China and globalization. Although teachers are supposed 

to choose interesting topics according lo student background，Icachers sometimes 

give up this privilege when they interpret the content knowledge in the 

curriculum. Teachers think that some content knowledge or issues have to be 

introduced to students anyway, whether students are interested in them or not. 

Teachers consider many other factors than solely depending on student interests 

when interpreting the curriculum and choosing teachable issues. If teachers select 
s 

‘ \ • 

the relevant topics not based on student needs and relevant contexts, student 

motivation in learning Liberal Studies are in question: 

When yon go through lots of current issues with students, students not only 

don't know hoM> to discuss, they are not interested in discussing it. They 
% 

don 't think it ’s relevant to them. (Tcachcr A, School E) 

‘ • < 

"Student interest may not he that big because they think the issues are 

. irrelevant to them. They don't have much opinion to the issue, (Teacher B, 

School F ) . ‘ 。 

、 
* • • . , 、 

f » 

K*̂  I * 
• » • ‘ . 
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5.6.6 Diversities in student learning abilities 

p 

f. 

Besides difficulties from individual sludcnl learning, handling diversities in 

student learning abilities in classroom setting is also another big issue for 

teachers teaching NSS-LS curriculum. Although the ideas of Liberal Studies 

emphasize liberating individual minds, in a modern classroom environment, 

* 

‘ teachers have to teach NSS-LS in a rather mass scale, usually a class with thirty 

to thirty five students. In teachers, perspectives, direct teaching is often an option 

for them to tackle big class teaching. Tensions between differentiated instructions 

and uniformed instructions have been raised. Catering for individual strengths, 

weaknesses and needs becomes an unavoidable challenge lo tcachers. Teachers 

have to find an appropriate teaching strategy for students with diversified needs. 

NSS-LS leaching is a lot more than using issue-enquiry approach and raise a lot 

of difficulties to teachers in their teaching plan: 

If we use direct teaching, good students will feel very bored. Some best 

'： students really fall asleep in the lessons but if I don't teach with direct 

instruction, those students who are really left behind will not follow and 

understand what I'm saying. I think how to tackle student learning 

, diversities is really a problem. (Teacher B, School A) 

Not only the tensions created in the idea between liberating individual and 
I 

learning NSS-LS through classroom setting, the issue of student learning 

diversity also magnifies in the new academic system in Hong Kong. Under the 

； n e w academic system, all secondary students have their opportunities to enroll in 
I 

» 

. 3-year senipr secondary education if they like. Students will not be excluded by 
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、 any examination or selection process like the old system did. Therefore, students' 

learning abilities arc more diverse than ever before. Teachers have to 

accommodate with the new characteristics and profile of students and adjust their 

expectations accordingly. However, the diversities of student learning ability 

make teacher adjustment hard to achieve under the existing constraints. The 

strong and weak ability students are mixed together and all have to study the 

NSS-LS curriculum: 

The diversity between classes is really big. Some classes are extraordinarily 

good and some are really bad students from good class can write a very 

. long passage, not to evaluate the content, at least the length is acceptable. 

The passage is detailed with clear context. However, the passage from had 

class will reduce to half. They cannot answer the questions. They did not 

train up their thinking skills and analyzing problem. They only copy the 

reading materials. (Teacher A, School F) 

Although there are a lot of deficiencies and puzzlement in selecting 

appropriate content knowledge and teaching strategies to fit student learning 
、 

NSS-LS curriculum, teachers still have to make sense of the curriculum' and 

t 

deliver it lo their students. Thus, tcachers interpret NSS-LS curriculum with their 

homegrown strategics in order to cope with the dilficullies. The following 

sections will discuss on how teachcr interpret NSS-LS curriculum by using their 

own strategies. 

- -

、 
5.7 Tcacher interpretation on the NSS-LS curriculum 
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Based on tcacher background, learning from institutions and student 

� background, teachers interpret NSS-LS curriculum and begin to put ihe 

guidelines into practice. During the interpretation processes, teachers gradually 

walk through from confusion，mechanistic interpretation based on curriculum 

guidelines to reorganized interpretation based on issues and appropriate content 

knowledge. The development of teacher interpretation on NSS-LS curriculum 

has molded teaching designs and practices thereafter. By studying teacher 

• interpretation process on NSS-LS curriculum, a deeper understanding of the 

. curriculum on tcacher's perspectives can be revealed as lo how they perceive the 
• -

* 

implementation of NSS-LS curriculum. 

5.7.1 Starting.the journey of interpretation: Mak ing sense of the breadth 

and depth of curriculum 

‘ When teachers start to interpret the curriculum, they perceive the curriculum 

content is too broad for them to teach. As is discussed in the section of teacher 

background, it is difficult for teachers to interpret the breadth and depth of 

NSS-LS curriculum for they lack foundational knowledge about it. Teachers have 

lo pay arduous effort in familiarizing with the curriculum and mastering il in 

• 

order lo design appropriate content knowledge and issues for students. The broad 

curriculum also affects teachers' determination in assessing whether students 

have learnt content knowledge adequately and cflcclivcly. In addition, il is hard 

to define the learning objectives on content knowledge; 
• - , 

A « « • 、 

: " The curriculum content is very extensive. Actually the teaching content is 

^ very broad and involves many things. The depth of teaching content is hard 

、V , 、‘ 
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to master. (Tcacher B, School F) 

The curriculum is a bottomless pit. When preparing the lesson and teaching 

materials, I don'/ know how much is enough. (Teacher D, School A) 

The curriculum guide stated that we have to teach concepts. But my 

colleagues have already asked, what do you mean by students learnt the 

concepts. In the first school term, we are still exploring it. (Teacher A, 

School D) 

In this ambiguous situation, selecting appropriate content knowledge under 

the framework in curriculum guide is one of the most important and initial step to 

implement the curriculum. Tcachers need to spend time and use different 

strategies to explore the scope of content knowledge that is covcred in NSS-LS 

curriculum. 

5.7.2 Initial interpretation: Instant mechanistic response to curriculum 

“ documents 

At the initial stage of interpretation, tcachers often take instant mechanistic 

responses as their strategies to interpret the broad and vague curriculum. In the 

curriculum document, the enquiry questions arc supplemented by some 

• “explanatory notes". Ideally, "explanatory notes’，are only rcfercnccs thai provide 

some key contcnl or concepts related to questions for cnqOiry in order to help 

teachers and students to understand possible content, perspectives and directions 

for exploring issues. "Explanatory notes" should be flexibly used and updated 
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from time to time depending on students' ability and interests in this ever 

changing societies (Curriculum Development Council & Hong Kong 

Examinations and Assessment Authority, 2007, p. 13). 

However, as teachers are not familiar with and confident in implementing 

NSS-LS curriculum at the beginning, teachers tend to adopt mechanistic 

responding strategy to interpret NSS-LS curriculum. The strategy is whatever 

concepts that are listed out in the explanatory notes, teachers will cover those in 

their teaching plans mechanistically. Tcachcrs will check whether all suggested 

concepts or content knowledge listed in the explanatory notes have been covered. 

In such a way, the explanatory notes are no longer as flexible and updated as the 

curriculum stated but legitimized and fixed in teacher's perspectives. Teachers 

have to follow through the explanatory notes strictly in order to complete their 

teaching content in NSS-LS. In this sense, the explanatory notes arc just like Ihc 

content knowledge in the syllabus for traditional subjects: 

Our design mainly follows the curriculum guide. The ^uild has some 

enquiry questions. Then, we have to answer il. (Teacher C, School C) 

Whatever the curriculum has listed out, we have to cover it in our 

school-based curriculum. Also, we will go to the online platform by 

Education Bureau to see what we have to cover. (Teacher A, School D) 

We are very used to referring to curriculum documents. We will check if our 

issue can cover the most part of the enquiry questions in curriculum 

document and furthermore the explanatory notes under the enquiry 
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questions. (Teacher C, School D) 

This mechanistic interpretation process relieves teachers' pressures in 

locating relevant subject matlcr knowledge and issues. This process constitutes a 

baseline for teachers to build up and further reorganize their teaching flows with 

concrete teaching content. 

5.7.3 Further interpretation 1: Reinterpretation based on issues 

In addition to mechanistic interpretation process, teachers often find the 

conccpts in explanatory notes are truncated and not enough for teaching certain 

perennial or current issues. Teachers need to add some concepts, which are not 

included in the explanatory notes, lo fill up the gaps in teaching. Additional 

concepts arc drawn from some foundational knowledge that is relevant to their 

designed issues and used to facilitate students in further enquiry of an issue. 

Teachers begin lo handle content knowledge in ii more organic way in order to fit 

the teaching needs of issue-enquiry approach: 

I vv/7/ base on the needs of issues to determine which concepts should be 

included in our school-based curriculum. There are some concepts not 

shown in the curriculum guide hut we have to teach. (Teachcr A, School D) 

To be specific, when leaching with issue enquiry approach, the enquiry flow 

cannot be rigid and fixed. Teachers may include some useful concepts or 

knowledge in the enquiry process to facilitate their students to investigate the 

issue in a more holistic way. The reinterpretation of curriculum content has 
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supplemented the defects of idealistic design of NSS-LS curriculum. Tcachers 

use their professional knowledge and judgment to put the curriculum into 

practice and perfecting the design, structure and content of the curriculum: 

When teaching the topic about how people respond to government policy, 

political participation should be definitely included Especially in these 

years, many people came out to resist, to fight for their human rights. 

Therefore, we should talk about those issues. Of course, the curriculum 

guide has not included these issues and concepts, but as a judgment from 

professional teacher, I will teach what I should teach. (Tcacher B, School C) 

The reinterpretation not only fills up the gaps but improves the content of 

explanatory notes in the curriculum guide. During reinterpretation, teachers find 

out several concepts stated in the explanatory notes can be linked up and 

categorized into other abstract concepts to help students handling knowledge. 

This organic reinterpretation makes implementation of NSS-LS curriculum 

smoother than before: 

When teaching the module about modern China, I think among all the 

concepts listed in the explanatory notes, several of them are relevant to the 

concepts of 'soft power ‘ and 'hard powerI think this categorization is 

easier for students to handle, so I used it. Therefore, we 'II teach ！fome 
• » 

concepts that are not included in the curriculum guide. We find some 

concepts in the textbook or other resources and feel it's suitable for our 

students. We 'II give it to them. (Teacher C, School D) 
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5.7.4 Further interpretation 2: Reintcrprctation based on teacher designs 

of relevant contcnt knowledge 

Along with reinterprctalion of the curriculum content based on specific 

needs of issues, teacher knowledge in curriculum content is another important 

component that contributes to the rcinterpretation of NSS-LS curriculum. Based 

on teacher foundational knowledge obtained through teaching other subjects or 

learning experiences, teachers make sense of the curriculum and organize their 

teaching materials in a more comprehensive way. Teachers plan their teaching 

with their prior knowledge and experiences to enrich the NSS-LS curriculum: 

I studied in Chinese History. I am not majored in geography. So I don 't 

know environment, technology and globalization hut I am confident in 

handling the part of modern China I know what data are useable, and 

what information is representative to teach my student. (Teacher E，School 

A) 

By applying teacher knowledge to reinterpret NSS-LS curriculum, some 

Icachers are unsatisfied with the structure and content of the curriculum. Based 

on their prior knowledge on curriculum content, some Icachers believe that 

NSS-LS curriculum is incomplete or biased. Hence, if teachers follow the 

curriculum guide strictly and deliver according to instruction of Education 

Bureau only, the learning and teaching of NSS-LS will not be on the right track 

in some teacher's perspectives. Therefore, some teachers reinterpret the 

curriculum and implement it with their professional judgment in their right way: 
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/ am still not satisfied with the interpretation of curriculum from Education 
% 

Bureau, especially on the part about modern China . for example every 

social issue in China must related to political aspect, but Education Bureau 

said we can ignore the politics if we treat that as an authoritative 

interpretation, that is a problem. (Teacher B, School C) 

In the reinterpretation processes, as Liberal Studies actually docs not have a 

well-defined scope of related issues and content knowledge, teachers begin lo 

loosen their mindset on deciding the content of curriculum. The interpretation 

process becomes more concerned about the specific content knowledge, issues 

and students needs. In this ease, Ihe implementation of NSS-LS curriculum 

becomes clearer. Teachers can formulate their school-based curriculum and 
* 

teaching approaches in a more thorough way. 

5.8 Mission impossible: Struggle to further interpret by using limited 

strategies 

In the process of interpretation of NSS-LS curriculum, teachers gradually 

find their way to make sense of the curriculum with their own knowledge and in 

their teaching context. However, the proccss of reinterpretation is not as smooth 

as ideal because the majority of teachers only have limited knowledge and 

’ strategies in reinterpreting NSS-LS curriculum. Teachers defined their situations 

and confined.their interpretation to certain path and constituting an inevitable 

inclination to examination practices that will be discussed in this section. 

5.8.1 The enemy not yet conqucrcd: Back to lack of foundational 
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knowledge * 

No matter how teachers interpret and reinterpret the curriculum in their own 

way and perspectives, lack of foundational knowledge in NSS-LS curriculum 

among teachers or even officials from Education Bureau has hamstrung the 

further progress of interpretation. Tcachers think that further interpretation of 

NSS-LS curriculum requires lots of knowledge" lhal they do not - have. 

Interpretation becomcs difficult or even impossible when tcachers have to 

speculate the original ideas on NSS-LS curriculum. Sometimes? teachers do not 

necessarily see the ideas of reading between the lines from the curriculum 

guideline as flexibility. Nevertheless, teachers pcrceivc this flexibility to 

implement school-based curriculum as full of doubts and speculations. These 

perspectives make the effectiveness of interpreting NSS-LS curriculum bccome 

restricted: 

> 

Officials from Education Bureau always said that curriculum interpretation 

is essential Curriculum interpretation is very interesting. It is more or less 

‘ like bible reading, which page, section and number and we have to respond 

.to that. But I think that 's not enough, just like what the officials said, we 

. J 

'have to read between the lines and the underlying meanings of the 

4k ^ . 

curriculum. However, we have to get some basic understandings on the 

curriculum before we can do that the prerequisite of teachers to he able 

to read between theMnes is actually required higher level of knowledge. But 

we don 't even have the basic understanding, how can you ask me to read 

‘ between the lines? (Teacher A, School C) 
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i, 
The situation becomes worse when teachers find out thai curriculum 

interpretation is not consistent within Education Bureau. Different officers from 

Education Bureau may have discrepancies in their curriculum interpretations: 

rj^ 
I think curriculum interpretation is not mature enough in this stage. There 

r 

are too many different versions. Sometime there are contradictions between 

officers from Education Bureau. That does not make sense. (Teacher B, ‘ 

School C) 
I , 

The discrepancies in official interpretations by Education Bureau have left 

f 
the teachers in greater confusion and made them lost their directions in 

6 • -

interpreting NSS-LS curriculum. Teachers have to rely on their own schema to 

1 ‘ 

‘ • ‘ • ‘ strategically respond lo their immediate needs when implementing NSS-LS 

• f « 

； curriculum in classroom. Some quick-fix strategics have to be applied 

‘ ‘ unavoidably, even after putting enormous efforts in interpreting and 
c ‘ 

‘ , reinterpreting the curriculum. ‘ 
• - « • 

‘ / 

» » -

5.8.2 Strategics to interpret NSS-LS curr icu lum 1: Using pr ior knowledge 

' . 、 ： 、-- % ^ •, 
and schema: O ld wine in New Bottle, 

- • . . “ \ , 

7 » • , 

• . ' . - • 、 

. « ‘ I 
H 

* ' . . . 
丨》 . * 

# During interpretation o f NSS-LS curriculum, teachers face structural . 

‘ 、 ‘ . • Vv 
• constraints given by existing leaching and examination practices. Teachers make 

, • • 产 ， • 
, ： ‘ .、 • 

- • , sense of the curriculum and act it out by choosing among various strategies that 
t > , 

’ fit in their context and can overcome the new problems faced (Jessop, 1996). 
• •‘ • • ‘ • / 

A 

T 
Teachers formulate their strategies by using their partial knowledge to 

、…* … pre-existing structure and achieve their desire outcomes (McAnulla, 2002). 
‘ 、 ’ ‘ • ‘ . 、 。 
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\ The first quick-fix and coping strategy to make sense of NSS-LS curriculum 

-

by teachers is to apply existing schema. In previous learning and Heachiitg 、 

I ~ 

experiences, teachers have accumulated lots of curriculum interpretation 

strategies, especially linking NSS-LS learning and teaching with that in the 

traditional subjects. For example, some teachers link up the data-responds 

questions with argumentative essays and comprehension in Chinese Language to 

let them to make sense of the scope and requirement of student deliberations of 

issues. Also, tcachers related the knowledge in social issues introduced in 

NSS-LS with content knowledge in social sciences disciplines in universities or 

key learning areas in personal, social and humanities education. These 

imaginations and linkages allow tcachers to make sense of NSS-LS curriculum 

with their old schema and make the practice in a smoother way: 

Ifow did I think about Liberal Studies? I think it is a combination of 

\ ‘ 

argumentative essay and data-response questions, at most with some social 

sciences or social issues. That means I borrow some social issues to ask 
f-

- { 

students. Then students have to read some information from provided text, 

some key points from textbooks and the key concepts learnt to reply me. 

(Teacher E，School A) 

I think there are similarities hehveen Chinese Language and Liberal Studies. 

For example, argumentative essay and reading comprehensive is like the 

、 extended question. The expression format is just like writing. Some skills^ 

used in Liberal Studies can he trained in the teaching of Chinese Language. 
s 

% 

(Teacher F, School C) 
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, The practices of NSS-LS curriculum using existing schema make teachers 

become more confident and comfortable in delivering their leaching. However, 

‘ the practices may also hinder reform of curriculum and instruction lo ideal 

Liberal Studies approaches. Teachers tend to stick to old practices and other 

considerations are added up in the reform process. The phenomenon of old wine 

in new bottle appeared in the process of icachers' interpretation of NSS-LS 
* . - "Jv . 

curriculum. Although Ihc postulated curriculum nature of NSS-LS is different 

from other traditional subjects, teachers practice Ihc subject in a conventional 

way. 

5.8.3 Strategies to interpret NSS-LS curriculum 2: Put all the possible 

content in the curriculum 

Another common strategy for tcachcrs to apply in interpretation process of 

NSS-LS curriculum is putting all suspicious relevant content into the 

school-based curriculum. As teachers do not know the legitimate version of 

content knowledge in NSS-LS, some teachers think that even if they do not know 

what and how to teach, they cannot afford to miss out anything in the syllabus. 

Therefore, the school-based curriculum includes whatever icachers think thai is 

related. The scope of NSS-LS curriculum becomes very extensive. Teachers want 

to cover every issue that is in discussion at this moment or may turn out to appear 

in the examination paper. This strategy sometimes will iuzzy the focus of 

teaching NSS-LS because it is difficult to conceptualize and consolidate the 

diverse issues that are introduced in the lessons. When teachers choose net 

casting as their strategy, a much defined focus of NSS-LS teaching is one of the 
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tradeoffs that have to sacrifice. 

Our teachers' common consensus is lhat it is difficult to say one or two 

methods is useful. Therefore, we group all the methods together and have 

everything. (Teacher C, School A) 

We use cast netting strategy like fishermen when collecting concepts. That is 

every concepts related to this unit will run through once. Every issue that 

covered in this topic will run through once, all of it. If \\>e teach less, we 

cannot he sure what I IKEA A is going to assess. At least we show our students 

what issues are belong to which modules. We will give lots of issues for our 

students to discuss. It would not allow our students to have in-depth 

discussion. We cannot make it. (Teachcr A, School B) 

5.8.4 Strategies to interpret NSS-LS curr iculum 3: Teachers，conccrns shift 

from student learning to assessment 

As teachers use old schema to teach Liberal Studies, assessment becomes one 

of the greatest thought by teachers. Thinking around assessment can also narrow 

down the exlensiveness of curriculum content and ensure promising results of 

students in public examination. Therefore, teachers think it is necessary for them 

to shift their major concerns from learning and teaching lo assessment. In this 

strategy of interpretation, teachers outweigh assessment like putting the cart 

before the horse and gradually give up their ideal NSS-LS curriculum that they 

imagined in the beginning. 
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In teachers' perspectives, emphasizing assessment is also necessary for 

promoting sludcnl motivation lo learn Liberal Studies with issue-enquiry 

approach. As discusscd in previous sections, the majority of students arc not 

motivated to learn Liberal Studies through issue-enquiry approach due to various 

reasons. Therefore, many teachers use public examination and prospect of further 

studies, in tertiary education as an extrinsic motivation to attract or even compel 

students to learn Liberal Studies with issue-enquiry approach. 

How come issue-enquiry approach can motivate students to search for 

information? Public Examination is the answer. Their logic of thinking is to 

compel students to take public examination. Jf students fail it, they cannot get 

into universities. Therefore, when Education Bureau tells us to use 

issue-enquiry approach, we have to use issue-enquiry approach. ( Teacher B, . 

School B) 

> 

Throughout the course of replacing emphasis of issue-enquiry approach to 

assessment, teacher ideas are further reinforced by the comparison of learning 

experiences from Education Bureau and HKEAA. Teachers notice that 

assessment is more consistent and easier to manage when compared with their 

planning on school-based curriculum and instructions. In this case, teachers tend 

to follow the rules and instructions thai arc comparably well-established by 

HKEAA. Teachers becomc more and more pragmatic along the way in 

interpreting NSS-LS curriculum. 

* * 

,• The ideas from HKEAA are comparatively uniform. After we attend the . 
** i 

• • • ‘ 

’ courses organized by Education Bureau, it is obvious that HKEAA is more 
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professional because ideas from flKEAA are more consistent and uniform. 

(Teacher B, School C) 

5.8.5 Backwash effect of assessment to instruction " 

Under the reinterpretation and shifts of emphasis to assessment, backwash 

clTecl (Alderson & Wall, 1993; Cheng, 2008) of assessment to instruction is 

gradually formed. When the concern of assessment bccomcs more imj5orlanl than 

other curriculum and instruction planning in teachers' perspectives, teachers not 

only shift their focus to assessment, classroom teaching and learning approach 

will also be afTeclcd by assessment. In teaching design, teachers no longer plan 

their teaching approaches according to issue-based enquiry stated in the 

curriculum guide but to design according to the needs of assessment. Tcachcrs 

urge their students to recite or memorize some concepts, knowledge and 

answering patterns in order lo fulfill the requirements of assessment. This 

approach makes both teachers and students become confident and clear about 

their practices. However, this strategy lo interpret NSS-LS curriculum will have a 

, backwash effect and the curriculum becomc inclining to the assessment paradigm. 

‘ , Hence，icachers find it difficult to escape from Ihc dominant atmosphere of 

putting assessment as their emphasis. 

• Actually teaching will gradually serve examination purpose. Students have to 

recite and memorize lot of things because they have lo master the wrifing of 

argumentative essay. The recite and memorization of content knowledge can 

‘ . help students to achieve certain answers. (Tcacher E, School E) 
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Besides designing tasks to facilitate students in memorizing concepts and 

knowledge for examination purposes, teachers also include some training of 

writing argumentative essays in order to help students to deal with certain types 

of questions. The training of answering techniques further reframes the 

curriculum ideas into more examination driven and back fires on the ideals. 

In the next term, we have to deal with examination all the time. We will train 

our students to equip with answering techniques. Let teachers understand 

what students have learnt by look deep into assessment. I think we 'II put a lot 

of effort in assessment. (Teacher A, School D) 

5.8.6 Backfire on the ideals “ 

Under the backwash effect of assessment on curriculum and instructions, 

• teacher's perceptions on NSS-LS curriculum gradually move from the ideals to 

“ examination practices. In the examination paradigm, students' interest in learning 

NSS-LS is no longer as important as the imagination in teachers' ideal. The 

concerns of student interests and construction of knowledge from student 

perspectives are gradually detached in learning NSS-LS. This makes student 

learning experiences in NSS-LS converge and become similar to other traditional 

subjects. 

Most importantly, interest and examination is two different things. I always 

‘ tell my students, even you are not interested in NSS-LS, you have to take the 

examination anyway. Interests in NSS-LS would not make you to have higher 

grades. (Teacher A, School B) 
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Tcachcrs conclude that when NSS-LS is not liberal or opened in the 

assessment system, it is hard to say being liberal in learning and teaching. As 

public uniform assessment still determines the final destination of student 

learning, teachers have lo work under this great constraint and limit their 

possibilities in designing the most suitable NSS-LS learning conlcnl for students. 

When you said Liberal Studies hut with ihe whole assessment system is not 

liberal and opened, that would he a big problem. (Teacher C, School C) 

5.9 Conclusion on individual sense-making of NSS-LS curriculum: 

Inevitable lost in the search, Inevitable lost of the battle 

As a conclusion of individual sense-making, teachers start with the 

curriculum ideal and their own ideas in designing and implementing the NSS-LS 

curriculum. Teachers are positive about the suggested ideas in NSS-LS at their 

initial stages. They would like to plan the curriculum according lo Ihc ideas. 

However, under the constraints of tcachcrs' own capacity, student backgrounds 

and tcachcr learning experiences from Hducation Bureau and MKEAA, teachers 

gradually lost their sights in searching for ideals. Instead, teachers inevitably 

shift their concerns from uncertain ideals to clear assessment. Teacher 

sense-making processes by using individual cognition and situated cognition are 

confined within institutional environment. Teacher's original ideas on NSS-LS 

curriculum have gradually sunk into practical concerns in classroom teaching. 

Because teachers are not well-prepared and equipped with new paradigms of 
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NSS-LS curriculum, teachers attend courses offered by various institutions to 

equip themselves with certain curriculum planning and teaching skills. However, 

as teachcrs are learning with insufficient lime, teachers selectively learn the most 

ready-made practical and survival skills. In their learning experiences, the 

courscs offered by HKEAA or any other examination related practices are most 

practical lo teachers. Hence, in the journey of searching actual implementation of 

NSS-LS, the directions are gradually changed to the training of examination 

skills and techniques, which is diverge from the original ideals that Liberal 

Studies is designed. 

Moreover, besides selective and strategic learning from courses outside, 

章 teachers reinterpret NSS-LS curriculum ideals and changc the courscs of learning 

and teaching pracliccs in NSS-LS based on teachcr existing schema and practices. 

As NSS-LS is unfamiliar and uncertain to most of the teachers, tcachers usually 

tried to relate this new subject with their prior teaching experiences in other 

traditional subjects. This contingent approach create mismatch between ideas in 

Liberal Studies and practices in traditional subject. When applying practices in 

traditional subjects to NSS-LS, teachers lend lo drill students with certain content 

knowledge and answering techniques because of the perceptions that knowledge 

and skills are fixed in the curriculum. These practices will cause actual 

implementation of NSS-LS distancing from its ideals and losing the original 

meaning a ^ d ^ l u c of Liberal Studies. 

In conclusion, when NSS-LS is introduced as a new subject in senior 

secondary education, teachcrs strive lo change and approach to the ideals of 

NSS-LS curriculum or the whole curriculum reform in a broad sense. Tcachers 
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put great effort in learning to actualize the curriculum ideals. However, with the 

deficiencies in teacher learning and Icaching experiences, teachers can hardly 

master some useful knowledge and skills to help them lo realize their dream in 

Liberal Studies. Teachers get lost in the searching processes and put aside their 

ideals because of other practical considerations raised by assessment. Also, as 

teachers equip themselves with mismatch skills and traditional paradigm to fight 

for actualization of NSS-LS in Ihc age of curriculum reform, this battle for 

change can hardly be achieved and result in an inevitable lost. Teachers are 

fighting a losing battle because they are using the old weapon for the new enemy. 

Teachers do not know what they are fighting against and cannot select 

/Appropriate strategies to react on. 

During the fighting of this battle of reform, the intcrpretable NSS-LS 

curriculum becomes teachers' shadow enemy such lhal teachers have to crealc 

the enemy and fight against it all at the same time. Tcacher may interpret 

NSS-LS curriculum ideally or play it down during their sense-making process. 

When teachers approach NSS-LS curriculum in an ideal way, they arc not 

we 11-equipped lo fight this battle. Ilowever, when teachers interpret NSS-LS 

curriculum in a shallow way, they may feel comfortable to fight against it or 

‘ probably ‘win’ the battle, but this is not the original expectation for Liberal 

Studies. Thus, no malter teacher interpret NSS-LS curriculum ideally or 

shallowly, teachers can hardly win this battle of rclbrm because they have been 

put into a dilemma such that they are creating and fighting the monster at the 

same lime. 
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Chapter 6: Tcachcr Collective Sense-making of NSS-LS curriculum 

Along with individual sense-making proccss on NSS-LS curriculum as 

revealed in the previous section, teacher collective sense-making process of 

NSS-LS curriculum is also vital to constitute further interpretation of NSS-LS. 
t 

Teacher collective sense-making processes and outcomes will be unfolded in this 

• section. 

Teacher collective sense-making usually take place at school level and 

network level. At school level, teachers have intensive opportunities to exchange 

their ideas and experiences in collaborative lesson planning and peer lesson 

observations. These school-based exchange platforms provide tcachers with 

possibilities to converge their thoughts in implementation of NSS-LS and 

bccome united in the process. This will allow clTcclivc implementation of 

school-based curriculum more feasible. At network level, the characteristics of 

the interpretation process of three dilTcrent networks are introduced in this study, 

i.e. tcacher initiated network, Education Bureau initiated network and I IKEAA 

initiated network. Four ease schools will be discussed to reveal the collective 

interpretation of NSS-LS curriculum in these three networks. These cases will 

reveal the collective sense-making process at network level to see what kind of 

NSS-LS curriculum collectiveness is formed and how will it affect the 

implementation of NSS-LS. 

- t 

As individual sense-making of NSS-LS is in the muddle as is explained in 

chapter 5, school level and network level exchange platforms become important 

, to converge teacher ideas and practices of NSS-LS curriculum. The convergence 
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of ideas can facilitate the attainment of certain degree of effective curriculum 

governance in territory-wide level. In this section，the possibilities of 

convergence and collectiveness in processes and outcomes are revealed to see 

what kind of collective sense-making can be achieved through these processes. 

6.1 Collective sense-making of NSS-LS in school context 

In collective sense-making within a school, teachers usually have ibrmal 

collaboration within collaborative lesson planning period and also peer lesson 

observation to plan and actualize their ideas. Also, Icachcrs may exchange their 

ideas and opinions in some informal occasions such as casual chat in staff room 

and other impromptu occasions. Teachers use these opportunities to address the 

problems they faced in daily practices and seek solutions from their teammates. 

* The processes and outcomes of these common collaborative practices will be 

discusscd below. 

The needs to heain collective sense-making in school context: Finding ‘ 

solutions to tackle teacher immediate problems 

As we have discusscd in chapter 5, many teachers are lack of foundational 

knowledge and skills in implementing NSS-LS curriculum, so it will be difficult 

« 

to form a uniform school-based curriculum in school setting. When teachers are 

unfamiliar with those essential knowledge and skills in implementing NSS-LS 

curriculum, it would be difllcult for teachers to start with the vague ideas in 

curriculum guide collcciively. In this case, building up consensus in knowledge 

and skills in NSS-LS curriculum within the team is important and becomes first 
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priority for teachers to begin with, 

n 

Not everyone in this team is very familiar with the curriculum. For example, 

in NSS-LS curriculum, there are some coverage on political institution and 

political ideas etc. But not everyone in the team has knowledge in it, some 

< issues they cannot catch up and do nol know what 's going on, (Teacher A, 

School C) 

- — . 

Weakness in subject matter knowledge is a main problem for teachers. When 

jf • we teach the module on 'personal development and interpersonal 

relationship ‘ and 'Hong Kong Today ’，I find that teachers do not know the 

teaching content. They mix up some concepts and do not know what should 

he delivered to students. (Teachcr A, School E) 

> 

i, 

Process of collective sense-making in school context I: Sharing teacher 

specialties in subject matter knowledge 

In order lo solve the unfavorable effect and diversities brought up by lack of 

knowledge and skills, all panel heads and members in the case schools use 

collaborative lesson planning as a strategy to build up a platform to overcome 

t 

their difllculties collectively. In the collaborative lesson planning period, all 

teachers are expected to contribute their own specialties in subject matter 

knowledge in order to c加struct some common knowledge on NSS-LS 

curriculum, especially on content knowledge and issues. The exchange of ideas 

and knowledge is essential for teachers because NSS-LS is by nature an 

interdisciplinary subject such that knowledge from different subjects should be 
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drawn and interconnected in order to investigate the issues holistically. Also, 
‘、 ' 

sharing of knowledge can build up a sense of community among tcachers 

through teamwork. Each member may contribute their specialties and fill up the 

missing pieces of others. The concept of community as a whole helps lo build up 

a foundation for more unified school-based curriculum. 

- History teachers put more emphasis on factual data. They see the extension 

of the data, just like teaching students to respond to data-respond questions. 

Government and political affairs teachers are more macroscopic. They will 

analysis the issue from political framework. Geography teachers are more 

stressed on the implemented ion, how to synthesis the materials and 

‘ implement I teach Chinese that concern more about logical 

thinking.....the focuses of everybody is different. (Teacher D，School C) 

The synthesis of tcacher strengths in subject matter knowledge and subject 

enquiry skills provides a diversified foundation to support the development of 

. interdisciplinary knowledge and issue-enquiry approach in NSS-LS. This 

foundation will further constitute a consensual school-based curriculum through 

collaborative works. 

e 

Process of Collective sense-making in school context 2: Sharing teaching' 

. practices thromh collaborative lesson plannum 

In the process of collective sense-making, teachers share their ideas and 

rationale behind their teaching plans. Through narrating their teaching designs, 
•t , K 

teachers understand each others' logic and reason behind the teaching plans 
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thoroughly. As leaching designs are constructed with a deliberated teaching flow, 

the narrating process can also let leachcrs run through the lesson once and see if 

I -
* / 

any amendment is needed. This simulation process can make implementation of 

curriculum more effective in the classroom. 

Teacher who prepares those issue-enquiry teaching materials will tell the 

rationale behind her preparation to the team. It is like reading a story to、us 

\ 

to show what to do in the next lesson. Why did teacher explain the issue in ‘ 

this way? How can teacher deliver the issues to students? To tell each other . 

the storyline behind is most important. How and why do teachers arrange 

the teaching materials in this way? Then, other teachers will give out their 
；* 

opinion and ideas. Teachers will gradually master the curriculum through 

this process. (Teacher A, School C) 
. I 

Besides formal structured sharing platform in collaborative lesson planning 

period, as NSS-LS teachers teach with lots o f current issues and instant 

information, informal sharing among teachers is also important lo effective 

teaching of NSS-LS curriculum. Teachers can receive the latest teaching 

experiences in the use of shared teaching materials offered by others. The instant 

• informal sharing facilitates teachers to adjust and improve their teaching plans 

according to the needs of students. Teachers also perceive that sharing among 

colleagues as the most effective strategies to solve leaching difliculties because 

this kind of sharing can address local classroom and school concerns in student 

learning. The specific needs of students can be met with school-based teaching ‘ 

strategies. The pedagogical feedbacks on the teaching plans can help teachers to 

formulate better teaching materials during the process. 
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It is most effective to ask our colleagues. Colleagues can give us feedbacks 

on the teaching plans directly. Thai is others have already taught a lesson 

and told you her experiences, 'Don 't teach like that. It will he bored lo 
-«* 

death.，(Teacher B, School A) 

Sometime teachers will immediately tell each other her experiences after a 

lesson taught. Our colleagues will lell each other which part of the teaching 

materials will work or will not work. Students will have difficulties in which 

part and will not understand so that we have to explain more. When I don 't 

know how and when to teach the knowledge, I can master it by sharing with 

others and see if that knowledge can be handled in different ways. (Teacher 

A, School D) 

i 

Process of collective sense-making in school context 3: Reviewing the 

shared teaching practices through peer lesson observation 

； 

After sharing ideas in design and developing leaching materials, teachers 

will actualize their‘ collaborative ideas in classroom practice. In this stage, 

teachers usually carry out and adjust the teaching materials in lessons on their 

‘ ' own. Teachers may adapt it in their own way to fit student needs. However, this 

will create an inevitable tension between unified or diversified practices based on 

, two distinct ideas on classroom-based and school-based curriculum. In order to 
t 

ease this tension, some schools applied peer lesson observation occasionally lo 

converge teacher ideas by peer learning in a soft mode. 
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Actually we prepared the materials together and conducted some ‘ 

K 

simulations on the lessons before mutual observations. I have also 

deliberately arranged some teachers that have not well-mastered the 

curriculum to observe those who are comparatively well-equipped. The 

well-equipped teachers can show incompetent teachers how to introduce an 

. issue to students and how to lead group discussion in class. ( Teachcr A， 

School D) 

Besides peer learning among leam members, panel heads in the sampled 
t , 

schools sometimes also act as a knowledge hub to rectify the unclear or mistaken 

concepts by teachers. Lesson observations can reveal and transparent the 

unknown teaching situations by different tcachers. Panel heads may use this 
« 

opportunity lo improve individual teacher teaching with evidences and clear 

references. This can also align teaching content and progress in different 
» ‘ 

classrooms lo formulate a more coherent school-based curriculum for uniform 

examination purpose. 

In (he lust term, we have lesson observations on the topic "handling 

conflicts “ If colleagues do not understand the theory or do not have 

deep understanding on the concepts, the cases used in her lesson will he 

wrong. After the lesson, I will discuss the concepts with them and tell 

teacher that the mentioned concept is not ''avoidance (Teacher A, School 

. E) 

» • 

‘ In this case, lesson observations not solely serve the purpose for 

accountability but formation of professional dialogues. Teachcrs may use this 
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opportunity for professional development and share their learning and teaching 

with each other. This professional learning opportunity is valuable for teachcrs in 

implementing this new curriculum. Teachcrs may further improve their NSS-LS 

teaching through reflective observation and active experimentation. Peer lesson 

observation can contribute to elTective teachcr experiential learning in a 

collaborative format. 

Through sharing of handling different teaching and learning experiences, /, 

as a panel head, will know the situations in every classroom. Except for 

monitoring and accoiwtability, it is sharing of professional dialogue. 

(Teacher A, School D) 

Outcome of collective sense-making in school context: An undetermined 

opportunity to diverse or converse 

Through collaborative lesson planning and peer lesson observations as 

collective sense-making platforms for school-based cuniculum, the outcomes are 

still undetermined because the primary purpose of those platforms is only to 

exchange information and resources. The consensus of curriculum at school-level 

has not yet been built. These platforms give an opportunity for teachcrs to split or 

be united in their perceptions towards NSS-LS curriculum. The dynamics of 

cooperation in the team has contributed to a coherent sense-making of 

school-based curriculum possible or not. The schools reveal both cases happened 

in the schools and create a tension that remains to be resolved. This tension is 

created within ail sampled schools, and stepping forward to diverge or converge 
、 

in only a back and forth process in each school. 
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To diverse in content knowledge, teaching practices and assessment 

With the above school-based sharing platforms, teachers have opportunities 

to exchange their ideas on feaching NSS-LS curriculum. However, as Ihe 

perceptions and practices on NSS-LS curriculum between dilTerent teachers are 

too diverse, consensus cannot be consequentially built. Sharing between teachers 

is sometimes superficial and on the level of exchange teaching materials, so that 

it cannot contribute to an effective convcrgcncc of practices. Diversities in 

泰 

content knowledge, teaching practices and assessments can still be found in cach 

school as the results of different understanding of NSS-LS by tcachcrs. 

Divergence in content knowledj^e 

Because of the unclear substance in NSS-LS implementation, cooperation 

within a team is a bit different from traditional subjects. As the subject matter is 

not fixed, team leader is no longer the only authority in interpreting the 

legitimate subject matter knowledge. Each teacher may contribute their own 

. knowledge in NSS-LS curriculum and issues to the team. However, under the 

tight working schedule, teacherk have little lime to discuss, compromise and 

build up consensus on NSS-LS. The panels often distribute Ihcir workload 

according to different topics or themes in the curriculum. Each teacher is 

responsible for one or two themes based on their specialties. Teachers arrange the 

whole set of teaching designs and other related materials in the theme. In such a 

\ � t way, each teacher can carry their work individually and contribute to the team 

later on in order lo use their time clTectively. Nevertheless, this practicc also 
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produces a side-effccl such that teachers minimize their communication in the 

process of producing teaching materials and lost the original ideas on producing 

a coherent curriculum. 

I think a common problem lhat shared by many schools is (hat the leaders 

have changed her practices. Now, the leaders mostly only distribute the 

tasks to iheir team. The practice is very different. (Teachcr R, School C) 

There is no cooperation.•…In theory, all (he (earn members should discuss 

the topic together. And that is what Education Bureau really wants us to do. 

However, you know we do not have that much of lime to sit down ami meet 

together. Then, we distribute each one a theme to he responsible with. 

__ 9 

(Teacher B, School C) 

Divergence in teaching practice 

When the cooperation in planning the lessons is weak, diverse leaching 、 

practices are also succccdcd and formulated. As teachers plan their lesson 

separately, they design the teaching flow and materials according to their own 

ideas and beliefs. The result of these diversified planning is shown in the varied 

teaching approaches. 

We have no communication we don't know what is going on in the next 

classroom. We only have lime to talk with each other in the corridor or 

passing through. We can seldom sit down and discuss. The teaching 

approach is much diversified, (Teacher B，School E) 
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As there is no single authority plus separation of work in the preparation of 

school-based curriculum due lo time constraint, teaching strategies in one school 

can be very diverse. Some teachers believe that they can carry out their own 

teaching strategy in classroom in what they believe is most suitable and effective 

to their students. Formulating a coherent curriculum is not thfcir concern. The 

、 . 

reason for allowing diversities is based on that icachers are equipped with 

diversified background and leaching habits. Teachers think they arc professional 

enough to judge which Icaching strategy suits their specific student most. The 

• leader or other team members cannot use their produced teaching package to 

coerce others to execute what they arc not good at. Therefore, the planning and 

Icaching materials contributed can only be used as a reference for teachers to 

adapt in their own classroom. Teachers still remain their autonomy in deciding 

what to use or not. 

When everyone does not know what to teach, why not everybody do it in 

their own way? Teachers just teach out their best is fine. It will be most 

comfortable and the best to teach. Anyway, no one knows what to teach. 
• 

(Teacher A, School B) 

Everyone has (he same teaching materials, then I will (each what I'd prefer. 

Some teachers like video watching in class, some teachers like to play 

games with students. Whatever student can learn from the teaching 

practices, we will conduct. It 's pretty chaotic. (Teachcr B, School E) 

Therefore, in the classroom practices, there are ciifTerent approaches in one 
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。 single school. The diversities are revealed in lesson observation and teachers 

‘ have noticed its outcome. 

‘ We teach in our own way. When I observed the lessons with same topic 

which is conduct hy three teachers, their teaching approaches are different. 

( Teacher A, School E) 

Divergence a! assessment 

With diversified content knowledge and teaching practices, il is no surprise 

that tcachers have different perspectives towards assessment, especially the 

assessment criteria and rubrics thai are formulated for uniform test or 

examination. Becausc tcachcrs practice diilcrcnl foci of subject matter 

knowledge and inquiry skills during their lessons, they would have diffcrenl 

expectations and requirements on student learning outcomes in examination. 

Conflicts often occur during discussion on assessment criteria. Disagreements on 

assessment can be seen as an extension of diversified teacher backgrounds, 

teacher's perceptions on NSS-LS curriculum and practices on content knowledge 

and enquiry skills. 

I think when assessing student critical writings on an issue or expression 

their reflections to certain comics, the requirements hy arts teachers and 

sciences teachers are different. Sciences teachers do not have persistent on 

student performance in wordings and paraphrasing, hut they require more 

data, wilh more precise and specific information to support their arguments. 

On the other hand, arts teachers expect their students to expand their 

, * 
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“ arguments, writing ihe small thing and extend it lo big. (Teacher P, School 

. C ) . 

Tcachcrs further express their dilTcrcnccs in their expectations of the 

marking system. Arguments between different tcachcrs happen in both 

expectations in the content and level of student products. Some tcachcrs concern 

about the precise wordings, some teachers put more emphasis on the whole 

arguments. The diversities actually lead to validity and reliability crisis on 

assessment of NSS-LS. As teachcrs do not have uniform teaching content and 

instructional practices, the content validity in a uniform assessment is in question. 

‘ Teachers debate along the discussion in order lo define an approved or even 

model answer in the assessment because tcachcr assessment paradigm in finding 

fixed and concrete answer in traditional subjccl has not yet been changed into a 

more flexible one for NSS-LS curriculum. Some teachers still seek for definite 

answers like marking scheme in the past. The discrepancy on details of marking 

criteria has partly represented paradigm clash on the objectives of assessment in 

NSS-LS. 

Some students write (he whole paragraph to support an argument, but in ihe 

conclusion she is against it. In some teachers ’ mind, that is contradiction in 

a logical sense. Some teachers said we should give student zero mark. But 

some teachers think the student explain her arguments in a very clear way 

hut only mistaken a single word. The problem arises. ( Tcachcr 八，School B) 

In summary, because of the unreadiness and diversities of teacher 

knowledge in NSS-LS, and with a tight working schedule, teachers often work 



separately in the name of ‘division of labor，. Tcachcrs divide ihcir works into 

different modules or themes such that each teacher is responsible for one or two 

and can work on individual basis. However, teachers divide their tasks without 

sense of togetherness or coherent whole for the school-based NSS-LS curriculum. 

It would result in splitting the collectivcncss of school-based cumculum. The 

coherent school-based curriculum has hereby not yet been accomplished. 

Besides the weak collaborative process that created a fragmented school 

based curriculum, the formation of collectivcncss is also hindered by the nature 

of the NSS-LS curriculum. As NSS-LS curriculum is enquiry question based and 

left too much lo be interpreted in a chaotic situation, tcachcrs can hardly find 

Ihcir reference point to begin with. A coherent curriculum cannot be constructed 

at Ihe beginning and is yet lo be completed. 

To converse in content knowledge, teaching practices and assessmeni 

\ 

In spile of the above threats lo the formation of uniform school-based 

- curriculum, the process of collaborative lesson planning and peer lesson 

observation has also provided valuable opportunities for tcachcrs lo bccomc 

united and construct a coherent conlcnl knowledge, teaching practices and 

assessment to a certain extent. Some convergence in producing coherent content 

knowledge, teaching practices and assessment can be observed in the case 

schools. 

Convers^e in content knowledse 
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Although the school-based NSS-LS curriculum has been divided into 

various parts and teachcrs design and arc responsible for Ihcir own, some 

teachcrs still strive for their best to communicate with others in order to 

form 111 ale a coherent or even standardized curriculum. Teachers discuss their 

planning and difficulties along the way in order to relieve their 

misunderstandings or differences in the content and knowledge with others. 

Tcachers prefer to align ihcir expectation to sludenls and make the 

implementation of curriculum dearer. 

Because my understanding to the curriculum with other teachers maybe 

different, so we will often discuss it I design this part of teaching, ami 

you design the next part of teaching lo show how to illustrate the concepts 

collaboratively. If other teachers have disagreements, at least we know 

expectations of others. Ami we can deter mine which part wc should teach 

deeper and which part we should teach shallower Something we want to 

make it clear ami become standardize. (Teacher A, School D) 

Converge in teaching practices 

In order to synchronize teaching paces between teachers, panel heads often 

review the progress of team members through various channels. First, panel 

• heads take notice of the use of teaching materials and teaching schedule of each 

teacher. In this way, consistency of school-based curriculum can be achieved in a 

top-down manner through the use of centralized leaching materials. Second, 

panel heads will monitor individual teacher performance by administrative 

measures and keep track record of each teacher in order to make sure no class is 
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left behind or diversified From others. This helps panel head to construct coherent 

teaching pracliccs in the school. 

/ think every teacher should give the same amount and content of homework 
•二 

to students. They cannot skip it by themselves. If they skip some of them, 

they should (ell me. This is how I keep ihe consistency among different 

classroom. It would he easier to control. (Tcachcr A, School E) 

Besides unifying the school-based curriculum in a lop-down manner, 

tcachers also use collaborative lesson planning period to standardize their 

leaching strategies by bottom-up approach. As some ready-made teaching 

packages are shown lo others in collaborative lesson planning period, some 

leachcrs will choose lo follow the packages in order to save time to produce 

another by themselves. Hence, adaption of teaching materials will standardize 

leaching practices to a certain degree. Teachers make use of the same leaching 

materials lo bring up consensus in teaching practices. 

The most important thing lo do in the collaborative lesson planning period 

is to standardize major and core part of the curriculum. We will also share 

some teaching strategies that we have already conducted in the classroom. 

It is class-based, but if it suits other 's focus and teaching flow, others may 

follow. (Teachcr A, School D) ， 

Converse in assessment 

In assessment, teachers have to inevitably arrive at consensus in order to 
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hold account for students and parents. Teachers will write up marking rubrics 

such that guidelines can be explained lo others. As all teachers are new to this 

subject, some teachers believe consensus in NSS-LS assessment can be achieved 

easier than traditional subject because everyone does not know what to do and 

they can make complements to each other. 

PVe do not have those disagreements. On the contrary, it is easy for us to 

build up consensus. Maybe it is our first year to implement this new 

curriculum, I used lo leach history in Advanced Level, another teacher is 

very familiar with the NSS-LS curriculum, so we discuss and complement ‘ 

•each other so that is not disagreement hut reaching consensus. (Teacher , 

B, School D) 

Also, school-bascd assessments are somehow imitating the formal of public 

examination in prder lo prepare students for their examination in the future. 

Therefore, teachers actually follow invisible guidelines set by the examination 

paper for consultation or advanced supplementary level in the past. By following 

these invisible common guidelines, teacher's perspectives on assessment content 

and format will tend to be similar. 

We will discuss what our standard in marking the examination is Of 

course we have to mark it in standard reference and follow the marking 

, rubrics to do it. (Teacher C, School 八） 

r In summary of collective sense-making of NSS-LS curriculum at school 

level, the dynamics and tensions between splitting and unifying the curriculum 
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can be observed in every part of teaching design, i.e. from curriculum content, 

teaching approaches to assessments. Although teachers have allocated substantial 

lime and resources in building up platforms to exchange ideas, such as adaption 

of collaborative lesson planning and peer lesson observations, the collectiveness 

1 
of NSS-LS curriculum is not yet clearly formed. Tcachcrs are still searching for a 

. . 
greater reference point to implement the curriculum in a more confident way. 

In the searching process, the collectiveness of NSS-LS curriculum cannot be 

built solely by school-based platforms. Teachers explore more information and 

reference from outside to sec if the additional information can help teachers lo 

achieve a more stabilize and convincing curriculum. Some teachers join teachcr 

network and school network for NSS-LS to supplement their school-based 

collective'sensc-making on the curriculum. The process and outcome of the 

collective sense-making al network level will be discusscd in the next section lo 

see how it will in turn affect the practiccs ofNSS-LS at school level. 

- _ 

6.2 Collective sense-making of NSS-LS in network context 

In Hong Kong, dificrcnl kinds of teacher networks and school networks are 

established to gather teachers to share and develop their understanding and 

practices in NSS-LS. As is revisited and elaborated on the mentioned network 

contexts in chapter 2, the networks in Hong Kong can generally be categorized 

into non-government initiated networks and government-initiated networks. The 

non-governmental networks are initiated by or cooperated with different 

stakeholders in education settings lo organize professional development activities 

for teachers, for example, sponsoring-bodics (Catholic Education Office), interest 
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group (Hong Kong Federation of Education Workers and Hong Kong Liberal 

Studies Association; Hong Kong Professional Teachers' Union and Hong Kong 

Liberal Studies Teachers' Association) and universities (Lingnan University and 

NTW LS Professional Network; The Chinese University o f Hong Kong and 

Liberal Studies Professional Development Association) etc.. In addition to the 

non-governmental networks, there are government initiated networks organized 

by Education Bureau and I IKEAA. Three branches under Education Bureau have 

organized their own support services and networks in order lo facilitate teaching 

and learning of NSS-LS curriculum, i.e. regional education offices, school-based 

support services office and Liberal Studies section in curriculum development 

institute. For HKEAA , it has collaborated with Education Bureau to offer I.S 

school network scheme in order to support schools regards on assessment of 

NSS-LS. 

In this study, four out of the six case schools joined three dilTerenl mentioned 

school networks. School A joined a non-government initialed teacher network 

offered by Hong Kong Liberal Studies Association. School C joined an 

Education Bureau initiated network offered by school-based support service 

office with focused on curriculum and instruction of NSS-LS. School B and E 

joined a network thai is initiated by HKEAA . This section will explore the 

content and influences of these networks to see how teachers are strategically 

involved in it and get information that responds to Ihcir needs. 

6 .2 . r Explor ing in non-government initiated tcacher network: 

Shar ing similar experiences，trusting frontl ine practices 
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In the non-government initiated teacher network joined by school A, 

teachers from different schools voluntarily participate in this school-wide teacher 

network regularly about once a month. Teachcr sharing in this network is based 

on their own 'experiences in school. The sharing is not tailor made or fit for ‘ 

individual needs from participating schools. Although it is a school-wide Icachcr 

network that may not fit specific needs from school A, teachers still find the 

experiences and practices from other schools valuable to them. Many on hand 

experiences can be found in this network and teachers can adopt the materials 
* 

and lake those as references easily. 

* As facilitators in teacher networks have long lime frontline experiences, 

teachers find their sharing quite comprehensive in many domains, including 

sharing Icaching materials, assessment and lesson observations clc. Teachers can 

leam from the facilitators through multiple activities and prove the sharing very 

useful lo them. 

We will ask him how to teach because he has taught in Liberal Studies for 

many years. JVe have observed his lessons and adopt his teaching 

approaches in our lessons. His teaching approaches are very effective. We 

also try oul his teaching plans in our school. (Teacher D, School A) 

One reason behind the effectiveness of this sharing is that facilitators arc 

willing to share their materials selflessly in a very convenient way. In many 

sections of network sharing, facilitators have made all the soft copy available lo 

teachers and put the materials in a CD for teachers. Tcachers can easily adopt 

materials and amend it to suit their needs. 
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Some teachers contribute their materials selflessly for us to discuss together. 

Some teachers have already taught in public health, and then they made us 

a copy and shared with us. (Teacher A, School A) 

In every meeting, the network has a theme and the facilitators will share 

. with us some useful information and make us a copy of the materials in a 

‘ CD. (Teacher E, School A) 

The sharing experiences have greatly facilitated teachers to adopt other 

teachers' practices. Teachers are willing to follow others' teaching materials or 

experiences because those materials are ready-made, well-established and tried 

, ou t by facilitators. Also, the facilitMor will explain ihcir rationale in designing 

• 、‘、, . 

.teaching plans in the network sharing, so teachers are well-informed on the uses 
、-t • 

of teaching plans and its strengths and weaknesses. Teaching plans and materials 

I 

are well-organized such thai packages arc easy to use by teachers. Therefore, 

many teachers follow the approaches used by facilitators and find it comfortable 

• ‘ to adopt: 

• « 

• He is indeed willing to share his teaching experiences, even student 
f 

products for us to discuss. I think his experiences are most valuable and 

practical. Even how student approach (he questions, what is the framework 

behinds, we all follow his approach. (Teacher E, School A) 

* 

When the practices go on for a period of time, teachers gradually get used to 

•i 

sharing materials, exchanging information, communicating and commenting on 
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others' practices in order to improve their materials. This practice helps to build 

up a sharing culturc and developing trust between teachers, where it is essential 

to further develop internal momentum in the network. Teachers share with others 

in a self-directcd way by themselves without further guidance from facilitators. 

Teachers find network sharing is much more effective than traditional teacher 

professional development programme, such as seminars and workshops, because 

teachers enjoy the proccss of communicating with others and sharing their 

frontline practices. 

I think everyone is willing to come to the network because we aclually have 

something to get, something to exchange and can learn some strategies. 

P\iciUtators always share his materials to us seljlessly. Aftenvards, some 

teachers start to contribute their materials also. We are like classmates and 

colleague. (Teacher A, School A) 

It is tM'o-way communication. In other seminars, we only absorb the 

information provided in one-way. We do not know other teachers and 

seldom have communications. But I think this network is very effective. 

(Teacher A, School A) 

Efficiency and effectiveness based on practical usase 

When teachers explain the cffcclivcness of teacher-initiated network in 

、 details, the focus of effectiveness and efficiency of network sharing has been put 

on the practical use of shared materials. Teachcrs are willing to participate in the 

network because they think this teacher network is more useful, effective and 
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efficient than other tcacher professional development opportunities. In the 

network sharing, teachers can easily obtain some teaching resources thai are 

suitable for them in daily practices. All the teaching resources have also been 

practiced in the real classroom settings by the facilitators, so that the facilitators 

can further share the important ideas behind the packages and points that have to 

be noted when using these resources. This sharing can make teachers have 

confidcnce in using the materials and try out some teaching strategies. However, 

as sharing in teacher network is emphasized on tried frontline practices, some 

teaching strategies may not be coherent with what is promoted by Hducalion 

Bureau. The teaching strategies applied and shared are much more practical with 

real classroom experiences, such as using "fill in the blanks" and other answering 、 

techniques, which is apart from the expected new leaching paradigm in NSS-LS. 

The teaching strategies shared in the network are oflen practical because the 

strategies have been used in other traditional subjects for a long time and both 

students and teachcrs are used to it. 

As the content and processes of sharing in tcachcr initiated network arc 

self-recognized by teachers, teachcrs can share whatever Ihcy think is practical 

and effective within the network. Without a clear monitoring system or 

accountability system in the network, Ihc substance in teachcr-initiatecl network 

is efficient to teachers but may not be legitimated or approved by Education 

Bureau. 

/ think the teacher-initiated network is more useful because they really are 

in the frontline. Ami they can lead us, (Teacher D, School A) 
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They share with us some teaching strategies, for example, how to teach 

students to write by fill in the blanks. Also, they show us the whole flow and 

procedures of a lesson. They give us a lot of concrete examples, so I think 

that is really good. (Teacher A, School A) 

Teachers I'urlhcr mention the network resources are useful to them bccausc 

the shared leaching materials arc not some onc-si/.c-fit-all practices. As 

facilitators arc experienced teachers who have laughl in Liberal Studies in 

advanced supplementary level for years, they have lots of experiences in catering 

for learner diversities and designing a wide range of Icaching materials that suit 

di(Tcrenl levels of students. In the new senior secondary education, catering Ibr 

student learning diversities becomes one of the major issues and challenges in 

secondary education because the selecting system in secondary three and 
I 

ccrtificalc level is cancelled. Every student is entitled lo have their secondary 

education for the whole six years if they want lo. Therefore，teachers need lo find 

some strategies in respond to this challenge that is brought up by student 

diversities. In this case, the whole set of strategies that fit different levels of 

students is most valuable to teachers. 

The facilitator experiences are the most valuable. She saw the worst 

students and the best students. She can tell us how to stretch the ^ood 

students and help the poor students to reach certain benchmarks. She shows 

her experiences by using some practical teaching plans and videos. I( is 

very useful. (Teacher B, School A) 

Although ihcj. materials are ready-made and available to teachers to use 
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instantly, teachers will not hesitate to amend ihc materials according to ihcir 

specific needs. Teachers realize that the handy materials cannot be universally 

applied to every school and need to be revised. Tcachcr consciousness on 

revision of network materials has guided them lo rcvisil and further understand 

Ihcir leaching objectives and plans in order to adapt ihe materials for local use. In 

this case, network materials no longer serve as some models for teachers to copy 

and follow, but as the relercncc or information thai provides some dues for 

tcachcrs lo think of. 

/ think we will not really listen to something in the network and then copy il 

directly. / think it is impossible 1 tried once and find out I cannot I o I ally 

adopt the materials that shared in network. I think we depend on observing 

other teachers, discussing with ihe panel heads lo see if some teaching, 

strategies have been tried out or think some methods to adapt the strategies 

hy myself in my classroom teaching,. (Tcachcr B, School A) 

She ^ave us some information and ideas for us to think alon^. And we will 

find the infonnation needed and prepare the leaching materials hy ourselves 

with her insights and clues. (Teacher A, School A) 

, As a conclusion to the process and outcome of teacher initiated network, 

teachers tend to absorb the existing frontline practices al initial stage. As time 

goes by, teachers will reflect on the suitability of absorbed materials to see if any 

revision is needed. The consciousnesses of tcacher reflections on network 

materials begin lo grow and teachers are more active in further developing the 

school-bascd teaching materials. Along the involvement in teachcr-iniliatcd 
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networks, teacher trust among one another within the network is built on ihc 

effectiveness of shared materials. Teachers can use the materials confidently and 

conveniently. Teachcrs arc confident in using shared materials because 

facilitators arc willing to share teaching materials seltlessly with clear 

explanation in the rationale behind. Also, teachers know that all the shared 

materials have been tried out in tlie field. Teachcrs find il convenient lo use 

network materials becausc il can save their trouble in designing ihc whole 

curriculum and related leaching materials out of nothing. Tlicy can use those 

materials as a sample or reference to amend on and relieve them from much 

pressure. In this ease, teacher practices in network arc gradually converged by 

the adaption of similar materials. 

However, as the materials are only recognizee! by Icachcr themselves, ihc 

suitability of the materials in the perspectives of Kducalion Bureau still remains 

unknown. As involvement in the network is purely based on voluntariness, 

teachers arc scll-sclcclivc to participate in it. Only teachers with similar ideas 

like to join the network continuously and the ideas can be easily converged. 

Teacher pracliccs in this network inclined to a more practical base, which mix a 

lot of practices from the traditional subjects and old paradigms, to fit the needs of 

students and teachers. The effectiveness of tcachcr initiated network to 

implement an ideal NSS-LS curriculum stated by Ihc curriculum guide is only 

partly achieved. Tcachers are more confident in implementing NSS-LS 

curriculum with inclination to old teaching paradigm and find their own way in 

implementing a reinterpreted NSS-LS curriculum. 

6.2.2 Exploring the Education Bureau initiated tcachcr network: To trust 
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or not to trust~critical reflections on network knowlcdj»c 

Besides non-govcrnmcnlal tcachcr initialed network thai wc have discussed 

above, Kducalion Bureau has also impleincnlcd a school-based support network 

in order to (acililatc tcachers in familiarizing with NSS-LS curriculum and to 

carry it out smoothly. In this study, school C has joined lhal school-based support 

network organized by Hducalion Bureau. By joining this support network, school 

development officers from Education Bureau provide on-sile support lo school C 

and discuss the school-based NSS-LS curriculum with teachcrs on demand. If 

school C has any problems related to NSS-LS, il can request school development 

officers to provide school-based support services lo resolve that particular mailer. 

School development oOkers bring along her knowledge IVom Education Bureau 

and experiences in supporting dilTcrcnt schools lo school C and help Ihcm lo 

build up tcacher capacity in developing school-bascd curriculum and continuing 

teacher professional development. The involvement of school developmeiit 

officers depends on ihc interaction and needs ol' school C. The support services 

can be in the form of stocktaking of student backgrounds, panel meeting, 

collaborative lesson planning, co-leaching, lesson obscrvalion clc. or on request 

by school C. Therefore, number of meetings between school C and school 

development olficcrs is not fixed but on request. < 

/ 

Moreover, school development officers sometimes organize network 

activities to invite her schools to join. In these network activities, teachcrs share 

Ihcir experiences in teaching NSS-LS together with school development officers 

• as Ihcir backup and facilitators. The sharing is mainly focused on teaching 

particular modules and introducing some effective pracliccs for teachers. 
m 
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Dual purposes of joining network: Teacher professional development and 

seHins resources 

« 

In panel heads' perspectives, the reason for school C lo join this 

government-initiated network is Ibr developing tcacher capacity in designing 

school-based curriculum. As one slated objective of this government initiated 

network is for teacher professional development, one of the panel heads expects 

teachers can widen their horizon in designing NSS-LS through interacting and 

learning with school development officers. The panel head hopes thai after 

joining the network, teachers can be familiar with NSS-LS curriculum and 

practice it out in a smoother way, and in I urn bene 11 ts students. 

The reason oj joining this school based support programme is to support 

our colleagues. The school would like experiences in designing curriculum 

and teaching materials are not only concentrated on one or (wo teachers. 
i 

We want (he team to he healthier. Everyone would know what to do and 

how to do. Ideally, as every class has their specific needs, if tcachers can he 

equipped with the skills, if will certainly henefil every student. (Teacher B, 

School C) 

Also, another panel head suggests this government-initiated network can 

also serve the function of information sharing. School C can easily obtain 

materials from other schools, and use them as a reference lo design their own 

school-based curriculum. In this case, school development officers are the 

resources hub in providing and exchanging information among network schools. 
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School development officers gather materials in ciilTcrenl schools, then 

reorganize and adjust the materials before distributing il to the schools in need. 

This network can bring us experiences from other schools. Also, school 

development officers have information and materials from others that can 

share with us. (Tcachcr A, School C) 

The (linclion of sharing materials Ironi the school-based support network is 

also recognized by other tcachcrs. Similar lo the perception on leacher-initialcd 

network from teachers in school A, tcachcrs from school C also expect the 

government-initiated network will provide them a lot of teaching materials for 

their reference. Moreover, as school development olTiccrs arc from Education 

Bureau, the role of providing consultation and guidance should be stronger than 

teacher-initiated network in teacher's perspectives. Teachers have more 

expectations on the active role of school development officers. Teachers expect 

some clear directions can be got from Ihc network in order lo build up confidence 

’ in implementing NSS-LS curriculum. 

/ think there are dual roles of school development officers. Firstly, they can 

obtain resources from different schools Unit can supplement our deficiencies. 

They can share with us. Secondly, they can give us some directions and 

opinions such tlicit \\>e can use it as reference. ( Tcachcr C, School C) 

Moreover, as this government initiated network provide school-based 

support services，school development officers will conduct some on-site visits to 

school C and hold department meetings together with panel heads in order to 
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discuss and formulate the school-based curriculum and teaching materials with 

teachers. School development officers provide some demonstrations on leaching 

materials from other schools with similar student backgrounds to teachers for 

‘ • their references and re-design the packages together. School development 

officers also conduct lesson observations to get familiarized with student learning 

and the use of co-designed materials. Thereby, school development officers can -

have a common platform lo discuss the lessons and improve teaching designs in 

the next round of support. 

She will give some re ference and design some teaching materials that fit our 

student needs wilh us together wc will discuss cooperatively ami see 

where is our student weaknesses and required more trainmg. AIso, we will 

design some units that fit our student interests. (Teacher F, School C) 

Discrepancies in making sense of the knowledge from network 

> 

As one of the roles of school development officers is to act as consultant lo 

the development of school-based curriculum in teacher's perspectives, teachers 

expect school development officers can provide some legitimated subject mailer 

knowledge foF Ihem in order to ease their uncertainties in designing leaching 

materials. Teachers often think that school development otFicer has mastered Ihc 

r 

knowledge about appropriate subject matter knowledge for students and the 

approaches to incorporate knowledge in teaching designs. Based on these 

expectations and perceptions, teachers often think thai the suggestions and 
/ 

comments provided by school development officers arc very valuable and useful. ‘ 

Teachers think thai school development officers have clarified many of their 
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uncertainties and worries about selecting appropriate content knowledge and 
* 

provided some focus and structures for them lo carry on. The information 

provided by school development officers has huge impact on their development 

of school-based curriculum and teachcrs trust on the content knowledge provided 

by school development officers. 

School development o fficers are very ^ood. They help me to clarify the focus 

and structure of Ihe curriculum. This is actually very ^ood. 1 only have to 

fill in some meats to the structure. The probable focus of the structure has 

already formidated within our discussion. ( Tcachcr 1)，School C) 

The help of this school-based support network to me is huge. It is because 

school development officers coim^^nd design the unit with us 

together They provide a lot of jfttfaance and support in desi^nin^ the 
y 

required content knowledge and assignments. They give us a lot of opinions. 

(Teacher F, School C) 

However, from Ihc perspective of panel heads, some content knowledge 

mentioned by school development officers may not fit student learning at Iheir 

level. As panel heads from school C have experiences in teaching social sciences 

subject in certificate level and advanced level, they have some critical reviews on 

ihc contcnl' knowledge provided by school development officers and will not 

accept the comments or suggestions by default. Panel heads will selcct the 

materials provided by school development officers critically and soniclimes the 

two parties may have disagreements in the appropriate selection of content 
/ 

knowledge. ‘ 
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It is weird that in some modules] if you are in profession, you know 

something is not in the right track. Maybe she studied history, so she is more 

familiar with modern China. But in socio-political participation or Hong 
¥ 

Kong today, she may not well master these modules. (Teacher A, School C) 

s 

In the beginning, she helps us to formulate the issues on Hong Kong today 

ami socio-political participation, coincidently our panel head is ve'-y 

» 

familiar with this theme. Sometimes panel head will correct school 

development officer and said, "It :、• not like that. You cannot skip this part 

and ^o to the next part. Students cannot link up and learn like that.“ 

(Teacher B, School C) 

“ Although panel heads and school development officers have different 

interpretation in selection of appropriate content knowledge in NSS-LS 

curriculum, panel heads have taken this disagreement positively and perceive it 

‘ a s an opportunity for cooperative learning between tcachers and school ‘ 
* 

development officers. As NSS-LS is a new subject under exploration, nobody is 

really the authority in interpreting the curriculum and to say what are the most 

important concepts or issues that should be involved. Therefore, discrepancies in 

different interpretations of the curriculum are allowed by panel heads and 

' teachers. A lengthy, open-ended discussion for achieving consensus is expccled 

in order to build up school-based curriculum. 

I think teachers and school development officers are walking and learning' 

together side by side. This is what I saw dining the process and what I 
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expected before joining the network. I think although school development 

o fficers are still learning the curriculum, but they actually learn a lot faster 

than my colleagues, that is (he reason I joined the network. (Tcachcr B, 

School C) ‘ 

Actually, no single person is the authority in Liberal Studies. It 's through 

our communication and discussion to know more about the cwricidum. But 

we have to use a lot of time to do that. (Teacher A, School C) 

In the adaptation of teaching materials provided by school development 

officers, teachers from School C have taken a more active role in co-designing 

the teaching materials with the network resources when compared with school A. 

As teacher involvement in designing school-based materials increases during the 

processes, teachcrs build up their sense of ownership in the teaching materials 

and set up the base to critically select and adjust suitable materials for students. 

Modification of teaching materials is an essential process for teachers in school C 

in order lo build up a school-based curriculum with teacher consensus. 

( 

Some materials are too difficult and some are too easy for our students. 

Usually, we have to modify the questions to facilitate student thinking. We 

seldom use exercises provided by school development officers： wc usually 

do it again by ourselves. (Tcacher F, School C) 

» _ ‘ 

School development officers will give materials from others to us We all 

know that we have to reorganize the teaching materials provided by netM'ork, 

but when other network schools do it first and we follow; or other schools 
争 
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have already made up something, (hen we can modify it on top of that, it 

‘ would be easier for us. Also, when (he network is large’', we will get to know 

、、’more people. Although people from network cannot give you all (he 

information we needed, but as there are many schools in the network, U 

^vould be easier for us to take (hose as references. (Teacher A, School C) 

As a conclusion, in the sense-making process of teachers from school C 

with govemmenl initialed school network, teachcrs initially cxpcclcd the school 

development officers iroin Hducation Bureau can act as a more legitimated 

information carrier or distributor of knowledge to school C. However, as 

everyone is new to NSS-LS curriculum, there is no authoritative interpreter of 

the curriculum and can tell teachers exactly what to do and how lo implement the 

curriculum. In school C, discrepancies on the appropriateness in selection of 

content knowledge occur among teachers and school development officers from 

Education Bureau. In the trusting or distrusting processes in the network, both 

parties find their way out together and treat these disagreements as Ihc process of 

cooperative learning. Because of the interpretablc spaces provided by NSS-LS 

curriculum, teachers are more inclusive and can make a lot of compromises in 

designing the school-based curriculum. Possibilities in designing different 

content knowledge and issues arc easier to be explored when compared with the 

traditional subjects. Group dynamics within this panel are greater than other 

subjects. 

6.2.3 Explor ing H K E A A initiated teacher network: the ult imate authority 

behind the curtain? 
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Besides the last two networks that are organized by teachers and Education 

“ Bureau, HKEAA has also organized other tcachcr network that focuses on the 

issues related to public examination and assessment. The conlcnl in this network 

is much focused and concentrates on sharing information about examinations. 
* 

School B and School E in this study are involved in the network organized by 
r 

‘ HKBAA. By studying these two schools, some of the characteristics in ihc 

content'and progress of this network can be revealed.' 

As HKEAA is necessarily concerned with the inherent reliability and 

validity in public^^ssessment，the consistency and clarity in examination paper is 

emphasized. Therefore, in the network organized by I IKEAA, officials use this 

opportunity lo reaffirm the objectives and important points to notices in helping 

teachers to guide students lo cope with public examinations. The instructions 

related lo how.to deal with public examinations are comparatively a lot clearer 
f 

than those outlined by Education Bureau. HKEAA emphasizes the requirements 

and expectations scl by public examination and teachers often find those points 

more realistic and within the capability of students. 

.、 In network sharing, the officials from HKEAA provide some student sample 

scripts in attempting the sample questions in NSS-LS for Icachers to learn the 、 

marking criteria' and student level in future public examination. Throughout the 

‘ marking process, teachers will gradually master the breadth and depth of the 

requirements in public examination. In this ease, teachers begin to know and 

confirm on what and how lo leach conlcnl knowledge in classroom 

correspondingly. Learning in HKEAA network brings valuable feedback on 一-

classroom teaching practices just as described in the individual sense-making 
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》 

. process. However, in network learning with HKEAA, the backwash effect is 

intensified because teacher thoughts have been reconfirmed and verified by many 

network participated schools and H K E A A . . 

I think the things provided hy HKEAA are more useful because I IKE A A 

would teach us how to set questions. It is ^ood. For example, they will 

provide some sample questions for us to criticize on whut is ^ood ami what 

is had and how to do it better. (Teacher B, School H) 

The first time I ^o to the workshop that organized hy HKEAA is very 

^oocl At (hat moment, I thought if 1 can repeal what the facililators said 

and tell my students, we can teach a lot less. (Tcacher A, School B) 

1 . 

Also, the information given by HKKAA helped teachers to simplify the 

complexity in handling content knowledge. As HKEAA has a lot of experiences 

in designing Liberal Studies examination papers for advanced supplementary 

level examination, teachers think that skill-based focus examination reflected in 

past papers are also an emphasis in the future examination. Teachers get Ihc 

information and believe that future examination will pay more attention lo the 

V 

skills ^han contcnt knowledge. This will greatly alVcct the tactics of icachers in 

strategic responses to the needs of public examination. 

She explained (o us what was actually emphasized in the public examination. 

•. Afterwards, I know how simple it is. I can skip some content knowledge that 

I planned to teach. Start from that moment, / begin to feel that content 

‘ knowledge is actually not important： what important is the examination 
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techniques about how to answer questions. The structure of answers is far 

more important them the content knowledge. (Teachcr A, School B) 

The perceptions of public examination will focus on skills instead of content 

knowledge is reconfirmed by teacher learning in simulated marker meetings. In 

the network, teachcrs will learn how to mark the public examination paper 

according lo the guidelines from I IKHAA. To assure reliability of marking, 

HKHAA has organized many marking workshops in order to formulate uniform 

understanding on the marking approach between Icachers. Through this process, 

tcachcrs have constructed some school-wide solid understandings on ihc 

requirements from MKHAA. Therefore, the perceptions on marking approaches 

can be more alike between different schools and build up a territory-wide 

perception. 

They teach us how to mark the papers. They show us some sample papers, 

and then mark and discuss the assignmeuts together, just like the marker 

meetings in public examination. (Tcacher B, School E) 

Moreover, besides the unified perceptions on public examination that have 

been consciously buill up by I lKKAA, other unintended information is also 

shared within the network. As one of the issues that the network organized by 

I • 

1IKHAA has to deal with is the progress in independent enquiry studies, teachers 

from different schools have to.share their progress and sec if they have come up 

# . 
with any difficulties and would like to consult the officers from I IKFAA. In the 

V 

sharing, teachers not only know the progress of independent enquiry studies in 

other schools, but actually the whole curriculum progress that can be hardly 
t 
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separated. Teachers know more information about teaching progresses in other 

schools and notice that the mainstream progresses are not as fast as they imagine. 

So, teachers arc at ease lo their teaching schedule and (eel safe to carry on their 

teaching plans. In this ease, tcachcrs feel comlbrtablc about llicir teaching 

progress, not by a legitimate monitoring system, but by only mutual recognition. 

However, Ihc standard of Icachcr inulual recognition is ambiguous becausc 

tcachcrs arc not sclf-suiricicnl enough to make such judgments in this new 

interpretablc NSS-LS curriculum. 

After ^oing out to attend the programmes , wc discovered (hal actually eveiy 

.school has not started yet. Then, we feel more comfortable. That is when 

everyone has not started yet, we feel safe and good. So I ami my colleagiic 

are not frightened and not afraid lo be slow. (Tcachcr A, School E) 

Although the network organized by 1IKBAA gave a sense of security lo 

teachers, some teachers from other schools that were not involved in I IKEAA 

network impress us with another perspective. For example, tcachcrs from school 

A, who choosc to involve in teacher-initiated network instead of HKEAA 

organized network, comment thai facilitators in HKEAA network cannot respond 

to ihcir needs. As network from HKCAA is a pulloul programme in nature, 

facilitators only have limited knowledge on the specific needs of individual 

schools. Facilitators often can only provide some guidance from the fact book by 

HKEAA. Tcachers do not find it useful in this extent. Therefore, two dirfcrcnt 

understandings to the function of HKEAA network arc formed and alTcct the 

involvement in the networks. 

\ 
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The district coordinator actually is useless. She would not come lo our 

school and ask about the situation of our school. She does not have any 
\ 

knowledge about what is go in只 on in our school. Moreover, in ease we have 
* m 

any problems to ask her, she could only ^ive us some factual answers. 

( Teacher A, School A) 

6.2.4 Network sharing without governance: what arc tcachcrs really 

sharing in the networks? 

All three networks have provided valuable plat forms for teachers to 

\ exchange their information and ideas on NSS-LS curriculum. However, as Ihc 

expcctcd learning processes and outcomes of NSS-LS curriculum arc not 

wcll-rormulaled, it is difTiciilt for tcachers lo find some authoritative 

interpretation to help them to carry out the curriculum. In this sense, tcachcr 

learning in the networks is mainly carried out with unofficial rclbrcncc group, 

namely ordinary teachers from other schools, who are similar lo themselves. 

These kinds of teacher learning and sharing are without moderation or 

governance. Teachers can easily 丨earn or share the contcnt lhal is not so desired 

or legitimated when compare with the ideas postulated in NSS-LS curriculum 

guide. 

One common phenomenon lhal happened in Ihc process of network sharing 

is that teachcrs gradually look down onto the importance of content knowledge 

when the sharing goes on. In network sharing, teachers gradually build up a 

‘ perception that content knowledge is not as important as expected or written in 

curriculum document. This perception may comc from two main sourccs: 1) the 
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sharing by HKEAA as mentioned; 2) ihc clTccl of lack of Ibundalional 

knowledge by teachers. Firstly, as HKHAA has consislcnlly introduced the 

marking guidelines of public examination, Icachcrs arc unavoidability affcclccl 

and followed the skills-inclined crilcria.postulated, 'icachcrs think that they 

should put more erfiphasis on skills training rather than knowledge input. 

Secondly, as sharing of most teachers is limited by iheir ibundalional knowledge, 

tcachers usually share something practical instead of conceptual or ideational, 

leachcrs lend lo focus on developing some practical skills ibr students in 

respond lo examination questions. In ihis case, issue enquiry with appropriate 

content knowledge is put aside. Teachers would pay lilllc attention lo the depth 

of conlenl knowledge and introduce shallow and minimal knowledge instead. 

H^e come up with a conclusion (haf wc (auglU (he curriculuni content in a 

very deep way. But actually others are not like that, if should he very simple. 

‘ (Tcacher A, School A) 

We went to other schools for lesson observations or hear from the network 

is that the content in this subject should nol he deep, but hroaci and plenty. 

(Teacher D, School A) * 

Another unforeseen outcome of the sharing networks is thai leachcrs use 

this plallbrm lo share as freely as they like, sometimes the sharing conlcnt is 

deviated from the ideas advocated by Education Bureau, One of the most usual 

but deviated sharing among teachers is the use of textbook in NSS-LS. Although 

Education Bureau reinstated teachers should not use textbook as their main 

teaching supplementary materials and sourccs of knowledge, most Icachcrs 
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adopted the use of textbooks lo facililalc their (caching. The choices of textbook 

become one of the common conccrns among tcachcrs. '1 here fore, in order to 

elicit information and comments in using textbooks, leachcrs often use the 

networks to exchange the information about using textbooks. The lost of bearings 

in content and application of networks caused tcachcrs lo have a snowball clTccl 

on using textbooks as ihcir norm. In leachcrs' eyes, using textbooks is actually a 

norm in implementing NSS-LS curriculum, so the willingness of constructing an 

appropriate conlcnt knowledge wilh school-based emphasis is weakened. 

Tcachcrs no longer strive to produce content knowledge thai they are not familiar 

with and left this task to textbook publishers. Networks can be seen as the 

accomplice of adaption of textbook, an illegitimate approach in teaching NSS-LS 

in the point of view of Education Bureau. 

In the last two weeks we grouped together and discussed cihoul choosing 

textbook. I think the discussion is very concrete. Moreover, (he network is 

actually organized hy Education Bureau or IIKEAA, otherwise we cannot 

arranf^c it hy ourselves. IVe gathered and discussed what and how we 

choose the textbooks. ('I cachcr A, School D) 

We gathered and discuss our progress and leaching experiences vi'c^ 

really learn a lol from other experiences. To he honest, we will (/iscuss on 

how other teachers choose the textbooks. (Teacher B, School H) 

Along with the practical needs advocated by Icachers, assignments and 
s 

examination paper sharing are another tcachcr major concern in practicing 

NSS-LS. Tcachcrs are working under light schedule and deadline after deadline, 

“179 



especially in dealing with assignments and examinations that have a clear 

deadline imposed. So, teachcrs once again shared what they count as practical 

and useful in the network, in addition to the planned objcctivcs. 

She ^ave us many strategies in marking stiuicrU assignments because she 

has a lot of experiences in teaching Liberal Studies in advance 

supplementary level She printed out some sampjes of student scripts and 

homework in order to illustrate to us why some homework arc betler than 

others the topic of our last meeting is about cxaminudon, therefore, 

some schools will ^ive their examination paper. selfJcssly for all of us to 

discuss. (Teacher A, School A) 

6.3 Conclusion on collective sense-making of NSS-LS curr iculum: From 

collective puzzlement to collective abandonment of the ideals 

In the two levels of collective sense-making in school setting and network 

setting, the ^convergence of perceptions towards NSS-LS curriculum has 

gradually formulated as teachers interact among colleagues and other teachcrs 

within the school networks. At first, teachers do not know how to interpret and ‘ 

formulate school-bascd curriculum. Diversifying and unifying ideas arc both 

formulated at ihc same time during the inlcrprctalion proccss.八 sense of 

• -N 

collective puzzlement (Hall，1993; I Icclo, 1974, p. 305) is formed during the 

curriculum policy learning of NSS-LS. . 

z 
、 ’ In further collective sense-making process, teachers exchange Iheir 

- k 

“1 

I perceptions and ideas on NSS-LS curriculum with others freely without 
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restrictions. Teachers share what they think is useful and practical among 

themselves, for example, shallow content knowledge, training examination skills 

and use of textbook etc. The contcnl of sharing may not be well-filled and 

responded to the ideals of NSS-LS curriculum. However, as tcachers arc grouped 

together ill school and nelvvork levels, teachers gain moincnlimi in circulating Ihc 

deviated ideas and perceptions about NSS-LS curriculum. When Icachcrs make 

sense of the NSS-LS curriculum collaboratively, they shared the burden on the 

blame of deviation in NSS-LS curriculum and may interpret the curriculum in 

their own way with confidence built through discussing with other teachers 

around. However，the snowball e 11 eel of、distorting; and reinterpreting NSS-LS 

curriculum in networks can bring damaging clTccls lo the cnactmcnl of 

curriculum at the end. The networks help teachers lo deviate IVom Ihc curriculum 

) ideals and abandon Ihc original ideals collaboratively lo a much practical or even 

/ 
non-liberal, indoctrinate way. 

» . 、 

Moreover, when tcachers participate in panel sharing and network sharing, 

the ideas in these two platforms interflow between one another. The deviated 

ideas on NSS-LS spread among different schools when tcachers are adopting and 

,contributing their ideas to the network. The sharing processes have converged 

teacher's perceptions on Liberal Studies and further alTecl the enactment of 

NSS-LS curriculum in schools. The actual practices of NSS-LS curriculum will 

f 

be discussed in the next chapter. 

V 
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Chapter 7: Enactment of NSS-LS curriculum and its effects 

% 

Based on individual and collective scnsc-inaking of NSS-LS curriculum, 

tcachcrs enact their ideas on curriculum into practices in school sellings. Since 

Ihc gap between curriculum ideal and reality is loo wide and Ihc content of 

NSS-LS curriculum is too extensive tor interpretation，Icachers bounce back 

from approaching the ideals to a more realistic, practical and conservative 

approach as discussed in previous chapters. 

In individual sense-making of NSS-LS curriculum, dilTerenl versions of 

curriculum ideas arc formulated. Tcachcrs pcrccivc their version of NSS-LS 

curriculum with their own teaching background and learning experiences. 

Teachers construct some effective strategies to intciprcl NSS-LS curriculum and' 

Ihink along the way on how to deliver the curriculum to students. Tcachcrs 

gradually form a vague interpretation of NSS-LS curriculum based on integration 

* of learning from Liducation Bureau, universities and HKEAA. After confused and 

diversified learning in these institutions, authoritative and practical interpretation 

from nK>:AA bccomes tcachcrs' major ideas in implementing NSS-LS 

curriculum. 

Individual tcachcrs carry ihcir preliminary ideas into Ihc school and network 

settings to share and verify the possibility and practicability o f these ideas. From 

• school and various networks, teachcrs further conllrm their ideas on ihe emphasis 

of examination. Mutual recognition by tcachcrs IVom clifTerent schools has 

. . formed in the network sharing and learning proccss. A rough consensus on the 

implementation of NSS-LS has formed. The consensus in school and network 
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setting will also strengthen individual percep*'ons towards NSS-LS curriculum 

and form interdependence between individual sense-making and collective 

sense-making. Arterwards, teachers enact their rough consensus and deliver the 

NSS-LS curriculum in their own way. 

During cnaclincnl of NSS-LS curriculum, teachers faced several dilemmas 

between implementing an ideal or realistic NSS-LS curriculum. As teachers need 

to handle everyday classroom teaching, they build up several common 
A . 

enactments of NSS-LS cuniculum that override Ihc ideals. Teacher overriding 

enactments of NSS-LS curriculum are discussed as follows. 

7.1 Enactment overriding the ideal 1: When direct teaching is more effective 

than issuc-ciiquiry 

The first dilemma lh:it tcachcrs have to face is ihc use of learning and 

teaching approach in NSS-LS. Although NSS-LS curriculum guideline promoted ^ 

the use of issue-enquiry approach as major teaching approach to facilitate student 

‘ co-conslruclion of knowledge and enquiry learning, teachers often emphasize the 
I 

use of direct teaching as their main teaching approach instead. 

Tcachers strategically select direct teaching as their major teaching approach 

becausc dirccl teaching is more responsive to student learning needs. In 

‘ adaptation of issue-enquiry approach in teaching NSS-LS, tcachcrs have to use a 

lot of perennial and current issues to illustrate the conlcnlions and arguments in 

> each issue and to help students to co-construct their knowledge from issues. 

However, in daily classroom practices, teachers often find students arc lack of 
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foundational knowledge and capability lo understand the issues and construct 

knowledge by themselves. In. this ease, teachcrs choose to Icach NSS-LS 

curriculum and its content knowledge by using direct teaching in order to 

supplement Ihc conlcnl knowledge required lor enquiry. 

Actually, stmients are not fnmilicir with many concepts. How can 

issue-enquiry approach be carried out when students arc lack of foundational 

knowledge? We just laughf Ihe issues on proposal of political reform ami 

students don 't know what I am talking cihou(. What is political reform, 

legislative council, separations of power? I have struggled through that. 

Students know nothing. Inhere are too many concepts behind each issue. We 
% 

cannot leach with issue-encjiHry approach. We have to hack lo basic and use 

direct teaching. (Teacher A, School E) 

In addition to the use of direct icaching, teachers often conduct the peripheral 

practical ideals on issue-enquiry approach, such as adaptation of role play and 

group discussion, to becomc Ihcir classroom activities to arouse student interest 

in NSS-LS learning. The core part about co-construclion of knowledge in 

V 

issue-enquiry approach is put aside. In teachcr's perspectives, the position of 

using issue-enquiry approach and direct Icaching is reversed. Teachers prefer lo 

use direct teaching as Ihcir major teaching approach and issue-enquiry approach 

as complementary approach. Tcachers think that student learning begins with 

weak foundation knowledge, so Ihc use of direct teaching can supplement student 

learning deficiencies in this part. Students may iurlher inquire with other 

‘ approaches when their foundation is solid enough to explore the details o f each 

issue with equipped foundational knowledge. 
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- ‘ ‘ • 
9 

\ 

\ -

Direct teaching is our basic teaching approach. Also, teachers and students 

conduct some group discussion, . or even role play. I think these 
“ -

,'、 supplementary strategies are'acceptable-to students. (Teacher A , School B) 
J 

、 ‘ 
. 、 • * “ 、 . . 

• •-» * 

tf < 

/ used, direct teaching more often, especially in some conceptual matters, I 

‘ * . 、 ‘ 

. ,‘ will explain more. But if I want them to do some issue-enquiry, I will 、 

encourage students to form groups, no matter IM'O, four or even six in a group. ‘ 

I will encourage students to do so. (Teacher D, School C) 
身 I 

> 
• . * 

• » 看 

• • • 

•4 • - 厂、. ， 、 、 . . 

Teachers choose Ihe effective teaching apfproach according their practical •、 

* »• 

leaching context, especially student learning backgrounds and educational needs， 

‘ . 、 ‘ ‘ . 

, i n s t e a d of the conceptual ideas on the strength and advantages of certain teaching 、 
* *» » 

* f 

approach in teacher selective processes. Teachers choose to adopt what is 
- ‘’ . v' 

• - 1' ' . » 

effective and relevant, in this case direct teaching approach,' as their dominant 

、 
leaching strategy. Although the ideas and benefits of issue-enquiry approach are 

？ » 

• ‘ still in consideration by teachers, the actual teaching context constraints teachers 

• to choose in direct teaching. The ideas of issue-enquiry approach have been pin 
‘ > -

- ^ down to certain interactive activities thai facilitate student learning. 

V 

* • 

7.2 Enactment overriding the ideal 2: Using textbooks as their safety line 

, < a • ‘ 
\ 

:、"• 、 、 . 
Since teachers have adopted direct teaching approach as their major teaching 

. V “ strategy, they have to choose some supplementary teaching materials to facilitate 

. ‘ • - . 

、’ ^ their teaching approach. For most o f the NSS-LS teachers, although using 
t . 

- textbooks is not "encouraged by Education Bureau- (Curriculum Development 
( 

亡 , • . • . 1 8 5 

• • 

• . 



Council & Hong Kong Examinations and Assessment Authority, 2007), 
4 

textbooks are still teacher preferential choice of teaching materials to assist their 

flow of teaching and anchor student learning. Textbooks provide the necessary 

• > 

concepts for teachers and help teachers to narrow.down the scope of leaching. 

With the assistant of textbooks, teaching approach is also affected. 

Several reasons are mentioned by teachers for their use of textbooks. One 

outstanding reason is that textbooks can provide necessary content knowledge for 

teachers to teach. Teachers can base on textbooks to introduce and modify the 

content knowledge as they like. In classroom teaching practices, textbooks can 

also help students lo anchor their learning and refer to teaching content with 

textbooks by student themselves. Therefore, some traditional teaching practices, 

such as underlining or reciting textbooks, occurred in the presence of textbooks 

as a major.teaching aid. 

V • ^ 

Since )ve have textbooks }un\\ I get used to telling my students to underline, 

、• 
• •• • • � ’ - ‘ « 

• • . -

and recite. For example, some concepts or definitions are included in the 

^ textbooks, such as self-estee^n. I will tell my students to recite those points. 
• / 

, (Teacher E, School E) - . 

、.‘-
• ， 、 -

« » 

、• 、 ^ Furthermore, like the role, of textbooks in traditional subjects, teachers expect 
、 • ^ 

‘textbook publishers to provide enough concepts and exercises to facilitate their 
； •令 •身 

teaching. In such a case，the dependences of textbooks in every stage of teaching 

• . • • ' > 一 . 

‘is increased, no'matter in teaching process or evaluation. 

•； • 

：'.. - -

Textbooks should provide some concepts for teachers to teach with. Also, I 
• '' / 一 
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expect textbooks should provide some exercises that are suitable for students. 

/ 

(Teacher B, School E) 

J 

Although some teachers are not actively involved in designing school-based 

curriculum and prefer to textbooks, teachers provide substantial reasons tor their 

choice. First of all, textbooks can ease the anxiety of student learning in NSS-LS. 

One of the difficulties in student learning NSS-LS curriculum is thai students are 

often confused with how to find some concrete content knowledge for them to 

review and remember. I f teachers only give students some school-based leaching 

materials and worksheets for students lo go over, students may find il difficult to 

follow because the structure and format of school-based materials are not as 

well-organized and arranged in the formal and finest outlook as textbooks. Also, 

. students often find learning is more comfortable with the help of textbooks 

because students get used to learning with textbooks in other subjects. Students 

often see textbooks as their authority in defining knowledge and can refer to it if 

they come up with any difficulties. Textbooks become an effective teaching aid 

to facilitate student learning. 

\ First, students will he more comfortable and hiow actually they have to read 

something. Second, if the textbooks have quality, we can teach with the 

textbook effectively. (Teacher C, School B) * 

•‘ I 
• .、.’ • 

• ‘ - 〜 、 

.. ’ … ’ 丨). -
- • Textbooks actually become predominant tools in our teachin^Stisically, we 

. ‘ / i 

trust what is written in the textbooks and we will teach it to the students. 

Students also feel safe with textbooks. They can read it and also trust the 
^ i 

textbooks because students are grown up with that lecn'ning habit. They 

、 - 1 8 7 
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t • 

are actually groM>n up with textbooks. (Teacher A，School E) 

In addition, some teachers perceive textbooks as basic teaching materials that 

students may read by themselves al home. Although icachers try to cover as 

many topics and content knowledge as possible when leaching NSS-LS，the 

‘ • conlcnl covercd in NSS-LS is still too broad for teachers to handle in classroom 
r. 

teaching. Tcachcrs may introduce some important concepts in their lesson but 

have to equip students with self-directed and self-motivated learning after school. 

Textbooks can provide some precise and concrete materials for students to self 

reading and learning. Textbooks not only consolidate student learning in 

classroom teaching, they also act as extended reading materials for students. 
I , 

Students may use textbooks as oneN3f their handy reference books within the 

I 
huge content knowledge that students have lo explore in their three-year learning. 

Textbooks are for student reference. I’i our school, textbooks are just 

supplementary and match up with what student learnt. In oitr classroom 炉 

• i 
teaching, we will cover the textbooks as far as possible. If we cannot do il in 

• * 

our lessons, we will tell students to mark it up and read it hy themselves. . « 

r • 
'、 (Teachcr B, School D) 

# ‘ 

“ • • • ‘ • 
t 

On the other hand, besides the fact that students arc more comfortable to 
. ‘ “ 、 

leam with textbooks, teachers also find textbooks have greatly helped their 、 
• f . 

、 ’ 

teaching, which is especially true to the inexperienced teachers in' teaching 
•“ / 、 

Liberal Studies. Teachers find it hard to plan their teaching flow and organize 
. • < 

'•1 ‘ 

teaching materials all by Ihemselves.- With the help o f textbooks, teachers can 

have some rough ideas in the content and floW of teaching. Based on preliminary 
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ideas provided by textbooks, teachcrs may build school-based materials on lop of • 

that. 

‘ « 

If there are no textbooks, many colleagues will he afraid to teach in this 

subject. Teachers treat textbooks as their white cane in the darkness. 

Teachers are more comfortable with textbooks. In reality, textbooks can also 

reduce the workloacJ of teachers. Although Education Bureau does not 

encourage us to use textbooks, however in actual implementation, teachers 

are hard to make school-based teaching materials. (Teacher A, School F) 

•一 In conclusion, with the inclusion of textbooks in NSS-LS curriculum 

* 

* planning，learning and teaching in this subjccl can be at ease IVom uncertainties 
« • 

、 》 
caused by open-ended curriculum. 1 lowever, the use of textbooks would 

‘ certainly hinder the initiatives and involvement of teachers to tailor-made » » • 

school-based teaching materials. Some important ideals of NSS-LS curriculum 
‘ \ 
* 、’ 

thai can be drawn from school-based curriculum have also been less emphasized, 

such as students' construction of knowledge, building on student strengths and 

developing enquiry skills etc. Teachers choose lo play'safe in implementing 

NSS-LS curriculum and use textbooks that they are familiar with as their 

teaching aid. 

、 峰 

* 

, 7.3 Enactment overriding the ideal 3: Examination-oriented practices 
i "1；-

dominat ing the teaching parad igm 

I 

Another deviated paradigm for teachers in implementing NSS-LS curriculum 
t . -

.、 is the shift of importance of liberating teaching and learning towards examination 
s 
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• • • • . 

. . . . . 

practices. As sludcnl learning outcomes of NSS-LS will inevitability go through 
• • • . . 

• ^ 

public assessment and will aficcl students' chance of admitting to universities, 

teachers put lots of efforts to ensure students doing well in public examinations. 

Teachers often give out lots o f exercises and assignments lo drill students in 

‘ order lo gel good examination results. Moreover, Icachers justify their 、 
. . . . - ‘ 

examinalion-orientcci practiccs by claiming that they can hefp their, students to ‘ 
« * 

• • • . 

strive for betler results and admission places ih universities. As is required by the 

f ‘ 

universities in I long Kong, students must attain level 2 {passing grade) or above 

in NSS-LS in order to meet the minimum requirements for admitting lo 

universities. 

Actually, teaching NSS-LS is examination-oriented and turns up into drilling. 
< • 

Different schools are drilling their students and aiming at good results in 

HKDSE. Because of that, we also drill our students continuously. The 

workload of students is very huge and it is hard for them. (Teacher D, School 

A) 

、、 
. • 

If、ve are using utilitarian perspectives to look al NSS-LS, J have lo help my 

students to get good grades at the end of the day, especially those who want 

to get into universities. I have to keep their results up to certain grades. 

Inevitably, I have to look at NSS-LS in cm examination point of view. (Teacher . 

C, School B) 

To achieve good results in public examination,. teachers develop several • 

^ strategies to cope with examination requirements. First of all, since teachers 

perceive examination as the most important event in actualizing student learning 
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outcomes in NSS-LS, tcachcrs have to be familiar with the requirements of 

public examination. In the point of view from teachers, content knowledge 

required by public examination is not as deep as cxpccted. Teachers believe the 

focus of public examination is not in content knowledge, so they will not spend 、 

too much time in icaching students about the background knowledge in issues. 

Instead, teachers prefer lo tcach as many issues as Ihcy can lo cover most of the 

current issues so that students may recall some issues in public examination. The 

tradeoff between deepness and coverage of issues is prctly clear when teachers 

are under limited time constraint. 

It s really examination-orientecJ and let our students to know more. Now, as 

examination is not emphasized on detailed content knowledge, we will not do 

that. We give our students more coverage instead of deepness. ( Teacher【）， 

, School A) 

• . 

To replace the importance of content knowledge in NSS-LS, teachers 

perceive answering structures or techniques in examination are more important. 

Hencc, teachers use some teaching time in drilling students lo write up 

- argumentative passages with certain structures and answering techniques. 

Teachers can dearly identify the components required by public examination and 
• 

train up their students in answering data-response questions or extended-response 

' “ • 

V . questions. Teachers train up their students by using similar strategies applied in 

, .traditional subjects. Teachers emphasize on training their students to write up 

argumentative essays with structure and information supported. In this case, 

structure of writing is more important than content knowledge and ideas toward ‘ 

广 . • issues. This cause learning of NSS-LS to become hollow and the liberating ideas 

• • . 1 9 1 
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in this subjccl is oppressed under the framework of examination. 

First, we have to train the structure in answering questions. Second we have 

to teach fhem to from their arguments with the support of information. To he 

honest, it is similar to other subjects like history. And it is also more or less 

like the examination in certificate level and advanced level. We drill our 

students in such a way. (Tcacher D, School A) 

The framework of examination paper two is continuously drilled in the first 

semester. Students can apply and use the framework awiind 95%. The 

framework includes standpoint, paragraphs, main clause, responds or 

rebuttal, conclusions and reflections. A complete model for our students is 

important. I think students in Hon^ Kong are very ^ood at copy in只 models. 

You give her something good and she will follow. Sha. can actually do it. 

(Teacher E, School A) 

Combining the above two points, some teachers think that even they teach 

shallowly to students, but if student answering structure is we 11-organized and 

informative, students can actually earn more marks and have better grades in 

public examination. In this ease, some teachcrs genuinely think that teaching less 

may mean more lo their students in terms of getting good results. The enactment 

of NSS-LS in this mindset has further confined the possibilities in exploring 

more issues and constructing a liberated curriculum. ‘ 
» , 

* Content knowledge and the amount of points that students can reproduce in 

• the examination are not important. If students can give their answers in detail 
秦 
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and well-written, they also get the marks. A metaphor is that like learning 

martial arts, if students can play the three moves very well, she can actually 

win the one who learnt eighteen moves. So why students bother to learn the 

extra fifteen moves? If students spend time to train those fifteen moves, I'd 

rather train them the three hut in an excellent furm. ( Tcacher 八，School B) 

Furthermore, teachers further elaborate their practices in drilling students to 

prepare for examination into modeling tl^^r students to answer the questions 

within the scope of their marking guidelines. In order to let their students be 

familiar with the requirements of public examination, teachcrs believe the most 

effective way is to distribute marking guidelines to students and let students 

imitate and learn from il. Teachers discuss and analyze the strengths and 

weaknesses of student sample answers. In the process, tcachers expect students 

can follow ihc good demonstrations and perform better next time. Also, marking 

rubrics arc also given to students such that students can know about cxacl 

requirements from teachers and can answer accordingly. 

I have guidelines in marking student assignments. I show students some 

examples from their classmates and explain to them how I market! their 

assignments. Every lime, I will distribute marking rubrics to my students. 

(Teacher B, School A) 

With all the efforts that teachers put in, teachers can have expectations on 

student grades in future public examination. They can roughly guess the results “ 

of students and lo adjust their teaching strategies. The requirements and -

• outcomes of public examination can be more or less mastered by teachers at this 
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stage. In such case, Icachcrs arc more confidenl in implementing NSS-LS 

curriculum and know where ihey arc going. 

/ always tell my colleagues that our students can ^et level 2 if we keep on 

training them. If students can write up something in the examination, I think 

it would not be that difficult. (Teacher A, School R) 

7.4 Enactment overriding the ideal 4: Mak ing independent enquiry studies 

dependent 

Besides classroom leaching, NSS-LS curriculum has also provided . 

opportunities for students to learn in a sclf-direeled way in independent enquiry 

studies. Students decide their own research topics and have to complete an 

independent project with three stages, i.e. projcct proposal, data collection and 

product. Each student is under supervision by tcachers from time to time in order 

to review the progress of projcct. Teachers should also help students to formulate 

and focus their rcscarch questions. Students are under individual guidance Irom 

teachers to explore their interested topic as they like. 

Ideally, students can choose lo use written or non-writlcn format to hand-in 

their main body of report. If students choose lo use non-writlcn (brmat, such as 

taking movies, broadcasting or drama etc., students have to write a short written 

text to explain their main ideas and reflections on ihc projcct. But in teacher's 

perceptions, the requirements of short written text make the difference between 

written and non-written formal vanished. Teachers have to guide students to 

write a passage anyway. 丁his requirement makes leachcrs reluctant to accept 
« 
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students to choosc non-written formal bccausc rcsourccs input will be a lol 

‘ greater when compared with written format. Teachers have lo arrange 

audio-visual aids, recording equipments, materials for stage performance or 

^ whatever student needed to produce non-written projects. 

The original idea is thai diversity in the formal of independent enquiry ‘ 

projects may calcr lor learner diversities and clicit dinercnl views and enquiry 

skills from the projects. I lowcvcr, as Icachers pcrccivc great difficulties in 

management and huge workload will come across if student projects arc loo 

diversified, teachers tend lo constrain the format of student projects lo written 
« 

form so that it can be easily managed. 
* • 

The ideas of education are very grand hut sometimes many things are very 

down to earth. For example, students have lo write a lot in independent 

• enquiry studies in the future. Although students can choose to produce movie 

or other alternate format, hut what is the most simple and direct way to do is • 

si ill a written report. (Tcachcr F:，School F̂ ) 

• 

Of course students have to do written report. We have mentioned ihe 

alternatives once, hut not again. Since when students do the non-written 

format, they still have to write up over thousand words to explain their ideas 

behind So why not do the written report in first place. (Tcachcr 八，School 

B) “ ‘ 

, ‘ 、 

« . 

I 
» 

. Furthermore，Ihc ideas on constraining the format of student independent ‘ 
z * 

enquiry projects are spread among tcachcrs. In network sharing atid other 
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circumstances，tcachcrs exchange their ideas and school-based practices on 

independent enquiry studies. Teachers find thai most of the teachers will not offer 

non-written formal for students in preparing their independent enquiry studies. 

The common practices further ensure teachers to limit their choices for students. 

I think most of us tend to use written format. We are following Ihe pracfices of 

all fhng Kon}^ schools. Since the practices of all ffong Kong schools are 

doing written report, I believe our school would not deviate from the common 

H 

practices. (Teacher B, School F) 

Besides the formal of independent enquiry studies, student decisions on Ihc 

topics of independent enquiry projects are also bounded by tcachers. Although 

NSS-LS curriculum guideline suggested six themes in conducting independent 

enquiry studies and students may also choose beyond those themes, Icachcrs 
A 

pcrccive the varieties of topics will make them very hard to supervise student 

progress. As teachers need to supervise students on the independent enquiry 

projects, if students choose the topics that teachcrs arc not familiar with, it will 

cause difficulties for icachcrs to comment on or make suggestions to student 

projects. Also, some teachers worried if students are free to choose any interested 

topic as they like, the topic" itself or related subjects maybe loo sensitive for 

students and teachers to handle, such as topics related to religion and ethics. In, 

such cases, teachers further deprived the liberating and freedom elements in * 

NSS-LS in order to meet the achievable and manageable goals in completing the 

independent enquiry projects. 

Of course we will rule them out. I told them, "Don 't do anything related to 
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- China, you won 't go hack to China and conduct the research Don 't do the 

topics on globalization ……and don 't do the topics related to religion, having 

contentions related to ethics, abortion, homosexual, religion, all the topics 

should not he explored by students. ( Teacher A, School B) 

% 

7.5 Conclusion on Enactment of NSS-LS curr icu lum: Deserting the ideal, 

constructing the "brave new wor ld " 

In conclusion of the fotir deviating cnaclmcnts of the policy, tcachcrs in our 

ease schools have abandoned their imaginary ideals of NSS-LS in order to 

exchange for smooth implementation of NSS-LS curriculum in the real battle 

field in classroom practices. Teachers put their ideals aside and aim at teaching “ 

with confidence and student getting good results in public examination. Actual 

implementation of NSS-LS teaching has diverted to the deviated enactments 

around. In this process, teachers realize student performances can be improved, 

at least in terms of marks, by Ihc examination-driven practices. Teachers prefer to 

use direct instructions, unauthorized textbooks and constrain students' choices in 

determining their topics of independent enquiry studies. Teachers think their 

f 

strategic approaches can ensure students perform well in public examination and 

also their products in independent enquiry projects. Teachers further use their 

teaching time to drill their students with examination practices, such as training 

the structure and format in answering sample questions, in order to achievc their 

expected goals in student performances. 

Through Ihc process of drilling, teachers see some improvement of students 

in tackling examination questions and writing essay in systematic way. Teachers 

“197 



gradually gel rewards from ihcir hard work and rcinforcc them to train their 

students in this way. Tcachers have more confident in handling Liberal Studies 

Icaching and can anticipate student learning outcomes after the whole drilling 

、 proccss. Although teachers realize drilling is not an ideal, or even close lo ideal 

^ practices in leaching NSS-LS, tcachers are satisfied with this practices bccausc 

. Ihcir work is already under great difficulties and constraints. Teachers pcrccive 

drilling and examination-oriented teaching as a way out in the unclear and 

chaotic learning and teaching environment. 

- To better describe and analyze teacher co-construction and enactment o f 

NSS-LS curriculum, the visions from Huxley's brave new world and brave new 

world revisited (Huxley, 1932, 1958) can provide some insights on analyzing the 

current phenomenon on NSS-LS leaching and learning. In the brave new world, 

Huxley indicates there is a world state that administers the entire planet, with a ‘ 

few isolated exceptions. The motto in this world is “community, stability and 

identity" and Ihc majority of people work peacefully and happily in this global 一 

society. However, the peaceful and efficient society is based on practical workers • 

but not thinkers. Most of the people do not rcHcct on their existence or resist 
• I 

I • , 
t' 

their way of living but enjoying themselves in the state-conditioning system. 
f •• y 

. 窜 

People are controlled by inflicting pleasure and ruined by what we desire 

(Postman, 1986). , 

In the enactment o f NSS-LS, although teachers perceive and implement 

NSS-LS curriculum in an unclcar and chaotic environment at the beginning, 

teachers gradually co-construct their own way of practices and common 

strategies in responding to NSS-LS curriculum. Although teachers notice the 
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original ideas in implementing NSS-LS curriculum, they slowly give up their 

ideals. Teachers tend to rest on their comft^ zone and bring out their usual 

practices in other subjects, mostly examination-oriented teaching and learning 

practices. Teachers justified their deviated teaching and learning practices in the 

" name of 产den t backgrounds and learning habits, which is constrained by 

‘ practical concerns in implementing NSS-LS curriculum. 

I^eanwhile, HKEAA has continuously conducted seminars lo introduce 
- / 

assessment system and requirements of NSS-LS curriculum. Teachers begin to 

master levels of content and standards in the future public examination. 

Throughout learning process with HKEAA, teacher paradigm in conducting 

teaching and learning has further incorporated with the practices in assessment. 

Teachers begin lo perceive and enact NSS-LS curriculum in an \ 

examination-oriented way. Introduction of con ten t^^ou ie^e and issue-enquiry 心 

in NSS-LS is played down into points to notes and structure of writing 

argumentative essays. The original liberating ideas in this subject have been 

confined in the assessment framework proposed by HKEAA. However, although 

implementation of NSS-LS is devalued in this way, teachers feel fine to proceed 

、- ‘ 
because examination-oriented practices arc being rewarded by improvement of 

student performances. As teachers have constructed clear marking guidelines and 

> - . • • 

rubrics for students, students can have frameworks to follow and imitate the 
ji 

answering pattern. Students begin lo build up confidence in studying NSS-LS 

and go on with the examination-oriented practices. The mutual benefits gained 

from examination-oriented practices are well-recognized by both teachers and 
. • - . 

students. • , 

‘ ‘ 
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Under this circumstance, teaching, learning and examination practices are 

entangled and self-fulfilled with each other under unified practices. Teachers are 

satisfied with reinterpreted NSS-LS curriculum and rc-modified enactments 

because they can finally practice the curriculum with confident. The re-modified 

/ enactments are spread among schools through different networks and sharing 

I / sections. The deviated but common pracliccs have been approved by consensus 

of teachers. The practices arc further stabilized and legitimized among teachers 

through network sharing. I lowcver, these stabilized teaching pallerns have also 

trapped teachers in an inescapable assessment framework. Teacher community is 

walking away from liberating ideals of Liberal Studies in exchange of certainty 

‘ and stability in implementation of NSS-LS curriculum. The co-construction of 

hollowed NSS-LS curriculum and deviated examination-oriented practices made 

、 

teachers live in the brave new world of NSS-LS with confidenl and unwilling to 

leave Iheir comfort zone and be liberated. 

» 

7.6 Effects of implementation of NSS-LS curr icu lum on curr iculum 

• > 

governance, teachcr professional development and curr iculum and 

instruction reform ‘ 

Along implementation of NSS-LS curriculum, several effects and outcomes 

occur to affect curriculum governance, teacher professional development and 

curriculum and instruction reform. In this section, three domains of effects will 

be discussed and also its implications to implementation of NSS-LS and 

education policy implementation research in the age of reform. 

• « 

Effects on NSS-LS curriculum soveniance 
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In previous chapters, sense-making and enaclmcnl processes of NSS-LS .. 

curriculum by teachers are discussed. Through Ihc processes, Icachcrs perceive 

unique governance style in NSS-LS curriculum. As content and issues of 
• 

NSS-LS curriculum is driven by enquiry questions, tcachcrs have lots of 

autonomy in deciding what should be included in the curriculum. However, on 

the other hand, the curriculum governance of NSS-LS can also be perceived as 

governance without government (Rhodes, 1996). Education Bureau did not have 

strict cuiTiculiim content to impose on senior secondary education in a top-down 

manner. The actual NSS-LS governance is through self-organizing networks in 

secondary schools. Teachers share among themselves and formulate some 

common understandings towards NSS-LS curriculum in an interactive way. In 

this case, Education Bureau involved as facilitators of information sharing 

among teachers. Then, teachers perceive the curriculum as a loose framework 

and would not bother much on constructing a concrete school-based curriculum 

that have to refer to territory-wide curriculum guidelines for implementation. 

With little concern on constructing a holistic 3-year school-bascd NSS-LS 

curriculum, teachers put much of their effort in handling actual daily classroom 

practices. In tcachcr's perspectives, ihcir instant practical concerns are much 

• 

precedent to other long-term ideational concerns in teaching NSS-LS. Ideas on 

NSS-LS, or even school-based holistic curriculum, arc too tar away from them. 

The presence of practical and useful leaching materials is the most important to 

facilitate Iheir implementation of NSS-LS curriculum. Therefore，what actually 

affects the NSS-LS curriculuro implementation is not the curriculum itself but 、 

teaching materials or even textbooks. However, as teaching materials are mokly 
, £ - ^ 
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• designed within iruncaled topics for few lessons, ihc curriculum is then 

fragmented without well-planned and holistic ideas. 

Conslructingjvhatever curriculum is useless. I think Education Bureau should 
t 

c 

, put more effort in preparing teaching resources, such as newspaper clippings 
f 

and categorizations that will actually help Liberal Studies tea</hers a lot. 

It is better them constructing some curriculum guidelines and rhetoric (hat is 

‘ useless to our teaching. (Teacher C, School C) 

‘ Teaching materials. If there is teaching materials for us, it will he much better. 

Teaching materials should he well designed with leaching students answering 

techniques. It is because the most difficult part for us is still designing 

r 

teaching materials, (Teacher F，School C) 

‘ . 1 
A 

Teaching materials can resolve their difficulties in classroom teaching. As 
/ 

teachers believe their ultimate leaching outcomes of NSS-LS curriculum is 

reflected in public examination in HKDSE, sample papers and questions arc 

urged lo bt provided for teachcrs in order to prepare students for public 

examination. Under the pressure of public examination, fragmented NSS-LS 

, . . V 

curriculum is pulled together by preparation of examination. As discussed in 

previous chapters, teachers gradually formulated a lot of examination driven 

‘ practices in order lo cope with external requirements and held accountable 

towards the examination. 

J" : 

1 • ‘ • 

- I n teacher's perceptions and expectations of currfculum governance in 

NSS-LS, governance is npt imposed or raised from curriculum itself but ’ 

• > 
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、 assessment. A unified or certain sample of assessments exercises can facilitate 

teacher understandings on the curriculum. When HKKAA provided sample 

questions for teachers lo follow, tcachers had put all other influential factors 

aside and taken sample questions as Ihcir most important rcfcrcnce in teaching, 

learning and assessment. The governance ofNSS-LS curriculum has been greatly 

influenced by HKEAA instead of Education Bureau. 

You give one or hvo hundreds sample questions for us as references to 
‘ * 

demonstrate which questions are feasible and practical. And then in public 

% 

examination, you use those sample questions. Then I can fell my students, 

which part is relevant. If they can give us sample papers and questions as 

early as possible, it will be fine for us. (Teacher A, School B) 

Although public examination is one big issue thai tcachcrs have to face and 

can provide opportunities for unification in curriculum outcomes, teachers still 

try hard to find their local teaching practices in order to respond to student needs. 

In the processes of teacher learning and gaining experiences from different 

institutions, teachers realize no single solution or model can fit into their school 

environment. Teachers have to put their local'concerns over teaching materials or 

packages that are provided by Education Bureau. Thus, teachers have put their 

local concerns precedent to government concerns in implementing NSS-LS • 

curriculum. With these thoughts, teachers have not strictly followed the 

curriculum content or issue-enquiry approach suggested by NSS-LS curriculum. 

Teachers rather conduct their lesson and implement NSS-LS curriculum with 

school-based approach that fit students and teachers most. Al classroom level, 

teaching and learning approach can be barely monitored by Education Bureau. 
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Teachers often implement NSS-LS curriculum in deviated way that may not fit 

with issue-enquiry approach. Teachers perccivc the deviated teaching and 

learning approach as an inevitable move to facilitate student learning because 

that is for the best interests of students. 

If you would like to satisfy everyone, then actually you can satisfy no one. 

There is a dilemma / think I will ^ive up my learning in different 

, - workshops, I cannot use those stuffs in my teaching Finally, we have to go 

back and consider school settings. We need to have our own ideas and 

construct teaching materials together. If not, it will he very difficull. Actually, 

it is Ihe same as advance supplerrientary level Liberal Studies, eveiy school 

has their own instructional materials. (Teachcr A, School H) 

I don 't think we have to follow what is introduced by Education Bureau. The 

、 methods can be varied between different teachers. If methods introduced by 

Education Bureau are not match with school settings hut teachers use it 

anyway, we will waste our lime and cannot get good results. I believe some 

• students may get good results. But for other students, if we find the methods 
! 

• 、 

are not effective, we will use other methods. It's no big deal. (Tcacher A, 

School B) 

In conclusion, as the ideas and planning from Education Bureau may not be 

r 、 ： coherent with actual practices in schools, teachers lake side in implementing 

what they think is effective and ignore original curriculum ideas thai are staled in 

、 curriculum guide. When curriculum governance is actualized in classroom 

<• , practices, the governance is weak and without tight control by Education Bureau. 
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’ However，as these practices go on and public assessment is coming soon, the 

pracfices are gradually dominated by HKEAA ideas on examination. The 

governance and accountability of the curriculum are turned up in the hand of 

I IKEA A. Teacher sense-making and enactment are uniform by public 

examination. Therefore, governance of curriculum is neither top-down by 

Education Bureau nor bottom-up by teachers, but in the hands of others, i.e. 

public examination. 

Effects on NSS-LS teacher professional development 

As NSS-LS curriculum is enquiry question driven and open to interpretation 

by teachers, tcachers have enough space to make sense of Ihc curriculum and 

make it relevant lo their own teaching background and context. Ideally, through 

teachcr interpretation processes, teachers may empower themselves with their 

aclivc learning and teaching practices. Teachers may take their initiatives in 

designing appropriate curriculum and leaching materials in order to liberate their 

students. However, in the real practices of NSS-I.S curriculum, as the curriculum 

has left too much room for interpretation, it has hindered teachcr learning and 

empowerment contrarily. 

When NSS-LS curriculum has left too much space for teachcrs to learn and 

interpret, teachers often feci frustrated in their learning processes. As NSS-LS 

curriculum covers a wide range of knowledge, from sociology, politics, 

economics, psychology, public health and natural sciences etc with many issues, 

teachers often find it difficult to learn 明d construct ideal type of NSS-LS 

curriculum with teacher own capacity. In this case, tcachers often set boundaries 
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for themselves and restrain their learning within manageable scope. The 

self-defeating practices on teachcr learning have obstructed teachers to deliver 

NSS-LS curriculum in a more organic and fruitful way. Many tcachcrs have 

confined their possibilities of teaching and learning in so called "Liberal Studies 

in secondary student level". • 

I think because we are no experts. Also, what do you expect (he knowledge 

and performance of secondary students? I think (here is no need to teach in 

the level as deep as tertiary level like professors. I think we don ,t need to give 

.the knowledge in a very deep way or with research context. I think it is not so 、 
difficult to handle NSS-LS curriculum because we are nol require to teach al 

that level. (Teacher C, School C) 

Also, as teachers have their current practices in teaching other subjects, some 

、 
teachers have quite strong mindsets in locating useful teaching strategies for their 

students. In the point of view of some teachers，they think teaching and learning 

with issue-enquiry approach or cross-module studies is just another rhetoric such 

that force teachers to follow in the era of curriculum reform. 

I think the concept of issues enquiry approach is only making new rhetoric. 

There is no actual meaning with it. "Cross-module ”，"issue-enquiry approach “ 

etc are only wordings and I won ’t care about it. (Tcacher A，School B) 

With the above restricted understanding on conlenl knowledge and teaching 

and learning approach, tcachers adopt the use of textbook in order to fit in their 

practices. As curriculum content has left too much room for interpretation by 
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Icachcr themselves, tcachcrs use textbooks, although this is not encouraged or 

authorized by Education Bureau, as their solution in defining the scope and depth 

of conlcnt knowledge. Also, in the presences of textbooks, teachers may easily 

apply direct teaching or other traditional teaching strategies with textbooks as 

their references and anchoring materials. Some teachers depend on teaching 

flows provided by textbooks and conclude their teaching activities wilh the 

, p o i n t s highlighted in textbooks. The use of textbooks has dominated teacher 

practices in NSS-LS teaching and learning and become usual practices in the 

field of teaching NSS-LS curriculum. With textbooks, icachers have to use il ‘ 

because they have lo be accountable to both students and parents. Teachers have 

to use textbooks in substantiate proportion，if not guiding and dominating, in 

order to relied ihcir clTcctivc use of student purchasing money. 

Actually it is not a matter now, finally we all follow textbooks. Because as 

every student has textbook at hand, then I have no reason to teach something 

that is different from textbooks the conclusions and outcomes should he 

the same as text books. (Teacher E, School E) 

Our school has assigned textbooks for students. So I will look at the content 

and issues in textbooks. Because students have textbooks at hand so we 

will maximize the use of textbooks and find some issues that can fit in or 

already in textbooks for their discussions. (Teacher A, School F) 

With the above hindering factors on tcacher implementation of NSS-LS 
e -

curriculum, it is difficult for teachers lo empower Ihemselves in the space 

provided by the curriculum documents. Teachers have their invisible boundary in 
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implementing NSS-LS curriculum due lo lack of knowledge and confidence in 

making sense of tjjc curriculum by tcachcrs alone. Some Icachers have given up z 
their aulonqfhy in inlerprcling NSS-LS curriculum and also llieir chance of 

empowerment and liberty in deciding what lo teach in NSS-LS. In the 

perspectives from tcachcr professional development and empowerment in 

NSS-LS, teachers struggle through the process of teacher learning. The road to 

professional is even more difficult than traditional subjects because uncertainties 

and instabilities are all over NSS-LS curriculum. The directions and focus for 

tcacher professional developments are still remained to be explored as many 

, shortcomings have occurred in preparing NSS-LS teachers, for example in 

foundational knowledge, paradigms in teaching approaches and assessment. The 

rebuilding of teacher confident in handling NSS-LS curriculum is an essential 
•ft 

cornerstone for holding Liberal Studies teachcrs up lo certain standards. 

Effect on curriculum and instructional reform in NSS-LS 

In terms of curriculum and instructional reform in NSS-LS, the reform is 

under struggle with mentioned hindrance factors from both curriculum designs 

and teachers' unreadiness to change. Teachcrs also mentioned public examination 

in NSS-LS curriculum is the inborn dcfccl in curriculum design. The unified 

examination practices are naturally contradicted with liberating ideas in NSS-LS 

curriculum. Therefore, teachcrs faced an embedded dilemma in carrying out 

curriculum and instruction reform in NSS-LS curriculum. As NSS-LS is a new 
> 

^ ^ ^ subject in senior secondary education, teachcrs need certainty and stability in 

implementing curriculum. The unrest brought up by curriculum and instructional 

reforms have left the teachers with little interest in implementing the NSS-LS 
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curriculum. Situations make reforms even more tedious and difficult to achieve. 

Teachers easily come up with the ideas lhal back to their old practiccs, which arc 

examination-oriented, in order to find some directions in implementation of 

NSS-LS. 

Liberal Studies have some in-horn defect. First, teachers may not master the 

curriculum. Second, some teachers art not willing to teach, especially when 

it is a subject that required public assessment and demanding a 

pass actually it is hard for teachers. Other subjects would not he that 

complicated. (Teacher A, School C) 

At the end, il is examination oriented practices. Eventually we have to look 

at the examination. (Teacher E, School A) 

On the other hand, although teachers have limited initiatives in responding 

‘ to changes, teachers still struggle to find the best pracliccs in their own classroom. 

Teachers realized that there is no one-sizc-fil-all model in teaching NSS-LS 

curriculum. Tcachers have built up consensus in diversifying their teaching 

approaches in order lo fit in Ihcir own teaching styles. Teachers often believe that 

diversified teaching strategies are the best option in teaching NSS-LS curriculum. 

Teachers may teach in the way they feel comfortable and practice Iheir best. The 

diversified teaching approaches have provided opportunities for teachers to 

improve their teaching and gain back their autonomy in classroom from 

‘ examination practices. Student learning outcomes are always teacher ultimate 

. concerns in teaching NSS-LS. 
* • 

\ 
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I think if we use the same model, teachers can hardly fit into if with their 

own style. That is impossible. Some teachers are good at conducting 

discussion. Then, they should conduct discussion with students. Some 

teachers are not good at using discussion but direct teaching. You cannot 

force teachers to use the same model, it will not work. (Teacher A, School 

B) 

/ don'/ worry about classroom teaching. The teaching approach is not 

important. The most important is student learning outcomes. How can 

students get what they should learn? (Tcachcr C, School C) 

Again, Ihc use of textbooks is teachcrs' major concern in implementing 

NSS-LS curriculum. No matter how diversified or individualized teaching and 

learning approach teachers have adopted, teachers mentioned they would 

ultimately refer to textbooks for consolidating student learning. In that case, the 

diversities of teaching and learning are still bounded by the use of textbooks. 

Tcachers can hardly break through ihc constraints set up by teaching materials, 

mainly textbook, in this ease. 

I think teacher teaching approach and student learning style should match 

with each other, that is individualized teaching and learning. If students 

think that using textbooks can facilitate and consolidate their learning, I 

think we would better use textbooks. (Teacher D, School E) 

Lastly, curriculum and instructional reform is also greatly hindered by the 

great mindset of preparing public examination. Teachers think that,as students 
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have lo inevitably attend public examination, tcachcrs have to leach according to 

examination in order to be accountable for students. The ideas of curriculum and 

instructional reform are restrained by the assessment framework. Teachers 

believe that the ideas of Liberal Studies can only be carried oul without 
f 

constraints of public examination. They think that NSS-LS curriculum should not 

be publicly assessed and should be carried out in a way like other learning 

experiences or civic education. Teachers would have more space to elicit ideas in 

teaching whatever issues or content knowledge appropriate, which are suitable 

for student needs. Flexibility is the foundation to teach liberating ideas and carry 

oul curriculum and instructional reform cHcclivcly. 
» 

4 

/ think this subject should no longer he publicly assessed. I think it should 

9' 

like civic education or other subjects that nurture student interests. Then, it 

. will ease student pressure in learning. Students can learn happily in this 

subject and think effectiv4ijearning is achievable. It is no use for teachers to 

force them. (Teacher B, School B) 

I 

Finally, NSS-LS can he the required subject for all secondary students hut 

not for public examination. We can put it as other learning experiences and 

、 allocate some teaching hours in it But now, we force our students to 

s • • 

learn everything. The only result is that students will learn nothing. 

(Teacher A, School E) 

I Therefore, in the case of NSS-LS curriculum and instructional reform, the 
^ “ 

reform is restrained and at most carried oul in limited space of classroom 

teaching and learning. As the structure of public assessment cannot be changed 
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and become the core of teacher concerns, the ideas of curriculum and 

instructional reform can hardly be justified by teachers. The implementation of 

NSS-LS curriculum is barely with liberating ideas. 

» 
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Chapter 8: Discussions and*.conclusions 

‘ ‘ -

-:。:•… • -

In the previous chapters, individual sense-making, collcctivc sense-making, 

enactments and effects of NSS-LS curriculum arc discussed. Teachers make 

sense of NSS-LS curriculum wilh reference lo their individual backgrounds, 
• » 

- leaching environment, and learning from different institutions to formulate their 

V 

understandings about Ihc curriculum. Teachers bring along their individual 

perceptions and strategic interpretations of NSS-LS curriculum lo share with 

others in school and network settings. By frequent teacher sharing in different 
“ V 

platforms, general consensus is gradually built by teachers across different 
• 

‘ schools. Teachers incline lo make sense and enact NSS-LS curriculum with 

public examination orientation. The sense-making and enactment processes of 

‘ • NSS-LS curriculum also bring several effects on curriculum governance, teacher 

• 、 professional development and curriculum and instructional reform as discussed 

* f 

in chapter 7. 

In this chapter, the research findings and the implications of this study to 

current stale of researches in theories and practices are discussed, i.e. critical 

reflections on education policy implementation studies and NSS-LS curriculum 

, 、 • ‘ \ 

implementation. Finarconcluding remarks will be made to discuss the possible , 

orientations of future studies in education policy implementation and NSS,LS 

implementation. 

8.1 Discussion on the research findings 

» • 

、 “ • ，In this study, the individual sense-making, collective sense-making and 

、 ” - . ‘ 213 



enactments of NSS-LS curriculum arc discussed from teacher's perspectives. In 

individual sense-making of NSS-LS curriculum, leachcrs are lack of readiness 

‘ and capacity to make sense of the NSS-LS curriculum in a new paradigm with 

、 liberating ideas. The majority of teachers still make sense ofoNSS-LS curriculum 
• » ‘ 

with their old paradigm in classroom teaching and assessment. Tcachers believe 

that preparing students for public examination is iheir best way to deliver 
• / 

NSS-LS curriculum. With assessment as teacher's ultimate concern in NS^-LS 

curriculum, teachers cannot make sense of the curriculum in a liberal wav. The 
- • 、 

battle to fight for liberating ideas in NSS-LS curriculum is inevitab^ failed to 

i 
accomplish. Moreover, as the design of content knowledge and issues of NSS-LS 

curriculum are based on teacher's school-based interpretation, teachers do nol 
« » 

have courage lo create an ideal curriculum that they cannot handle. Teachers tend 

to interpret the curriculum in a shallow way and i m p l ^ e n t the curriculum as , 

\ 
smooth as they can handle. 、 

‘ 1 

In collective sense-making of NSS-LS curriculum, teachers make sense of 
N 

J • 由 
’ the curriculum in school and network platforms. Teachers share their individual 

� ‘ s 

interpretation on NSS-LS curriculum and seek feedbacks from the platforms. 

“ However, as the ideas and information are too diverse in the school and network 

• 

. ‘platforms, a sense of collective puzzlement is formed in the policy learning in the 
"V 

、•- . beginning stages. Teachers are soaked in abundant information and interpretation 

of NSS-LS curriculum, so teachers usually absorb.the most relevant ideas on the 

:.、. .curriculum to their daily teaching environment. When the school-based and 
• r - - • 

: : ‘ . • • 
、 ‘ ‘ network sharing go on, the practical ideas and practices are mostly shared among 

1 ‘ 
、. ‘ teachers . Teachers put their emphasis of NSS-LS curriculum on assessment and 

. ‘ public examination. Thus, teachers abandon the ideals of NSS-LS cufHculum 
、 

* ‘ 、从 、 
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) • 

• , 
V • 

> . 

collectively. Teachers may share the burden on deviating from ideal NSS-LS 

currici^um、by self-justifying their‘ practices in the school and networks. 
‘ ！ • 〃 

’ ,There fo re , although school and network platforms have smoothed the 
• / - . 

implementation of NSS-LS curriculum by sharing practical resources among 

teachers, the self-justifying process in deterrnining relevant rcsoQrces does harm 

the process of constructing the ideal NSS-LS curriculum. 

In the enactment of NSS-LS curriculum, teachers face, four dilemmas in 

choosing to implement a practical NSS-LS curriculum or ideal NSS-LS -
• 

curriculum. First, teachers have to. choose to teach the curriculum by direct 

. . I ‘ 

teaching or issue-enquiry .approach. Second, they have to choose to use or not to 

use textbooks. Third, they have to choose their teaching focus on examination or 

liberation. Fourth, they have to choose to guide student's independent enquiry 
I � 

studies in a dependent or independent way. In teacher's selection, the practical 
* 

ideas override the ideals and become Ihcir actual practices. The 

examination-oriented practices in ,NSS-LS curriculum are stabilized among 

» 

9 、， * 
‘ teachers by teacher's ca-const^uction process. Teachers regain stability and 

i 
meaning in implementation of NSS-LS curriculum. 'However, the enacted 

* 4 * -

NSS-LS curriculum in thtf^ense is only a brave new world of liberal studies. . 

Teachers are satisfied willtiiirrent practices that bring"promising student's results 

in public examination. 、 , 
‘ > 、、- • 

. f ‘ . I ‘ 

In this study, teachers make sens 昏 of the interpretable NSS-LS curriculum in、 

A 

their own、way、based on their previous teaching and learning experiences. 
« \ 

‘ Teachers gradually walk away from the ideal to realities and co-construct the 

、 - . ‘ 

re-interpreted NSS-LS curriculum collectively through school and network * 
、 . -.. 
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platforms. The findings and discussions in this study bring several implications 

‘ to the theory and practices in implementation of NSS-LS curriculum. The 
‘ 、 -

、 implications to education policy implementation studies and implementation of 

NSS-LS curriculum are discussed in the following sections. 

‘ ’ ‘ 

• � 

8.2 Implications lo education policy implementation studies 

In education policy implementation studies, the role of teacher cognition and 

teacher professional communities in policy implementation is raised in the last 

decade (Cobum & Stein, 2006; Spillane, 2004). In this study, teacher individual 

and collective sense-making on NSS-LS curriculum policy and its impacts on 

•implementation are explored. Teacher's perceptions are influenced by the 

、 implementation context and affect the consecutive implementation. Bilateral 

‘ , , impacts between teachers (policy actors) and leaching environments (context) in 

；- the implementation of NSS-LS curriculum are revealed in this study. The 
V. 

interactions between policy actors and context are discussed within the 

institutional environment. of education reform. This study also reveals the 

* • 

importance of contextual factors in shaping implementation of NSS-LS 

V 

curriculum and contributes to the success of curriculum reform. Based on these 

、. findings, the linkage between different concepts and theories related to policy 

studies and education policy implementation studies can be re-examined. 
« s » « 

* ^ 

• : • ‘ ：： 
8.2.1 Application of stratcgic-relational approach in education setting 

" - • « 

“ • 
% • 

. > • 
- 1 

As NSS-LS curriculum is new to majority of teachers, teachers have to make ‘ 
‘ ‘ . i • • / -

, ' . • _ « - • • 

, ' ) s e n s e of this new curriculum within their own schema arid context in order to 
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relate this new subject to their teaching life. Although teachers may perceive the 
% 

‘ ‘ ideal NSS-LS curriculum should be progressive, teachcrs still enact the 

« 、 

curriculum in their traditional leaching paradigm. Under strategic calculations, 

teachers make use of the teaching approaches thai they are good at in respond lo 

student learning habits and high-stake public examination. 

‘ Teachers enact the NSS-LS curriculum with their habitual strategies based on 

individual and collective sense-making towards existing teaching environment. 

Under rational calculations and careful considerations, teachers choose lo follow 
青 * 

examination practices in the past because they cannot afford students to lose or 

fail in the high-stake test. Teachers desire students lo have good examination 

results in NSS-LS to reflect their success and accountability towards student 

learning outcomes. When students can attain level 2 in public examination, 

teachers fulfill their teaching goal in helping students lo climb the ladder of 

、 success to universities. The measureablc and quantifiable public examination 

results are more valuable than abstract ideational liberating ideas behind NSS-LS 

‘curriculum. Teachers are not interested in pulling liberate student minds as their 

priority in teaching. The NSS-LS curriculum and instructional planning are 

greatly leaned on targeting public examination results thereafter. Teachers 

• formulate some examination-oriented practices around their classroom teaching 

and abandon their ideal NSS-LS. 

Teacher's dilemma in implementing NSS-LS curriculum can reflect the 

‘ 、 phenomenon and outcome of putting liberating ideas into a conservative teaching 

、 
。 environment under the pressure from education reform. When fundamental 

t 

teaching ideas between liberal and conservative clashed in the context of 
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. education reform, situated actors within structured context assimilate and devalue 

the liberating ideas in NSS-LS to observable results in conservative teaching 

environment eventually. Liberating ideas is powerless in front of the cage of 

examination. Contextual constraints imposed by current practiccs greatly affect 

the possibilities in accomplishing the objectives of NSS-LS curriculum, 

especially those related to self-directed learning and critical thinking. The 

cvolvemenl of education environment is hard if distinctive new curriculum 

policy is its only input. Under the contextual constraints, proactive intervention 

from policy actors is important for successful implementation of curriculum 

’ reform bpcause policy actors are the remaining natural catalysis to support and 

sustain the change of policy environment. 

Besides the effects of strategic actions on strategically selective context, 

teacher enactments of NSS-LS curriculum also have dirccl effects on strategic 

learning of the actors (May, 2002). During implementation of NSS-LS curriculum, -

teachers build up collective sense-making and practices on ‘ the curriculum 

collaboratively through different platforms, for example, seminars, lectures, 

workshops and networks. In these platforms, tcachers share their practices and 

form consensuses on NSS-LS thorough collective sense-making, no matter the 

ideas are coherent with Education Bureau or not. When teachers' perceptions on 

_ NSS-LS start disseminating, snowball effect occurs and passes the point of no 

return that teachers have to accept the deviated but popularized ideas as their 

norm in classroom practices. By following popularized ideas, teachers can be 

guaranteed that they have not deviated from the majority too much and can 
- - ‘ 

• , 

ensure student performance is similar to others. A sense of security can be •. 

achieved for both teachers and students in implementing the curriculum. Hence, 
4 
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the purpose of interactive platforms has diverged, or even in a speed-up manner, 

4 that walking away from the liberating ideas of NSS-LS collectively. 

In implementation of NSS-LS, the strategically selective context 

inevitability follows the past structure when not much intervention is given by 
‘ « 

the facilitators with ideas coherent to ideal NSS-LS curriculum. In this case, 

networks act as a catalyzing platform to reproduce and disseminate teacher's 

perceptions on practicability of NSS-LS curriculum and reinforcing 

examination-oriented practices. 
« • 

When collective learning takes place in network sellings, sharing of ideas has 

. • 参 

enhanced teacher confidence in implementation of NSS-LS. The similarities of 

teacher sharing in networks provide some evidences for teachers in believing 

their successful street-level implementation of NSS-LS curriculum. In network 

‘ sharing, teacher learning is not supported or reviewed by officials or 

professionals but only self-accredited by self-complacency. This situation is 

insecure for successful implementation of new curriculum because no 
• • 

well-established and appropriate interpretation exists to back up the original 

liberating ideals. Teachcrs can easily fall back to conventional practices based on 

their own experiences and learning. In order lo secure effective implementation ‘ 

of policy ideas through networks, the neutrality, roles and functions of networks ‘ 

in education policy implementation have to be re-examined. The effect of 

networks lo the governance of curriculum policy remains to be explored. 

Otherwise, the feedback loop between context, actors and enactments is hard to 

‘ break for implementing new ideas that is out of current practices. The new 

curriculum paradigm in NSS-LS will be inevitably hard ^to accomplish if the 
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habitual practices is not broken and revilalizcd by exlomal agents. 

8.2.2 Bridging between Sense-making and Institutionalization 
� ‘ ‘ 

As sense-making is the feedstock for institutionalization，the outcome of 

sense-making of Liberal Studies teachers on NSS-LS curriculum will become the 

practices, retention and institution of implementation of this curriculum 

(Jennings & Greenwood，2003; Wcick, 1995; Wcick, Sutcliffe, & Obstfcld，2005). 

In teacher's perspectives, their deviated practices of NSS-LS curriculum arc 

7cognitively validated by the practicability of classroom practices. Tcachcrs think 

that their practices can be carried on continuously and sustain a certain period of 

time. Teachers believe the effectiveness of their way of practices can be proved 

by public examination after the first round of implemcnlalion. Teachcrs feel 

confident.in helping their students to get good results in the examination. 

In implementation of NSS-LS curriculum, normative pressure are also formed 

and aggravated through networks and become common practices. Teachers 

depend on other teacher's perceptions on NSS-LS curriculum and network 

resources to ensure they are on the right track. Similar perceptions are built 

within networks and distributed among the whole senior secondary education 

practices in a broader sense. Stable patterns of sense-making and practices are 

gradually formed and sustained in the education reform selling. The socially 

constructed practices in NSS-LS curriculum is verified and legitimized by 

‘pract ica l functions of existing practices. 

The collective rationality contributes to institutional isomorphism (DiMaggio 
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& l)owell，1983) in implementation of NSS-LS curriculum. Tcachcrs cnact 

NSS-LS curriculum collectively and further constitute and establish a new 

institution in implementation of NSS-LS. In this study, the initial stage of 

institutionalization of NSS-LS curriculum can be observed that teacher practices 

start to converge under the influences of cross-school interactions and 

networking. However, as actual implementation of NSS-LS curriculum have only 

been taken placc for two years and Ihc formats and contents of public 

examination are still not certain for many teachers, further institutionalization of 

NSS-LS curriculum is remained lo be explored. The bridging between 

sense-making theory and institutionalization can also be further investigated 

(Cobum, 2001). 

8.2.3 Linking sense-making with education policy implementation 

rcscarch 

In the exploration of sense-making process and enactment in NSS-LS 

curriculum, this research may provide the followmg enrichments for ihc 

discussion on current state of policy implementation rcscarch (Datnow & Park, 

2009), In current research on education policy implementation, the interactions 

between policy actors, policies and places are specifically aims to be uncovered 

(Honig, 2006b). This study is focused in discovering teacher sense-making 

process on NSS-LS curriculum within their situated teaching environment 

(Cobum, 2001, 2006; Spillane, et al., 2002). Thus，the discovery of interactions 

between actors, policies and places arc incorporated within the sense-making 

process. By using the concepts of sense-making, the complexity of interactions in 

» 

education policy implementation can be integrated and organized into coherent 
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ideas on the dynamics between context and actors. When teachers make 

decisions on what and how things to be implemented, teachcrs retrospectively 

select and preserve the worthiest things they want to retain. The feedbacks of、 

teachers sense-making have constitute a greater institution of NSS-LS curriculum 

implementation. 

Together with sense-making of NSS-LS curriculum, teachers also implement 

the policy through individual and collective learning. As NSS-LS is a 

compulsory subject for all senior secondary students and tcachcrs have to 

implement it as required, new learning of NSS-LS curriculum can contribute to 

successful paradigm change of implementation by teachers. However, when 

investigating learning process of Icachers in this study, teacher's deep core belief 

(Sabatier, 1993) on assessment and learning has not changed. In the learning 

process, the urge for change of fundamental normative and ontological axioms is 

seldom emphasized. Both teaching and learning in teacher professional 

development programmes are focused at instrumental level and practical aspects 

of implementation. Deep change is far from being achieved. Instead, the 

r curriculum is implemented in conventional way, which distorted the original 

liberating ideas of NSS-LS curriculum. 

In this study, teachers designated meaning of NSS-LS curriculum is different 

from the ideas stated in curriculum guideline. Tcachcr designated meaning 

reflects the world view from teachers and how they perceive an effective and 

realistic NSS-LS curriculum. Teacher interests and practices in implementation 

of NSS-LS curriculum are also unlike those suggested by Education Bureau. 

Teachers do not have enough incentives to implement NSS-LS curriculum with 
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liberating ideas and school-based approach. Hence，the actual implementation of 

NSS-LS curriculum is not aligned wilh Education Bureau delegated. 

Principal-agent problem (Banks, 1995) occurs in the implementation of NSS-LS 

curriculum. As the expcctcd outcomes or requirements from Education Bureau 

, arc vague from teacher's perspectives, il is hard to establish shared information 

or rules in order to reduce agency problems. In practice, teachers are the decision 

makers and implementers of NSS-LS school-bascd curriculum. The criteria of 

successful implementation are decided by Icachers on their own. Hducation 

Bureau is lack of strategies and instruments lo monitor the implementation of 

curriculum. The governance of curriculum is transferred to teacher hands that 

lean on practicing for examination purposes. This phenomenon has reflected the ' 

slippage in the policy implementation process that implementation outcomes are 

not consistent with the policy goal (Mazmanian & Sabatier, 1980). In this 

perspective, when sense-making is linked up w i l h / ^ l i cy implementation，the 

effectiveness of new policy implementation depends on the degree of paradigm 
/ 

shift in teachers' world view. If street-level pjOlicy actors do not make sense of 

the policy the same as policy designers, i.e. Ihc local goals are very much 

/ -

dilTcrenl from statutory goals, the policy is difficult lo implement successfully 
/ 

i .� 
(Matland, 1995). Ambiguity of goals has deepened the ambiguity of means of 

* 

implementation NSS-LS. Teachers practice their experimental implementation on 

NSS-LS curriculum and put local interest as their major concern and top priority. 

In this case, the choices of strategic actors in implementation of NSS-LS depend 
* » 

mainly on contextual factors and are shaped by individual and group interests at 

local level (Simon, 2010). 

« * 

To conclude the implications to education policy studies by this study, both 
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theoretical and methodological implications are discussed. In theoretical 

implications, this study applies the framework inspired by strategic-relational 

approach to investigate the enactment of strategic actors in their strategically 

selective conlcxl. Throughout teacher's individual and collective senscmaking 

proccss, tcachers make sense of NSS-LS curriculum neither solely by their 

agency nor determined by structure. The sensemaking proccss is conducted 

within an institutionalized environment. The ideas and beliefs of teachers do not 

wholly define the implementation of NSS-LS curriculum. Teachers changc their 

courscs of action according to the institutional environment. During 

implementation of NSS-LS curriculum, teachcrs adjust and adapt their 

sensemaking and cnacl the curriculum that can fit into their contexts. Thus, this 

study provides an empirical footing to cnrich the discussion about the duality of 

structure (Giddens, 1984) in policy implementation. 

In methodological implications, this study applies qualitative research method 

to reveal the sensemaking process of teachers about implementation of NSS-LS 

curriculum. It links up the sensemaking and enactment processes of teachers by 

allowing teachers to unfold their storyline behinds their implementation of 

NSS-LS curriculum. Teacher's subjective worldview of NSS-LS curriculum and 
t 

intersubjective enactment of NSS-LS curriculum are discussed. The study 

attempts lo apply the qualitative research method to reveal both the subjective 

meaning of NSS-LS curriculum and construct the intersubjective world in the 

implementation of NSS-LS curriculum. 

8.3 Implications to implement NSS-LS curriculum 
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t 

In this study, teachers raise lots of their immediate concerns and possible 

solutions for implementation of NSS-LS curriculum. Some ideas to improve. 

implementation of NSS-LS on individual level and collective level will be 

discussed below. The implications on implementation of NSS-LS curriculum also 

‘ elaborated the discussions on policy implementation through individual and 

collective learning. The improvement of implementation of NSS-LS curriculum 

can also be perceived as advancement of tcachcr learning in curriculum policy. 

8.3.1 Opportunities and Challenges of implementation of NSS-LS 

curriculum at Individual Level 

Implementation of NSS-LS curriculum has urged researches on teacher . . 

‘ professional development to re-emphasize the importance of actual practices of 

teacher learning in an interpretable curriculum. As teacher learning occurs within 

situated contexts and practices, student learning and teacher learning of subject 

mailer knowledge of NSS-LS curriculum should also be taken into 

considerations when revealing individual and collective enactments of the 

* curriculum (Grossman, et al.,' 2009; Lampert, 2010). The challenges of teacher 

ft . 

learning in the interpretable NSS-LS curriculum are even greater because the 
身% 

breadth and depth of learning is uncertain for teachers. Teachers have to decide 

their appropriate learning content and design their own learning path of 

、professional development. 

In teacher learning to implement NSS-LS curriculum, many obstacles are 

faced by teachers because the readiness of teachers to implement this new 

curriculum is not satisfactory. Teachers are lack of capacity to implement 
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NSS-LS curriculum with school-based and .decentralized student-oriented ‘ 
' J 

approach. Teachers do not have concrete ideas on how to react and make sense of 
I 

the curriculum with their prior knowledge. Moreover, the invisible confinement 
" V 

imposed by examination system has further demotivatcd teachers to explore new 

pracliccs in implementing NSS-LS. Teacher learning is hindered by 
、、 • 

well-established and' effective examination practices in other subjects. As 

students have to undergo high-stake public examination for NSS-LS, il is hard 

for teachers to be liberated from existing paradigm and pursuing a different 

approach in leaching and learning. Hence, suggested measures to improve the 

implementation of NSS-LS wHl mainly aim at alleviating the above diHiculties “ 

and tackling the mentioned challenges. ‘ ‘ 

« 

As ideal liberal studies teachers postulated by Education Bureau arc ready 
* x 

to teach the conlexlualized, multi-disciplinary, and personally and socially 

‘ constructed knowledge with an open-minded mentality, the requirements of 

、 

teachers in learning new content knowledge and liberating from their old 

: t e a c h i n g paradigm is. high. Teachcrs need to learn some NSS-LS related 

, knowledge from social sciences disciplines and accept a new set of ideas in 

• teaching and learning in short period of time. However, in teacher learning 
\ ‘ ‘ 

‘ 

, ‘ experiences, the above objectives can be hardly achieved because of the 
* ‘ . 

‘二 ineffective learning process discussed in the previous chapters. First, tcachers do 
‘ . “ 

‘ not have enough time and other resources to facilitate their learning. From 
• ‘ . . • . • . -

» « ' I 
• 、 ‘ 

finalised NSS-LS curriculum to' actual implementation, teachers only have 
• <« * 

" . . - 、 - ‘ . 
‘ two-year period for their.holistic training in every aspect of leaching NSS-LS. 

• • ‘ •. 广 - • - . “ “ 

、 More time is needed for teachers to deepen understanding on the ideas of ' 
• * 

‘ NSS-LS ciirriculum. Tcachers are aware that they are lack of preparation lime 
. . - . ， • f . , • 

^ ' - « 
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f _ “ 

and skills to perform the high level of expectation stated in the curriculum • 

document. An impossible mission has already been imposed to teachers at the 

very beginning stage of NSS-LS implementation. The realization of failing 

, 叙 . 、 . 
‘ 一 promise is only a matter of time. To alleviate the problem caused by time 

、“ ^ • ‘ 

constraints, effective professional development opportunities should be provided 

to teachers with ample time. Teachers should have sufficient lime to digest and 

make sense of the curriculum with thorough understandings. 

For effective implementation of new curriculum ideas, teachers have lo be 

'' familiarized with every detail in delivering the curriculum. However, in the case 

of implementation of NSS-LS, this significant task is mandated to teachers and 

schools to work out the details of implementation by schools. The mode of 

decentralized curriculum policy needs greater tcacher professionalism to 

accomplish this idea. At present, contested actions occur during the exploration 

and engagement in different versions of knowledge, ways of teaching and forms 

‘ of authority (Hilferty, 2008). Teachers .struggle through the way and identify 

themselves as Liberal Studies teachers that have certain informed practices in 

. leaching this new curriculum. To facilitate teacher subject culture and identity 

- formation, some unified, concrete and substantial subject based knowledge 

should be formed in order to build up the foundation of Liberal Studies teacher 

professionalism. Samples of organic integration in subject matter knowledge 

should be demonstrated to teachers. Teachers may lake those samples as 

reference to design their own knowledge integration that suit student learning 

�most . . 

* , 

As teachers are confused by various information when interpreting NSS-LS 
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‘ curriculum, an organized learning with proper revisits should be provided to 

teachers. In the school-based curriculum decision making proccss, tcachcrs arc 

、-
information and innovation overloaded such*^ that it is difficult lot ihern" l o 、 

. 、> 

handle the knowledge effectively and tailor-made to their school-context. 

Professional supports or other facilitating school-based decision making 

programmes should be provided to teachers in order lo ease the uncertainties of 

teachers. The professional support programmes can also facilitate individual 

learning of teachers by revisiting the progress of teacher learning from lime to 

time. Teachers and facilitators can have mutual benefits from collaborative 

learning, teachers may leam to implement NSS-LS within their own'context and 

、 

design the teaching content that suits the needs of students most. Facilitators may 

refresh their ideas on implementation of NSS-LS through the real-life 

experiences from teachers. The sharing and bridging between theories and 

practices may help to put the ideals into practices in a realistic way. 

The conlextualized school-based learning also helps teachers lo reflcct on 

their practices from their own teaching experiences. By reflecting on everyday 
•• V 

actions, teachers re-examine their practices and engage in continuous learning 

and build up their professionalism in teaching (Osterman & Kottkamp, 1993). 

Reflective practice is essential in implementation of NSS-LS bccausc the content 

of Liberal Studies is changing from time to time, especially inquiring the current 

issues with students. Teachers need to be aware of the nature of curriculum 

, knowledge is changed. The content knowledge is not as static as in the past. 

Teachers have to leam the new content knowledge reflectively and become ttie 

change agent of the curriculum. 
a 

\ 
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Although the changing paradigm in the nature and process of teacher 

, learning is essential, reform of the institutional environment related to public 

examination is also important for successful NSS-LS curriculum implementation. 

’ From this study, when teachers make sense of and enact NSS-LS curriculum， 

public examination remains as their major concern from time to time. As 
f 

NSS-LS public examination is high-stake that would affect student's 

opportunities in admitting to universities, teachers are very much confined to the 

practices o f this system. Many desirable liberating ideas cannot be actualized 

under the examination system. In order to liberate individual tcachcrs and 

students from this macro constraint environment, public examination system in 

NSS-LS needs to be revisited. The current compulsory and high slake 

examination system need to be reformed in order to liberate teachers and students 

from this confinement and realize the liberating ideas behind NSS-LS 

curriculum. 
* 

8.3.2 Opportunit ies and Challenges of implementation of NSS-LS 

curriculum at Collective Level 

At collective level of implementation of NSS-LS, teachers are grouped 

together at school level and network level in order to handle their immediate 

concerns in teaching of NSS-LS. Teachers share their materials at-hand with 

others in an implementation-oriented and sometimes compulsory mode for 

survival purpose. Under this situation, the nature and collegiality of teacher 

collaboration in NSS-LS is contrived (Hargreaves, 1991) in order lo cope with 

the new curriculum. In order to improve tcacher professional development at 

collective level, teachers need to break through the current contrived 一 
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environment and regain their autonomy and professionalism in implementation 

of NSS-LS, such thai make the liberating and critical ideas in NSS-LS possible. 

In this study, the interplay between school-based and networked 

professional development in implementation of NSS-LS curriculum is revealed 

(Varga-Atkins, O'Brien, Burton, Campbell, & Quaker, 2009). Negative effect in 

collective abandonment of the ideals in NSS-LS curriculum occurs during the 

reform. As teachcr's resources are weak at the beginning, networks depend very 

much on existing resources provided by experienced teachers. Networks often 

accept and share all the materials whatever teachers are willing lo contribute. 

Hence, networks accumulated many resources that are lack of quality assurance 

or monitoring system behind. The accumulated effects are substantial for further 

implementation of NSS-LS. Therefore, appropriate interventions should be 

introduced to the networks in order to facilitate teacher professional development. 

The role of facilitators as a coach or mentor should be strengthened in order to 

raise the standards of school-based and network sharing (C. Rhodes, Stokes, & 

Hampton, 2004). 

The role of facilitators is important and needs to be reinforced because the 

i 

^ current state of sharing has demonstrated the actualization of unwanted practices 

drives out the ideal one in implementation of NSS-LS thorough networks. As 

public examination is compelled by NSS-LS curriculum, Icachers have their 

‘ needs to leam and take examination practices as their priority, no matter it is an 

ideal practices or not. In such a ease, any teaching ideas or strategies that cannot 

have direct feedbacks on examination results may be considered as additional to 

their teaching. Once the practical ideas distribute among teachers, teachers 
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perceive that as effective pracliccs and easy way out for leaching NSS-LS. In the 

absence of moderator, the unwanted practices can be spread among teachers 

easily. Therefore, in the beginning stage of implementation of NSS-LS, the role 

of facilitator should be emphasized and guide teacher's practices in the desirable 

way. Engagement of the facilitators in the networks should be increased 

(Chapman, 2008; Chapman & Hadfield, 2010). 

When teacher sharing at school and network level has accumulated 

substantial experiences in interpreting NSS-LS curriculum and preparing 
m 

teaching materials, the role of facilitators can be weakened and let teachers to 

regain Ihcir autonomy in the decision making process. As the facilitators may 

already create some positive experiences and common practices for icachers at 

the beginning stage, teachers may follow good pracliccs and revise il with 

respect to their specific needs whenever needed. After teachers gain confidence 

in handling NSS-LS curriculum by themselves, teachers may,take an active role 

to design their own school-based curriculum and leaching materials. Autonomy 

in decision making process is important for teachers lo become critical and 

reflective teachers. Therefore, the degree of involvement by facilitators in 

different stages of implementation of NSS-LS curriculum is an important issue 

which remains to be explored. Whether facilitator is a hindrance or assistance to 

.the implementation of NSS-LS curriculum is related to the compatibility between 

the degree of involvement by facilitators and the implementation stage of 

NSS-LS curriculum. 

史 <0. • 

, F u r t h e r m o r e , online social networking and teacher professional 
< 

\ “ -

development platforms can be other important aspects to facilitate teacher 
i 
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learning (Lieberman & Mace, 2010). In the implementation of NSS-LS, online 

resources are important lo teachers in developing their school-based curriculum 

、 and teaching materials. Numerous resources are put in the internet wildly without 

systematic organization by some authoritative or well-recognized participants. 

.Although Education Bureau has collaborated with hkedcity.net to provide a ^ 

'Web-based resources platform for Liberal Studies' for teachers to share 
% 

resources, the qualities of resources are often in doubt by teachers. Interactive 

component is also absent in this platform, so tcachcrs do not\ctively and 

suslainably involve in the platform. To better utilize this online platform for 

implementation of NSS-LS, the teaching materials should be reviewed、and 

polished by the officers in Education Bureau to recover teacher confidence in 

using those resources. Instant feedbacks to the uploaded teaching materials 

should also be provided to teachers in order lo facilitate teacher learning in 

designing school-based materials. If the online platform is well-devclopcd, the 
, f 

‘ review and polish process can be handed over to tcachcrs to facilitate the 

formation of online social networking in the future. 

8.4 Limitations 

Limitations of this study are mainly related lo research context and rcscarch 

- methods. For the research context, as NSS-LS curriculum has only been 

implemented for one year during data collection, teachcrs have not run all six 

modules in the curriculum once. Teachers only make sense of two to three 

modules by the lime of interviews conducted. Teachers' perception to different 

, modules may be slightly different due to the varieties of content knowledge and 

issues in each module. In this study, only general perceptions toward the whole 
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NSS-LS curriculum arc investigated, the detailed sense-making process and 

outcome of each module have not been studied. 

For the rcscarch methods, in selection of informants, only six ease schools 

are selected in this study which covered three dilTercnt kinds of networks. In 

teacher initiated network and Education Bureau initiated network, only one case 

school has participated in each network. More network participants should be 

interviewed in order lo triangulate the process and outcome of networks by 

teachers in different schools. The deepness of collective sense-making in network 

level remains to be explored. 

Under time constraints in data collection, the majority of teachers are not 

available for follow-up interviews to further investigate their development and 

change in sense-making process of NSS-LS curriculum. As policy learning is an 

ongoing process, this study can only provide a snap-shot of what teachers make 

sense and leam during the process. It is hard to claim in finding the stabilized or 

fixed policy learning outcomes. The stabilized pattern in sense-making of 

NSS-LS curriculum is remained to be explored. 

To investigate the school and network platforms, this study used 

retrospective interviews for informants to recall their participatory experiences in 

the platforms. Due to the constraints of accessibility in the school and network 

meetings, this rcscarch cannot participate in school or network gatherings for 

observations. The authentic context and process of ideas exchanges cannot be 

observed. This limited the fruitfulness in describing the collective sense-making 

process in this study. 
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8.5 Research prospects 

From the findings, discussions, implications and limitations of this study, 

several research prospects can be found to conduct further research on 

implementation of NSS-LS curriculum. As discussed in the implications to 

theories and practices in this research, the relationship and interaction between 

sense-making and institutionalization processes during NSS-LS implcmcnlalion 

remain lo be explored. In the near future, some fixed perceptions and practices 

about implementation of NSS-LS curriculum will be formulated. The 

transformation and stabilization of NSS-LS curriculum can be further discussed 

‘ under the perspectives from institutionalization. The linkage between 

seHse-making and institutionalization can be revealed in the future studies. The 

contribution of individual cognition and collective cognition to 

institutionalization process can be unfolded. 

In the research prospects for policy implementation studies, this study 

applies the concepts from policy network to investigate the implementation of 

NSS-LS curriculum. Some issues related lo network governance in education 
** 

policy implementation are considered. However, further investigation on the 

development of network governance in education policy studies is essential in 

the future becausc governing by network is an emerging theme in policy 

implementation al the devolutionary age. Education policies are usually 

influenced and implemented by multiple actors and organizations. The rise of 

network in education policy implementation happens in both national and 

transnational education context. The influence of network lo policy 
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implementation in the global education reform context is an ongoing concern in 

future studies. 

As NSS-LS is one of the most intcrprclable curriculums in the curriculum 

reform in Hong Kong, the development and improvement of teacher learning in 

these interprelable policy or curriculum can be further investigated. The agency 

of teachers in interpreting and influencing policy implcmcnlalion can be explored. 

The connection between teacher's initiatives in implementing the policy, teacher 

empowerment and teacher professionalism remains to be explored. Teachcrs may 

gain their professionalism and professional identity through implementing some 

interprelable policies. Also, the structural design and proccss of tcachcr learning 

have substantial cffcct on policy implcmcnlalion. The improvcmcnl of current 

.pracliccs of individual and collectivc teaching learning platform about new 

policy or curriculum is important. Further research can be done on the practical 

issues related to effectiveness of teacher learning through dilTcrent channels, 

especially the new collaborative platform such as professional development 

network or learning communities. It will facilitate both policy implementation 

and teacher understandings about the new initiatives. 

8.6 Conclusions on implementation of Liberal Studies in New Senior 

了 一 

In conclusion, this study explores on the individual sense-making, collective 

sense-making, enactments and its efleet on NSS-LS curriculum. At the level of 

individual sense-making, teachers make sense of the NSS-LS curriculum with 

their old paradigm. They try lo use the old practices to implement NSS-LS 
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curriculum effectively just like Icaching other traditional subjects in the good old 

days. However, by using their old paradigm in teaching, teachers cannot deliver 

the liberating ideas in the new curriculum with their old leaching approaches. 

Many teachers make sense of the curriculum and devalue the liberating ideas to 

examination-oriented practices. 

On collcctivc sense-making proccss, tcachcrs accumulalc their practical 

ideas in implementation of NSS-LS curriculum in school and network settings. 

Teachers exchange their ideas on implementation of NSS-LS and develop some 

common practices among each other. This may form sense of security for Liberal 

z"一 Studies teachers to implement the curriculum on their own. However, the 

unexamined practical ideas shared in schools and networks may facilitate 

teachers to abandon the curriculum ideals collectively. As the majority of 

teachers believe delivering some practical ideas is much more effective and 

important than teaching out the ideal curriculum under the restraint of 

examination, tcachers form some practical enactments that override ihc ideals. 

In order lo improve current situation, the form and content of teacher 

learning in NSS-LS curriculum should be revisited. During ihc initial stage of 

policy implementation，tcachers are given lots of autonomy in designing the 

school-based curriculum. However, as teacher capacity and readiness in 

‘ conducting this curriculum is not well-established, teachers face much difficulty 

in finding their way out by themselves. Thus, teacher professional support 

networks can be a platform to prepare teachcrs in implementing this curriculum. 

In the collaborative platforms in schools and networks, teachers should develop 

and regain Ihcir professional dialogue and discourse in implementation of 
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NSS-LS curriculum. Teacher learning should become Iranslbrmalivc through 

deliberation process between teachcrs. The deliberative process can re frame the 

technocratic policy implementation process into a socio-cultural one. Social 

consensus can be built up in the deliberative proccss. When teachers regain their 

initiatives and subjectivity in implementation of NSS-LS, the ideals of NSS-LS 
I 

curriculum with critical and reflective mind would become possible. The process 

may facilitate the building of ideal NSS-LS curriculum and professional Liberal 

Studies teachcrs. When Liberal Studies teachers can voice out and be included in 

the policy implementation process, teachcrs can be emotionally involved with 

social commitments and become passionate practitioners (Fischer, 2009). 

Therefore, teacher empowerment in policy implementation process may facilitate 

participatory governance and reorient professional practices in NSS-LS. 
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Appendix 1: Interview questions 

個人對新高中通識教育科課程的理解： 

1 )你認為新高中通識教育科主要的課程目標是甚麼？為甚麼你會這樣認 

為？ 

2 )你是透過甚麼途徑學習通識教肓科課程？你覺得哪一種學習途徑對你來 

說最有用？為甚麼？它們能切合你的需要嗎？（校内同事、教育局、大學、 

其他網络、課程） 

3 )你認為理解這課程最大的困難和执戰在哪裡？與你過往學習其他課程的 

經驗有甚麼不同？ -

4)以你現正教授的單元為例，你認為這軍元的教學重點在哪裡？為甚麼？ 

5 )你期望學生在三年學習後會有甚麼成果？你會如何在課程 /敎學設計中 

逐步引領學生達致？ 

組織廣面的課程治理： 

1 )你會與其他人分享學習所得嗎？為甚麼？你會透過甚麼形式與其他人分 

享？ 

2)在此科進行集體備課會有甚麼好處和困難？ 

3)甚麼是集體實踐校.本課程的成功因素？ 

4)你理解課程的側重點在哪裡？與其他老師有差異嗎？ 

5)你擔心最後校內或校外統一評核嗎？會如何裝備學生面對考試？ 

. 、 6 ) 你 如 何 看 待 考 試 在 通 識 教 育 科 的 地 位 ？ 

7 )你認為學校的通識教育科有甚麼特色？與其他學校的課程有甚麼差異 

‘ 嗎？ 

• 8 )學校有為這科目提供甚麼資源或支援嗎？ , 

1 
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網絡層面的課程治理： 

1) 你參與網絡所取辦的甚麼活動？當中的角色是甚麼？ 

2) 你認為網絡主辦者在當中的角色是甚麼？他們與你的關係是怎樣的？ 

3) 在網絡的交流中’有設計出一些共同的課 i f呈或教學資源嗎？你是如何看 

待那些資源的？ 

• / 

,« 

關於網絡與治理的互動： • 
- -

1 )你認為外間資訊如何影響 .你們的校本课程設計？校本元素還是校外元 

素較多？你覺得有多少意見是你心目中所想的？ . ‘ • 

2 )你有反映你的意見予資源提供者嗎？是甚麼意見？ 
« ‘ 

個人對新高中通識教育科課程的實施： 

1 )你認為你能在教學上把校本課程設計的構想實踐出來嗎？構想和實踐中 ‘ 

有甚麼差異？ 

2 )就你任教的班別，你會運用甚麼教學策略？與原先設計有差異嗎’需要 

- 調整嗎？為甚麼？ 

i 3 )你在教學時過到甚麼困難？如何面對和解決？ > 

4 )你認為哪個培訓組織材料或教學資源對你教學的影響最大？為甚麼？ 
y _ 
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