Making Sense of New Senior Secondary Liberal Studies in

Hong Kong Curriculum Reform: Teacher Perspectives

MAK, Kwan Wing

-
-

A Thesis Submitted in Partial Fulfillment
| of the Requi;'elmcms for the Degree of
Do’clt'or of Philosophy
in ‘

Education

The Chinese University of Hong Kong

August 2011



UMI Number: 3500805

All nghts reserved

INFORMATION TO ALL USERS
The quality of this reproduction is dependent on the quality of the copy submitted.

In the unlikely event that the author did not send a complete manuscript

and there are missing pages, these will be noted. Also, if material had to be removed,
a note will indicate the deletion.

UMI

Dissyriation Pubbshang

UmM! 3500805
Copyright 2012 by ProQuest LLC.

All rights reserved. This edition of the work is protected against
unauthorized copying under Title 17, United States Code.

Pro(Quest

ProQuest LLC.
, 789 East Eisenhower Parkway
P.O. Box 1346
Ann Arbor, M| 48106 - 1346



Thesis! Assessment Committee

Professor Lo Nai Kwai, Leslic (Chair)
Professor Tsang Wing Kwong (Thesis Supervisor)
Professor Chung Yue Ping (Comniittee Member)

Professor Mok Ka Ho. Joshua {(External Examiner)



Abstract

This study investigates the implementation of new senior secondary lLibcral
Studies (NSS-1.S) curriculum in Hong Kong trom teacher’s perspectives. Since
September 2009, a new academic structure for senior sccondary cducation has
been implemented and Liberal Studies has become a core subject for all senior
secondary students in Hong Kong. To implement this new curriculum, teachers
have 1o leam to make sense of and enact the NSS-LS curniculum in order to
deliver the content and i1ssues in NSS-LS to students. In this study. teacher
sense-making and cnactment processes of NSS-L.S curriculum arc revealed to sce

the implementation of curriculum through teacher learning.

In recent education policy implementation researches, the focus of studics
has shilted from the traditional top-down, bottom-up or synthesis debate to
cognilive perspectives on policy implementation (Coburn. 2001: Datnow & Park.

2009; Spillane. Reiser. & Reimer, 2006). The influences of cognition and
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sense-making process in policy implementation are put into concern. Also, as the
context of policy implementation becomes more complex in recent decadces.
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
stakchold;zrs arc also emphasized in policy implementation research studies.
These latest developments in policy implementation rescarches have laid the
¢

theoretical foundation in researching the implementation ot NSS-LS curriculum

in Hong Kong.
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In this study, teacher individual sense-making and collective sense-making
] ’ F
processes on NSS-LS curriculum and instruction are revealed by rescarching

~

NSS-LS teachers in six schools in Hong Kong. Teachers make usc of their
individual cognition and social cognition to learn to implement this curriculum.
Teachers learn individually and collectively in the training programmes provided
by non-governmental o‘rganizalions, universitics. Education 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, \.x-'orkshops. and networks, and implc:-ncnl the curriculum with their
percepti;ms and definitions of appropriateness towards the curriculum.

This study discovers teachers are learning and enacting NSS-LS curriculum
within the dilemma between ideals and realitics in implementation. By strategic
interpretations and cglculations within the dilemmas, teachers choose to interpret
and cnact this new curriculum with their traditional teaching and learning
paradigm. ‘Old wine in a new bottle’ is a common strategy played by individual
teacher in inteypreting the new curriculum. At the collective level, teachers
further abandon the ideals and construct their ‘brave new world® around
examination practices for implementation of NSS-LS. Teachers fecl secure with
their collective re-interpretation of the curriculum and walk away from the

»

liberating ideals of NSS-LS eurriculum.



wHE

AR AR T EFAME P RMAMT H TR - B 2009 F
IR WEMHEHARBAATRE P FLLBLEHE - HETELYEM
BT A AN AT PHIRAZ 0 A URAZ R R AR R A RAR B A o KRR IR
OB Y BB T HHBEZ  REEBWHFTHALEOBYE -

MAERFHRAREARGELD S E%e TdERT , - TdTFTmt
A B ERS > 6 BN 4o B A 50 HR R 5(Coburn, 2001 Datnow &
Park, 2009; Spillane, Reiser, & Reimer, 2006) > {318 R K 5o 4o ﬁﬁ}@iﬁ-%ﬂ
ERAR BAEXAREER - BRoblsb B R AR s R R84
ARMAEHBRA A SR ERRT BRI Y BIEHAHT G128
TEGEREE 2 6@ g A(Ball. 2008b, 2009a; Goodwin, 2009,
Junki, 2006; Rhodes, 1997)» A R 5 $h4o B E B R K a) ik « b B H
B ECHRR AG 0 UBK3G By AR TR M G bl RAH A TR UL R
gﬁ o

A REBWGTR Ak s M AL o) 1R AL T AL 0 T A
fo T BEARI R EM T4 K BMATHRE EPFomnHEs
BepIRAL - ROA RS MASL AR - HG5EL - HHH - KER
%%%ﬁ&#ﬁ%%%%ﬁg'ﬁmﬂfmmﬁﬁﬁﬁﬁﬁﬂﬁﬁo

AR HOELEERMSTAMKEATOLASELLARE
&@ﬁ%@%ﬁﬁﬂ@ﬂ%ﬁ%ﬁﬁ&%&ﬁ%ﬁﬂﬁwﬂﬂ%mﬁ@1
MR ABBHTARRABEY  EMHFTORAMATR - MAEH
SAARRAGSRET SN B EHASRARER BB EER

ili



Fetney P EARMHR A ALV HMMIEBARH T ALY ENTRIE L
Tr&5BNGF L ERBHTHA IR IAFELLR Bﬁﬂi&‘aﬁﬁﬁﬂéﬁe}‘i
Bk o BAEMBR TGN SWMNAM T AT BB EME -



Acknowledgement

T am most grateful -to the proicssors at Faculty of Lu >cation, The Chinese

University of Hong Kong, who showed some great examples ol being an
cducator and scholar to enlighten students in many ways. [ am deeply thankl'ﬁl
for the inspiratio®™ from my supervisor. Professor 'l‘sang_ Wing Kwong, who
guide me all the way through my studies and allow me to explore beyond my
limits. A heartlclt thank you also goes lo my disscrtation chair Professor Lo Nai
Kwai, Leslie and committee member Professor Chung Yue Ping for their
thoughtful suggestions and constructive criticisms that push my thinking on the
conceptual development of my thesis. My gratitude is also extended to the
external examiner Professor Mok Ka Ho, Joshua for the valuabie comments to

improve the theoretical and methodological issues raised in my thesis.

The dissertation cannot be done without the assistance of all participants,
especially teachers who help me to organize the interviews and spent valuable
time with me. They share their ideas and experiences about NSS-LS teaching that
lead me to deeply understand the implementation of NSS-1.S and think along the

possible measures to benefit teachers in the futurc.

I must also thank to my family and fricnds, who continuously accompanied,
encouraged and supported my studics. Thank you for the gift of time and
freedom in my cntirc journey of studies. 1 am decply appreciated and treasured

the moments we spent together.



TFable of Contents
Abstract i
Acknowledgement iii
Table of Contents vi
List of Tables IX
List of Figures iX
Chapter 1: Introduction i
1.1 Background of the Study 2
1.2 Aims of the study 11
1.3 Research Questions 11
1.4 Significance of the Study i3
1.5 Limitation of the Study 14

Chapter 2: The Context of Implementation of New Scnior Secondary Liberal

Studics Curricuium and School-based Support Network in Hong Kong

16

2.1 New Senior Sccondary liberal Studies Curriculum in Hong Kong
16
22 The backgrounds of NSS-LS teachers 18
23 School-based Support Networks 20

Chapter 3: Policy Implementation, Policy Network and Education Network: A

Review of Literature 23
3.1 The changing contexts and development of policy implementation
research 23
3.2 The emergence of policy network in policy implementation research
25
3.3 From teacher learning to NSS-1.8 curriculum implementation 30
34 From policy network to implementation of NSS-LS curriculum 43

Vi



3.5 Effect of network on education policy implementation 51

Chapter 4: Conceptual Framcwork and Research Methodology 58
4.1 Conceptual framework 58
4.2 Rescarch Questions 6!
43 * Rescarch Design ~ 63
43 Research Samplc 67
4.4 Data analysis 71
4.5 Reliability, validity and ethical issues in this rescarch 72
Chapter 5: Teacher individual sense-making of NSS-LS curriculum 74
5.1 l.carning the ideals: Teacher leaming (rom the curriculum documents
74
5.2 Lcarning {rom realities: Teacher learning from inside—Teacher
reflections on themsclves 85
53 Learning from realitics: Teacher learning trom outside--- Teacher
learning from Education Bureau 93
5.4 Learning from realities: Teacher learning {rom outside— Teacher
learning from universitics 102
5.5 f.carning from realities: Teacher Icarning from outside— Teacher
lcarning {rom Examination Authority 106
5.6 Learning from realities: Bringing outside learning back to teaching

fiteld—Teacher reflections on students learning NSS-LS curriculum

108
5.7 ‘Teacher interpretation on the NSS-LS curriculum 120
5.8 Mission impossible: Struggle to further interpret by using limited
stratcgies 127
5.9 Conclusion on individual sense-making of NSS-LS curriculum:
Incvitable lost in the search, Inevitable lost of the batlic 136
Chapter 6: Teacher Colicctive Sensc-making of NSS-LS curriculum 139
6.1 Collcctive sense-making of NSS-LS in school context 140
6.2 Collective sense-making of NSS-LS in network context 156
6.3 Conclusion on collective sense-making of NSS-1.S curriculum: From

collective puzzlement to collective abandonment of the idcals 180

Chapter 7: Enactment of NSS-LS curriculum and its effects 182

vil



7.1

Enactment overriding the ideal 1: When direct tcaching is more

effective than issue-enquiry 183
7.2 Lnactment overriding the idcal 2: Using textbooks as their safety line
185
7.3 Enactment overriding the 1deal 3: Examination-oriented practices
dominating the teaching paradigm 189
7.4 Enactment overriding the ideal 4: Making independent ¢nquiry
studics dependent 194
7.5 Conclusion on Enactment of NSS-LS curriculum: Deserting the idcal,
constructing the “brave new world” 197
7.6 Effects of implementation of NSS-1.S curriculum on curriculum
governance, teacher prolcessional development and curriculum and
instruction reform 200
Chapter 8: Discussions and conclusions 213
8.1 Discussion on the rescarch findings 213
8.2 Implications to education policy implementation studics 216
83 Implications to implement NSS-L.S curriculum 224
8.4 Limitations 232
8.5 Research prospects 234
8.6 Conclusions on implementation of Liberal Studies in New Senior
Sccondary Education 235
References 238

Appendix 1: Intervicw questions 251

viii



List of Tables

Table 1: Comparison of the original teaching area of panel heads

and teachers in NSS-LS i.......ccoioioiiiiie e 19
Table 2: Shifts, ruptures and the state.............c..ccccooviiinininiincnnnn, 24
Table 3: Top-down, bottom-up and network perspectives compared
Table 4: Policy Perspectives ................. i A NS SR ES R ASS 28 -

Table 5: Three models of the policy process and policy Iea;'ning...34
Table 6: Key dimensions for the analysis of networks in education

List of Figures

Figure 1: Structure, strategy and agency in the strategic-relational

APPIOACK.........ooiiriiie e 47
Figure 2: Policy networks and policy outcomes: a dialectical
a'lpproach ................... ettt 48
Figure 3: Conceptual framework of this study.............................. 61
Figure 4: Data analysis in qualitative research .............................. 71
~ -



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 ncw academic structure for senior secondary
education has been implemented and Libcral Studics has become a core subject
for all senior secondary students. Since the announcement of this arrangement in
2005 (Fducation Burcau, 2005), many proposed Liberal Studies teachers have
participated in different teacher 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
programmecs, 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 [rontline practitioners, which is diffcrent {rom traditional
government-dominant or experi-led tcacher development programmes. Teachers
have to learn to implement NSS-LS curriculum through these teacher
development 'programmcs both individually and collectively. This study will
focus on the influences of individual sense-making and collective sensc-making

process of NSS-LS curriculum to its implementation.

As NSS-LS curriculum has been implemented since Septcmber, 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
.theoretical perspectives from policy implementation, policy network, governarnce

and cognition 1o e¢xplore and build-up a linkage between microscopic and
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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 thro_ugh participating in
different supported nctworks. Based on this foundation, collective or
collaborative sensc-making processes on NSS-LS curriculum at school level and
network level will be investigated and explained by case schools. This study will
‘finally quest on the curriculum governance of NSS-LS to /reﬂecl 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.
1.1 Background of the Study

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 backaound, the emergence of NSS-LS curriculum and
school-based support networks are discussed. It provides a tlolistic 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 cducation policy

r

implementation researches 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 at 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,.
1.1.1 Contextual Background of the Study

Under the impact of globalization and explosive growth of knowledge,
senior secondary academic system in Hong f(ong has 1o undergo structural .
change in -order to meet the challenges brought up by the macro-environment
(Education Commission, 2000). The tW(;-year senior secondary plus twq;3fear
matriculation level of studies was changed into three-year semior sccondary
education, which left the tﬁree-year undergraduate programmes changed into
“four yecars, The government claimed that this new system can ‘facilitate the

implementation of a more flexible, coherent and diversified senior secondary

education’ in order 1o responds to the global challenges in the 21% Century

(Education Bureau, 2005).

Along with numbers of\initiatives in the wave of reforms in secondary
eduéatic-m, system, such as quéxlity assuré.nce system, school-based management
and'_medium of instructit‘_xg etc., the compulsory impleme;ltation of NSS-LS
curriculum was orne of thé_'“initiatives with greatest impact on teachers and
students under the restructuring of senior secondary academic system‘. The

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

Fl
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original teaching subjects and deployed to teach in NSS-1.S. Teachers needed to

learn, familiarize and enact this new curriculum according to the new teaching

paradigm of NSS-1.S.

Implementation of New Senior Secondary Liberal Studies Curriculum

Liberal Studies curriculum is not an entircly new curriculum idea in long
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 jumor 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 Studics tcachers a general idea
on the scope and format of NSS-LS Curricuium in secondary cducation because
the curriculﬁm naturcg and formats are similar but with diflerent levels and

emphasizes. Teachers sometimes consider those e¢xisting curricula as references

when designing and implementing NSS-LS curriculum.

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
Kﬁng Examinations and Assessment Authority, 2007). The structurel of this

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



and 12 questions for enquiry, cmphasizing on using issuc-cnqhpiry approach as its
f
teaching and learning strategics. Construction of knowledge through
issue-enquiry from sfudents is also the largct... of this new curriculum, In such a
design, the content knowledge in NSS-L.S curriculum was not as fixed as the
traditional subjects but rather blurring and fluid. Hence. many debates, whether
on curricufum ideas. content knowledge. teaching strategies or cva‘luation
methods, were raised between the government, academics and teach;ers during

the planning for NSS-1.S implementation (Lam & Zhang. 2005; Yung. 2005).

In order to deal with ambiguities in teacher understanding of this new
subject, Education Bureau has organizc( numbers of teacher training
programmes in six aspects, from ‘understanding and interpreting curriculum’.
‘learning and teaching strategy’ to curriculum management, planning and
teadership’ etc (Legislative Council, 2009). These programmes have provided a
basic and géneral understanding on the ideas of NSS-LS curriculum, teaching
and lcarning. However, the actual and concrete implementation of NSS-1.S
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 {it 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

- 1

policy and practice by teacher development based on consolidation of frontline

practices.

-

Implementation of School-based Support Network




As an alternative to casc the tensions, pressures and debates of teachers
during the implementation of reforms and linking policy ideas into practices,
both government and non-govermnmental organizations have started up many
school-based support networks to facilitate teacher adaptation and
implementation of the education initiatives and reforms. In NSS-LS
implementation, four kinds of networks were cstablished, ic. government
initiated networks, university-school partnership networks, school sponsoring
bodics initiated networks and teacher initiated networks. These networks had
various objectives, structures, contents with different targeted participants to
serve varieties of purposcs. For example. although tcacher development in
NSS-L.S teaching and curriculum planning is the common aim of networks, some
goGernment—initiated network also help schools to develop and evaluate curricula
at junior secondary le;fel 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).

Under this circumstance, teachers learn within a network environment full
of comnonalities and diversities. They participate in different networks to obtain
the curriculum ideas, teaching materials and adapt the external resources in their
own way that fits their own tcaching 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 to come up with a common school-based curriculum

in order to align the ideas from teachers towards NSS-LS curriculum.



Morcover, besides obtaining and adapting resources [rom networks,
teachers may also contribute their ideas to other participants or parties in the
network through different channels, for cxample, sharing sessions in gatherings
or open-sources on nelwork websites. Exchange of ideas and resources between
schools become 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.
L 4

Besides the formal school-based support networks, teachers also find other
learning and development opportunities from Universities programmes, teacﬁing
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-1.§
curriculum has been implemented in different formats by teachers involved in
various nctworks. In this complex policy environment, Education Bureau can no
longer take control the implementation ;)f NSS-LS curriculum in a top-down
manner. The management or balance of complexity in'the implementation 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-L.S to the public and

society.

In our previous discussion, the levels and rclalionships: between teachers,
networks and curriculum governance in the empirical field of this study are
briefly explained. In summary, three foci on contextual factors are discussed. The
first one is the relationship between NSS-LS curriculum and school-based
support networks. [t ecmphasizes on revealing the phenomenon of putting an
interpretable NSS-LS curriculum into network, 1.c. 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 nctwork 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 cducation
networks. Furthermore, these factors also build up the foundation for the research

questions and thc whole study.
1.1.2 Theoretical Background of the Study

From our brief discussion in the contextual background of implementation
of NSS-LS curriculum and school-based support networks, the concepts from
policy implementation, policy network, governance and cognition are raised. In
this section, I will briefly introduce these main concepts 10 sce their linkage and
interrelationship e;nd also how it fits with the context of implementing NSS-LS

8



curriculum in Hong Kong,.

Before policy implementation studics emerged, the administralive process
of the government between ‘policy formation’ and ‘policy outcome’ was
considered as a ‘black box’ that was difficult to be known (Easton. 1965). In
order to reveal and identify the complex features of policy process, policy
implementation rescarches emerged in 1970s (Pressman & Wildavsky, 1973).
Since this field of studies was gradually developed. there was a great debate
between top-down or bottom-up perspectives on implementation process (Hill &
Hupe, 2002; Sabatier, 1997 Winter, 2003a, 2006). Aficr ycars ol theory
development, not only some synthcsis approaches of policy implementation
research werc introduced (Sabatier & Weible, 2007; Winter, 2003b), but also
other perspectives such as institutional analysis, governance and networks began
to influence our perspectives on policy implementation (O'Toole, 2000). All these
perspectives  provide a more comprehensive understanding on  policy

implementation related to different aspects and contexts in the field.

In order to investigate the increasing complexity of policy implementation
process, policy network is onc of the emerging perspectives that emphasizes on
the recognition of interactions between different policy actors in the policy arcna.
In the development of policy network approach, network is often treated as
intcrests mediation, governance and management (Bevir & Richards, 2009) that
provide comprehensive understanding to the characteristics and coordination in
the network system, Furthermore, the interrelationship between policy actors and
hetwork was also discussed to see the dialectic connection between policy
network and policy-r outcome (Marsh, 1998b). These perspectives have provided

9



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 scttings.,
threc levels of influences from networks on education policy implementation
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 & Castellano, 2000; Spillane, Reiser, &
Reimer, 2002). Second, at the organizational and nctwork level, the collective

>
sense-making process of tcachers and the role of networks were also investigated
(Coburn, 2001, 2005, Wechsler & 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 recent
major devclopments of applying the concepts in policy network in cducation
scttings. 1t has also supplemented the idcas oun processes of policy network

mentioned above.

By.combining the empirical background in implementation of NSS-L.S 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 sensc-making
and curriculum governance, to see how the network structure, process and

outcome would fit in it.

10



1.2 Aims of the study

This study aims at exploring the phenomena of implecmentation of NSS-LS
curriculum with the influences of different school-based support networks in
Hong Kong. In dctails, it tries to understand the processes of ndividual
sense-making of NSS-1.S curriculum from teachers and collective sense-making
from networks to see the actual implementation of NSS-LS curriculum and its
relevance to curriculum documents. Also, as NSS-L.S curriculum enacts within
specific organizational environment in schools and policy environment in
education rcf{orm, the contextual influences of the sense-making process will also
be cxplored. Therelore, both the microscopic perspective on the tmplementation
process and macroscopic perspeclive on curriculum governance ol NSS-LS

curriculum are investigated.

To achicve the above goals, this study applies qualitative method to study
on the implementation of NSS-LS curriculum from teachers in six case schools.
Teachers in these six case schools have participated in multiple support networks
and madc sensc 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 teachers” own interpretations, nctwork
collective sense-making, organization governance in school and policy

environment in education reform.

1.3 Research Questions



Following the above discussions, as to comprchend 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. teacher,

network and governance level, and also the interrelationship and interactions

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

major rescarch questions:

Question in teacher sense-making of NSS-" ° curriculum:

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

Question in NSS-LS curriculum governance:

How do organizational-level and state-level curriculum governance
affect teacher sen;e-making and enactment of NSS-LS curriculum?
Question in school-based support network:

How do different networks function on teacher sense-making and
enactment of NSS-LS curriculum?

Question in interaction between curriculum governance and
school-based support network:

How do the influence o‘f networks interact with governance of lLiberal
Studics curriculum?

Question in teacher enactment of NSS-LS curriculum:

How do teacher enact NSS-LS curriculum afier 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 rescarch questions are interrelated and provide a solid
discussion for this study in a dialcctical way, the questions are openly and
flexibly uscd to 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 sccondary education system in Hong Kong
~ within global devolutionary age. It provides valuable research outputs to inform
the socicly on the forms and functions in the implementation of government

policy through network settings in the future.
1.4.1 Theoretical 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 cthnographic perspective on the sircet-level
implementation process of policy network for curriculum reform in education
settings, which is different from and supplements the traditional structural
approach that cmphasizes on typologies and characteristics of networks. The
roles and lunctions of situated agents in the nctworks towards governance of
curriculum are explored. On the other hand, the literature in tcacher learning in
cducation researches suprl)lemcnté our understanding in the process of enactment
of situated agents in learning perspectives. llence, 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 nctwork with
the assistance of the theoretical support in policy network. It also suggests the

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

Moreover, the cross cultural applicability of concepts and theories in policy
networks are also examined to sec the polentials of using non-hicrarchical,
flexible professional teacher development programmes in LCastern societies,

cspecially 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 llong Kong, such that bolicy
makers, school reformers and frontlinc practitioners can adjust and improve their
current practices in education networks and policy implementation. It also
provides another dimension to understand curriculum implementation ‘and

cducatign governance in Hong Kong.
1.5 Limitation of the Study

As this study explores a relatively cmerging and changing phenomenon, two
major limitations are encountered. First, the effect of forms and standards in
public examination of NSS-LS cannot be cstimated. Although public
examination is a main concern for most NSS-1.S teachers that may have great
influence on teacher intcrpretation 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, duc to the deveclopment of information technology in teacher
learning and teacher network, in addition to the functions ol intensifying and
increasing the exchange of resources, teachers can casily formed virtual network
or virtual learning communities on the internet. It 1s also an emerging form of
social network that is concerned by recent researchers. However, the influence ol
virtual network or hyper-networking is not discﬁssed in this study beccause
person-to-person networks are still the dominant form in the empirical settings in

Hong Kong.
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Chapter 2: The Context of Implementation of New Senior Seécondary
Liberal Studies Curriculum and School-based Support Network in Hong

Kong

In this chapter, thc empirical context of implementation of NSS-LS
curriculum and school-based support network will be discussed. The purpose of
dcscr-ibing: the current situations in implementation of’ NSS-LS curriculum is to
pro(zidc an cmpirical footing for this study. The phenomenon in empirical ficld
guides this study to scarch for its appropriate and relevant literature to provide a_
theoretical support in this study. Also, the uniqueness in the empirical ficld 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 sclection of relevant theories in

the literature review.
2.1 New Secnior Secondary Liberal Studies Curriculum in Hong Kong

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

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

NSS-LS curriculum ‘documents to sec 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

the content that tecachers have to make sense.

In NSS-LS curriculum and assessment guide, the curriculum framework has
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shown curriculum content in this subject is organized into 6 modules within 3
area of study (see appendix). In cach moduie. *key questions for enquiry’ is sct
up to ‘show possible pathway for explonng into these contemporary and

perenmial issyes’ (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

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

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 thetr own way depending on student backgrounds, abilities and

interests. Teachers can interpret different curriculum content knowledge i

respect to their school and classroom context such that great flexibility and

varieties in NSS-LS curriculum is created across sccondary schools in Hong

Kong.

Along with flexibility in content knowledge in NSS-LS curriculum, learning
and teaching in this su_bject’ is designed to use issue-enquiry approach. NSS-LS
_curriculum  guide has even provided severfit suggested steps in using
issue-enquiry approach. However, the main bodies in teaching and leamihg, such
as i;lcmiﬁcation of issues and finding ézorresponding teaching strategies, are left
to decision by teachers on their own. In tilis ‘casc, teachers not only need to

L]
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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 issucs and teaching strategies to

apply in their classroom.

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 subjegés. So teacher development is comparatively
essential for both' frontline practitioners and policy makers in order to implement
this ncw subject. Establishment of school-based support networks is one of the
development programmes that emphasize on mutual sharing of teachers {rom
different schools or organizations. The ideas behind is to maRe use of mixed ”
background. of teachers to enrich discussion within networks and also achieve

preparation and.glevelopment of teachers. The following two sections will discuss

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

in the impiementalion of NSS-LS.
2.2 The backgrounds of NSS-LS teachers s

As NSS-LS is a new subject that constitutes at least 10% of total teaching
hours in new senior secondary education, besides the newly admitted Liberal
Studies teachers, experienced teachers fromother disciplines have to be
reallocated to leach Liberal Studies because of the time load for the subject.
From a government survey in 2009, the origin of teachers in NSS-L.S covers all

key learning areas, with a niajorit\x in personal, social and humanitics education

(see table below).
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Table 1: Comparison of the original teaching area of panel heads and

teachers in NSS.LS

Panel Head (%) Teacher (%)
Chinese Language Education 11.3% 8.3%
English Language Education 4.6% 4.2%
Mathematics Education 1.5% 4.2% a
Science Education 13.3% 20.8%
Technology Education 7.7% A 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:f/ls.edb.hkedcity.ncthSCm-s/ﬁle/Lcadership_ﬁlesf leadership_seriesl/day2 a

m/eventl/latest development info 090106 .ppt

This data have provided a brief understanding on the diversity of teacher
béckground in teaching NSS-LS. Teachers with different subject specialties and
teaching 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-based curriculum for each teacher and student to follow, in both

classroom teaching and assessment.

In a boarder sense, not only a united school-based curriculum has to be
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
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http://ls.edb.hkedcity.net/LSCms/file/Leadership_files/leadership_sericsl/day2_a

teaching and Jearning of this new curriculum and facilitate the implementation of
curriculum from governance perspective. In this case, school-wide networks
among teachers are formed to serve these dual purposes, i.c. teacher learning and

curriculum governance.

2.3 School-@;sed Support Networks

To dssist teachers to implement various education reforms, Education and
Manpower Bureau (former name of Education Bureau) sct up numbers of
school-based professional support programmes to buiid up teacher capacity to
take forward education reform measures (Education and Manpower Bureau,
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-government 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.

Governmeni-initiated Education Network in Hong Kong

Government has set up number of teacher networks under three sections in
Education Bureau that are school-based professional support section,
* school-based curriculum development (secondary) section and regional

education office. All these networks are set up with a similar objective, which is
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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—scl;ool
networks (professional development schools) are set up to share some frontline
practices in curriculum planning and teaching stratcgies within network schools.
This scction also financially supports some university-school partnership
networks in order to acquire the resources from university to help tcachers to
understand this curriculum. Second, school-based curriculum development
(secondary) scction has played some roles in neiwork sharing. Government
officials in this section act like a resources hub to cexchange and improve
school-based curriculum and teaching matenals among schools. Participated
schools receive resources, feedbacks and consultations from the oflicials on their
own school-based curmriculum and teaching matenals. 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
nctwork at regional level. NSS-LS teachers in the same region are grouped
together to share their experience in teaching NSS-L.S, 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 Hong Kong

Several types of non-government cducation networks are also set up by
different organizations to provide various opportunities for teachers to share their

experiences and resources with collcagues, for example, sponsoring body
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networks, regional teacher networks and graduate courses alumni network ete.

Besides the formal networks mentioned above, non-lormal open-sources
networks are also set up by media or non-governmental organizations that build
up platforms, mostly online, to exchange resources. These understandings can
also widen our perspectives toward the situations and resources faced by teachers

in the empincal field.

In conclusion, when NSS-LS teachers have to [earn to make sense of the
curriculum with resources in network scttings, they arc actually cexposed to
various nectworks that may have different underlying objectives and purposes in
responsc 1o various organizations. Teachers learn 1o implement NSS-LS in such a
dynamic or even confusing environment. Information and resources reccived
from different networks may have convergence and eontradictions, which crcates
tensions and possibilities, for teachers to interpret curriculum and teaching
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 classronm’
teaching. Empirical context in lHong Kong provides a starting point for this study
to search for suitable theoretical foundation to 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.
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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 revicw to locate the theoretical explanation of this phenomenon. This
titcrature review will build up theorctical foundations to support and justify our

research design later on.

In the review of literaturc, we will discuss the cmergence of policy network
and its related concepts in macro socio-political environment, ie. 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 cducation networks.
Corresponding 1o 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.

3.1 The changing contexts and development of policy implementation

. rescarch

‘Bali (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 cxplaining
the effect of changing role of the state, Jessop’s (1999, 2000, 2002) idcas 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 that wellare stale is gradually changed into neoliberal and
competition state. Table 2 below brielly describes how the contextual shift will

produce ruptures and constitute to the change of state.

Table 2: Shifts, ruptures and the state

Shift Rupture State
1944-76 Move to universalist Welfare state
Postwar economic wellare state

growth and the expansion | education—national

of the middic class system locally
administered
1976-97 Break from emerging Neoliberal statc
Economic crises, mass comprehensive national
unemployment and shift | systecm and the end of
from Fordist to professional autonomy
posi-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

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

1o neoliberal and managerial or competition state, the function of the government
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has also been changed correspondingly. Ball has bricfly explained the situation of

the change of government as follows:

“In its simplest sense this is the shifi from government (o governance, that is,
a shift from the government of a unitary stute 10 governunce in and by
networks. ...t 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 wuse 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 the staic by Ball (2008a),
‘governance’, ‘networks’ and ‘controlled decontrol’ arc the concepts evolved to
describe the new form of state control in education. Thesce concepts help us to
- understand the changing contextual background and the role of state on
education policy implementation mechanism in the new devolutionary cra and

how it relates to the development of pelicy implementation research.

3.2 The ecmergence of policy network in policy implementation research

To understand the implementation of NSS-LS curriculum, 1t is essential to
put our perspectives in the field of policy implementation in order to relate
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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cducation context in Hong Kong.

Policy implementation studies can be scen as emerged in the ficld ol policy
studics 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 “bottom-up” debate (Lipsky, 1980; Sabatier, 1997; Sabaticr &
Mazmanian, 1980), which was associated with different roles, structures and
process of policy in governance; “principal-agent thcory” (Howlett & Ramesh,
2003), which was associated with the gaps or dilemmas of understandings and
cxecutions between policy decision makers aﬁd administrative agents; and
“downward puzzlement model” (Rein, 1983) and ambiguity/conflict model
(Matland, 1995), which was associated with the ambiguity and conflicting
purposes ol implementation of policy caused by different policy actors. Along
with the above modecls of policy implementation, implementation can also be
understood as evolutionary (Barrett & Fudge, 1981) or leaming 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
research to provide basic understandings to the recent development of this field,
i.e. institutional analysis, study ol govermance, networks and network
management, and formal and deductive approaches. These approaches should not
be perceived as dislinctive, scparated or contradicting mcthods, 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 lLowe (2009) has adapted Kickert, Klijin and Koppenjan’s

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

and provided a comprehensive comparative review on dilferent stages of policy

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

remark on the development on policy implementation.

Table 3;: Top-down, bottom-up and network perspectives compared

Perspective

Top-down

Bottom-up

Network

Object of i 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
of policy
processes

Neutral
implementation and
ex ante formulated
policy

Political processes
of interest
representation and
informal use of
guidelines and

resources

Interaction process
in which
information, goals
and resources are

exchanged

Criterion of

SUCCESS

Attainment of the
goals of formal
policy

Local discretionary
power and obtaining
resources in favor

of local actors

Realization of

collective action

Causcs of fallure

Ambiguous goals;
too many actors;
lack of information

and control

Rigid policics; lack
of resources;
non-participation of
local actors

[.ack of incentives
for collective action
or existing
blockages

Recommendation

for governance

Coordination and

centralization

Retreat of central
ruie in favor of local

actions

Management of
policy networks:
improving
conditions under
which actors
interact
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Source: Hudson and Lowe (2009) adapted [rom Kickert, Klijin and Koppenjan's

(1997)

Similar and coherent to the above three generation of policy implementation
research, Datnow and Park (2009) conceptuatized and elaborated the details of
three gencrations in the following table. 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 change. In this table, three
perspectives on policy implementation are discussed, i.e. technical-rational,
mutual adaptation and sense-making, which correspond to top-down, bottom-up
and network approach respectively. The sense-making or co-construction
processes of policy implementation provide some bricf idcas on the pcrspcciives
of implementation of NSS-LS curriculum and become the 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
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Policy

Treats policy

Treats policy formation

Treats policy formation

process process as and implementation and implementation as
discrete linear scparately; 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 beiween multiple .
perspectives are viewed | institutional layers and
as variation of fidelity | aclors
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)
Fidelity; planning { Adjustment and Adjustment and

Value

and control,
views. variation as

a dilemma

negotiation; views
variation as expected
outcome of local
context

negotiation but also
contingent maneuvers
resulting from policy
context

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

Large-scal¢ reform in an era of complexity. In G. Sykes, B. Schneider, D. N,

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

New York: Routledge.

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
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networks and sense-making. i

When analyzing the NSS-LS curriculum implementation in I[Hong Kong, this_
study will mainly adopt the third generation of policy implementation research,
i.e. network and 'sen.se-mqking perspectives, to q)'(plorc the phenomenon of
having school-based support network.s in the implementation of NSS-LS
curriculum. This; study wiil 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.
3.3 From teacher learning to NSS-LS curriculum implementation

As  policy actors have an increasing importance role in poélicy
_implementation, policy learning of aclolrs has become an issue to see how actor
lcarning 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
dichotomir can be used as a reference (Cobb & Bowers, 1999; Hoban, 2002). In
this study, cognitive teacher learning perspective is our starting point o see the
{initial sense-making of curriculum from teachers through teacher interactions
with their own prior knowledge, expericnc;:s and beliefs. Their individual
sense-making will contribute and construct the institutional norm in the network.
On the other hand, from the situated tea(:,hcr learning perspective, emphases are
put on the situated or context of learning. As teacher l;:aming took place within
the school and network contexts, teachers seek resources and experiences from

3
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networks or other partics to learn to implement the curriculum in their situated

>

cnvironment. - =

2 -

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

towards policy learning by teachers, 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

-

From the teacher learning perspectives, individual teacher backgrounds,

- * PR -

beliefs and experiences gtc. are influential factors when investigating on teacher

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

curriculum from individual teacher (G. E. Hall & Hord, 1_2006); Teachers ‘make
sense of new information they receive, and in the process of assimilation both old
and new ideas may change to “fit” together. Learning is a process of harmonizing

new and old ideas’ (Jennings, 1996, p. 14). Spillanc ct al. (2002) have provided

definitional meaning on sense-making process as follows:
; ;

'\' ' »
“We em})ha.s'ize sense-making’, rather than referring .s*r‘rhply to ‘information
- . "t . & e :
' : ench{ng' or ‘interpretation’, to focus on {he active afr_emf;t to bring one'’s
. ) pa:s:r'oi‘ga;n:zation of kn;n"..’ledge and b(lfli-;.f s to bear-in the construction of '
iy . L % : o . o . - ’
B meaningfr(;m. present stimuli.” (Spiilane, et al,, 2002, p. 394)
. Al M =} L]



Besides the individual sensc-making on the curriculum discussed above,
Cynthia Cobum has further suggested the term “collective sensc-making™ on
curriculum when teachers intcracting with messages from‘ the cnvironment
within both formal and inf;)m;al groups (Coburn, 2001). In Coburn’s ideas,
collective sensé~making is influenced by two factors: 1) the patterns of
interaction among tcachers, specifically who is talking with whom in what
setling, and 2) the character of conversation, specifically the extent to which
conversations are structured to provide conditions for engagement and reflection
(Coburn, 2001, pp. 151-152). Therefore, the ideas on collective sense-making
have made a fundamental shift on the ideas about policy lcarmning from an

individual emphasis to collective emphasis.

In the following secctions, 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 cognition

During the implementation of education reform, frontline tecachers will
intcrpi'clt, adopt and transform the policy papers, guidelines or documents into
daily practice according to their own belief and‘conceplual system (Spillane &
Zeuli, 1999). Teachers will understand education reform and construct their own
meaﬁing of the reform with their prior experience or knowledge in their
contextu:ai background or situation faced (Spillanc,l 1998). Therefore, the
implementation of education reform is highly influenced by indfvidual cognition

and leaming to the new policy initiatives.

F
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Lankshear, 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 (Lankshear & Knobel,
2003). The school curriculum has also been viewed from “curriculum as fact” 1o
“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 learn 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 learn
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about reform and have to engage and assimilate into it such that reform can be

effectively 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 descnibes 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, rclationships between policy process and policy
leamning are identificd. ‘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 learing 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 amd
’ 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 l Deliberative and Non-rational with
making rational reflective tendency for
process political
interventions in
policy cycle
Types of "What works’ Diverse and Diverse types ot
| knowledge - Explicit, declarative, | contested types of knowledge

!

| Mode 1

|

Universalistic;
transferable (under
discoverable
conditions) across

time, place and

policy fields

knowledge
Tacit, procedural,
Mode 2, embedded

in networks

Contextualized;

transfer problematic

politically sclected

Policy learning,

legttimating

Transferability of

ideological

paradigm assumed

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

Therefore, when consider the influence of individual cognition to 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 .construcl and reconstruct teacher
knowledge and beliefs of education reform environment. Education reform
initiatives can be performed by the strect-level bureaucrats with their own

interpretations in specific context, i.c. building up their tacit and procedural

knowledge.

Also, despite the fact that individuals can interpret or make sense of the
education reform messages differcntly 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 implemeniation research.

At last, from the politicized policy learning dimensions, education policy
implementation and policy learning can be perceived as a complex and itcrative
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, inclinason, preferences ol diflerent
policy actors and politics of nullification and amplification (Malen, 2006). By
understanding the political factors during the process of policy learning and
education policy implementation, the complexity and outcome of cducation

reform can be better revealed.

The ideas of these three types of policy learning have informed the rescarch
on 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 lcads to the following
discussion about the role and usc of network during cducation policy
implementation. Therefore, when investigating individual policy learning
through networks, besides network structures and formats, thc 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 deparimenis or organizations and inter-school networks. In this
section we will discuss on the influence of networks towards policy

implementation with social learning perspectives.

In theory of social learning, the processes of knowing and learning in a
group have four components:
“1. 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 perspectives that 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 compelence.

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 lcarning in education reform,
teachers not only learn 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). ‘leachers 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 (Granovetter, 1992). When a group of individuals has a sct ol
rcgularized 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
(Scott & Meyer, 1994). This explains the similarities occurred in diverse scttings
of different organizations when adopting the same practices or policies in
education reform (Burch, 2007). In the implementation ol cducation reform,
socially organized knowledge, social structures and social realitics are

co-constructed by the participants.

When considering the influence {rom both individual actor and institution,
the éoncept of “actor-centered institutionalism™ can provide a deeper
understanding and analytical framework 1o realize the complexity of cducation
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 framcwork
is to “explain past policy choices and to produce systematic knowledge that may
be uscful for developing politically feasible policy recommendations or for
designing institutions that will generally favor the forimation and implementation
of public-intcrest-oriented policy”™ (Scharpf, 1997, p. 43). The policies are
expected to be affected by actors, actor constellations and modes of interaction

within certain institutional setlings.

In this framework, the capabilities, perceptions and prefercnce of policy
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actlors are the background for individual actor to further act onto the problem
with constcllations and modes of interactions. The constellations and interaction
strategies ol government and other actors may be considered within the concepts
provided by game theories, such as a non-cooperative game, cooperative game,
voting game or hierarchical game that forming different modes of interactions, i.c.
unilateral action, negotiated agreement, majority vote and hierarchical direction.
These modes of interaction are related and supported by different institutional
settings, which are anarchic licld, nctwork, association and organization, such
that 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 cducation reform implementation process can also be revealed by

this framcwork.

When implementing education reform through network, the most suitable
modes of interactions suggested by the “actor-centered institutionalism”
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 componcents: 1) it represents resources cmbedded in social relations
rather than individuals, and 2) access and use of such rcsources reside with
actors.” {L.in, 2001b, p. 25). The resources and rclations 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 crcated by the network may also promotc lifclong adult
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lcarning (Ficld, 2005) in education sciting, such as icacher learning and

ultimately teacher professional development and teacher professionalism.

Together with the concepts of components of social learning: 1) learning as
expericnce (meaning); 2) learning as doing (practice): 3) learning as belonging
(community); and 4) learning as becoming (identity) {Wenger, 1998), nctwork
not only provide a platform for teachers to share and learn the ideas ol cducation
reform through information exchange, but also creating a new role and identity
for teachers in the network to learn through other channgls, i.e. community and
identity building. Therefore, network can be percei'ved as an instrument in policyh
learning for teacher with multiple mechanisms. Teachers have interpreted and
made sense of the policy with their beliefs and prior knowledge in the network
process togcether (Spillane, et al., 2002) and co-construct their new knowledge,
identity and implementation towards the education reform. Education policy
implementation in this case is social learning and soctal construction process of
both government and teachers. And different levels of networks, such as teacher
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 nctworks involve complex
structures and decision making processcs, rescarches on network have been
generally divided into three types, i.c. actor analysis, game analysis and network
analysis (Klijn, 2008; Koppenjan & Klijn, 2004). As discussed above, this
research will start with aclc"r analysis to intent to identify actors involved,
reconstruct perceptions of actors and analyzc actor positions and dependencies.
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Then, apply the concepts [rom network analysis to scarch for interaction patterns
of actors, patterns in actors’ perceplion and institutional provisions that connect

actors in networks.

3.3.2 Organizational and networked learning perspective on network

Besides taking individual actor learning into our main focus of this rescarch,
organizalional and networked lcarning arc also brought into considerations to

investigatc whether collective learning takces place during policy learning through

networks,

When adapting diffcrent organizational learning theories to the ficld 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 c¢lfectively 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 capacily f{or
organization to implement cducation 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, & Eaker, 2008; Stoll, Bolam, Mcmahon, Wallace, & Thomas,

2006).

As collective policy learning of NSS-LS curriculum both happened in

41



intra-school organizations and inter-schools networks, besides organizational
learning, the concept of networked learning is also nceded 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. J'or details, networked learning included four distinct
learning processes:

- “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
that they arc lcarning 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 lcarning between individuals from
dificrent schools is also done on behalfl of other individuals within their
school and network—or the wider system.

Meta-learning: where individuals are additionally learning about the
processes of their own learning.” (Jackson & Temperley, 2007, pp.

48-49, original italic)

Together with individual learning discussed in the above section, there are
three levels of learning happened in implementation of NSS-LS through
networks that 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
schtg)ol—bascd 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 scction. 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 nctwork to implementation of NSS-LS curriculum

Based on the development of policy implementation rescarch and empirical
understanding ol NSS-LS implementation in Hong Kong, policy network is
sclected 10 be the backbone of theoretical support in this study together with
tcacher learning discussed above. Because of the complexities of thcoretical
understanding in policy network studies, other theories such as institutionalism,
governance, inter-orgamzational studies etc. will also be openly used and

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

empirical field.
3.4.1 < Defining and positioning policy network
Besides the nature and characteristics of policy network that have been

discussed and described in the previous section, back to the basic and concfete
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definition on thc term policy network, several rcscarchers have explicitly
provided some definitions to it. Although no general tonsensus 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 patierns 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 between them.” (Rhodcs, 2006, p. 426)

From the general impression on the .deﬁnilions of policy network, three
main ltraditions of policy network literature are developed corresponding to its
policy environment, i.e. American literature, British literature and European
literaturec (Marsh, 1998a). In the American literature, the emphasis is pul on the
interest intermediation that based on the basis of sub-government and dynamics
within the “iron-triangle” (congress, interest group, burcaucracy) in the policy
making environment in the United States. In British literature, it emphasizes on
the structural aspects of ne.tworks and devcloped typologies and characteristics
on networks (Marsh & Rhodes, 1992). And for éuropcan_ li-terature, though it
shares lots of similarities in the perspectives on network as a new form of

44



o

governance ‘with Briifsh literature, it pays particular atiention to interpersonal
din;ension in policy networks because of the multi-level and multi-national
governance ‘enyironmenl in European Union.

In this study, the concepts from British and European literature will be
mainly adopted because it fits the {ocuses 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 cducation
governance environment, with the majority ol sccondary schools ruled by

sponsoring bodies instead of directly run by the government in Hong Kong.
3.4.2 Reviewing approaches on policy network

Besides difierentiating the literature on the basis of geographical and
contextual environments, Boérzel (1998) and Bevir and Richards (2009) have
comprehensively reviewed the approaches towards study of policy network,
They distinguished the study of policy networks into four main strecams, tLe.
networks as interest intermediation, network as govemance, nctwork as
management and decentred theory. The first three approaches arc mainly based
on the positivist views and the last one is mainly rested on constructivist views in

epistemological concepts.

As individual and coliective sense-making by teachers ar¢ the fundamental
concerns of this rescarch, 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 nctwork
settings, through which they continuously usc their own backgrounds to make

sense of NSS-I.S curriculum within their social context.

Although this study begins with the focus on situaled agents, a thorough
understanding in dynamic interactions between agent and structure is also
essential to this study bccause besides perceiving structure and agent as
dichotomy and independent phenomena, the two represent a duality also. The
structur:: is both coﬁstraining 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 ((nddens. 1984).

In addition to Gidden’s (1984) structuration thcory. which provided a
dialectial insights on policy network, Jessop (2001) has suggested a
strategic-relational approach to argue that actions are strategically sclective
within a pre-existing structured context (McAnulia, 2002). In strategic-rclational
approa_ch, strategic learning takes place because “agents are reflexive, capable of
reformulating within limits their own identities and interests, and ablc to engage

in strategic calculation about their current situations” (1 lay, 1996, p. 124).
The following figure has elaborated the concepts ol actors making sense of

the context through strategic calculations and actihg purposivcly in the attempt to

realize their intentions and preference (Hay, 2002).
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Figure 1: Structure, strategy and agency in the strategic-relational appreach

Strategic actor Effect of action enhanced
(Individual or l«—— strategic knowledge; strategic
collective) learning

Strategic calculation: :
formulation of strategy within > Stratleglc
context action

Effect of action: partial
le———— (ransformation of context for
Suture strategy

Strategically
selective context

Source: Hay, C. (1995). Structure and agency. In D. Marsh & G. Stoker (Eds.},

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

When these concepts appeared in theories in policy network, David Marsh
and Martin Smith (Marsh, 1998b; Marsh & Smith, 2000) proposcd 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 claborated on the details or
considcrations 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

Structural Network
position Structure
Actor’s i Policy outcome
resources 1
Innate Skill Network
Actor Skl“ interaction

Actor lcarmng

Source: Marsh, D. (1998). The utility and future of policy nctwork analysis. In D,
Marsh (Ed.), Comparing policy networks (pp. 194). Buckingham: Open

University Press.

In the dialectic framework, the rclationship between structural context,
networks, and actors is emphasized. It acknowledges the importance of both
actors’ skills and resources and nectwork structure. In this case, policy nctwork is
not perceived as a fixed entity but a process 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 the followings dimensions and sub-dimensions. [t provided a more

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

Dimension | Sub-dimension Type Description
Genesis _ Emergent Spontaneous, voluntary,
’ generated through
‘grassroots’ processes
Externally Conceived and promoted by
sponsored outside agents as an

instrument for their own

agendas

Composition

Individual-actor

Comprised by individuals

Collective-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

Connectedness

Strongly
connected

Most actors are strongly

connectied 1o one another

Fragmented

Subgroups ot actors within
the network are weakly
connected or unconnected to

one another

Substance

Single-purpose

Devotes most of its activity

to a single purpose

Multi-purpose

Devotes its activity to several

purposes

Effectivencss

Effective Achieves its declared aims
Ineffective Fails (o achieve its declared

aims
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Dynamics Goal-directed All relations between
network members are
structured in order to achieve
network-lcvel goals; an
administrative entity plans
and coordinates the activities

of network as a whole

Serendipitous Evolves haphazardly (rom
the interactions of individual
actors, without guidance

{rom any central nctwork

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 cssential to the whole implementation through
network because the naturc of policy builds up the core and foundations of actor
interpretation. The nature of policy content determines the space for
interpretation. Therefore, the litcrature on teacher lcarning may fill-up this
missing link because teacher lcarning is a comparatively microscopic and

contextualized perspective that put more concerns on policy content,

Morcover, previous researchcs on network and inter-organizational
relationship are dominantly [unctional, which focus on the collaboration.
mechanism, competitive advantages, and resources dependencies ele. (Lotia &
Hardy, 2008). So besides functional perspectives of tcacher learning in networks

on implementation of NSS-LS, this study will also try 1o explore the potentials of
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applying communicative and critical perspectives in  nctworks through
collaborative lcarning and politicized learning dimensions. The contributions of
both teacher lcarning and policy nctwork perspectives on cducation 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,
the following sections will outline the cffect of network to get to know possible

network outcomes together with enactment of NSS-LS curriculum.

According to Veugelers and Zijlstra (2005), networks have the tollowing six
functions: 1) Interpretation ol government policies: 2) Influencing government
policies; 3) Learning from the experience of others; 4) Using cach other’s
expertisc; 5) Developing new educational approaches and materials; 6) Creating
new initiatives (Veugelers & Zijlstra, 2005). Their idcas have provided brief
classifications on the effect of educational networks, which may be [urther
categorized into curriculum and instructions, teacher professional development
and governance. Building on the previous sections that 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
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outcomes of networks such that we may explore on the influence of network in
-

education policy implementation. When putting all processes and oulcomes

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
cducation rcform because it is directly related to the effectiveness of student
lcarning and the change of cducational 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 crcated

(Hall & Tiord, 2001).

Hord (1997) has identificd five dimensions of professional learning
communitics: 1) shared values and vision; 2) collective lcarning and applicatiop;
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 to dcvelop teacher collective practices o react to

education reform.

For cxample, 1o facilitate the implementation ol national writing project in
United States, two university-school professional development networks are
established to organize teachers in a non-hierarchical, peer to pcer platform to
share their teaching and learning approaches and other social practices to adapt
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the education reform with the local concerns and contexts. Teachers will have
opportunities to develop their prolessional practices in the network, such as:
“Approaching every collcague 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 lcarning in practice and relationships
- Providing multiple entry points into learning communitics
Reflecting on teaching through reflection on learning
Sharing leadership
Adopting a stance of inquiry
Rethinking professional identity and linking it to professional

community” (Licberman & Wood, 2004, p. 50)

During implementation of network, the essential and corc of idecas trom
national writing project will be remained and anchored, while tcachers may
develop some varicties of practices based on their  school-based or
classroom-bascd contexts and daily experiences. In this casc, tcacher can build
up their capacities and professionalism to dcal with changes in their particular
context. In the case of implementation of NSS-L.S, nctwork may provide similar
functions when interpreting the curriculum texts and materials, while conducting

curriculum and instructional reform at the same time.

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 presct to network by external agents. The aims and
goals of network are formed with mutual agrecement by participants only when
the nctwork 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 are still subject to public accountability system in the
neo-liberal age (Ranson, 2003) and this will disempower and dysfunction the

strength of network.

The role of tecacher cducator from the universitics is another issuc 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 rescarch
project, teaching course or governments publications or announcements
(Lieberman & Wood, 2004). They should be the change agent or boundary
spanner to school improvement and education quality advancement instead
(Morgan & Eustis, 2004). The ideas or initiatives {rom the frontline teachers
should be highly respected 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 teaching strategies (Ilopfenberg, Levin, & Associates, 1993). It
may ensurc the importance of local knowledge is being treasured and frontline

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

In Hong Kong, some important partnership networks are developed to foster
school-based curriculum development, enhance teaching and lecarning strategics,
and conduct leadership training and promole 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 & Lee, 2008). The networks facilitate both
gc)‘\zcrnmental and non-governmental quality education initiatives, such as school
inspections, diversified funding and curriculum changes etc, through the
accumulation and mutual sharing of experiences and knowledge of teachers in
the communities (Wu, Chan, & TForrester, 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 t‘he effect to the reform in curriculum and instruction

in NSS-LS implementation through network.
3.5.2 Effect of network on teacher professional development

Based on the foundations built by curriculum and instructional reforms,
another scope of studying the effect of network is to investigate its impact on
teacher professional development. Network provides a collaborative structure to
motivate teachers to reflect on their own existing practices and to 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) encourage sharing of
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knowledge; 2) flexible to organize activitics; 3) shift the¢ mcaning of adult
learning from prescription to involvement and problem solving; 4) leadership
roles are possible for many network members regardless of their status; 3)
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 leaming environment (Lieberman & McLaughlin, 1992).
By active participation and involvement in profcssional development network,

teachers may transier the ownership of the external reform to internal (Coburn,

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 morc complex and requires teachers 1o commit into working
in collaborative cultures and continuous learning that form interactive
professionalism ([Fullan & Hargreaves, 1996, Hargreaves & Goodson, 1996).
However, the cxtent of teacher professionalism built by networking is still
subject to the eflectiveness of network that generate academically respectable
knowledge, practically-credible skill, socially trustful codes of cthics and

practices, and effective authority and autonomy over the above constituents

(Freidson, 2001).

3.5.3 Effects of networks on governance

In this new multi-actors and multi-agencies institutiondl arrangement,
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partnership and collaboration between actors become more important, where the
concepts of nclwo‘rk 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
governaricc has also re;lllced the ability for government to steer and further
weaken thé dominate role of government. The governance turn from government
to governance, which is a form of “regulated self-regulation™ (Ball, 2009b) or _
“constrained discrcliqn” (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 cducation settings, network helps to reduce the tensions of top-down
versus bottom-up, pre-service versus in-services, theory versus practices and
Jormal versus informal organizational structures (Fullan, 1994; O'Hair_ &
Veugelers, 2005). The consensus on natton-wide curriculum objectives may be
achieved by adjustment to local' realities (Eimorc & 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.



Chapter 4: Conceptual Framework and Research Methodology

In this chapter, the conceptual framework and research methodology of this
study will be discussed and showed how it fits with the research aims, questions

and related to the literature review. First, based on the foundation of literature
i

revicw, 1?10 conceptual framcework guidés this study with a clear structure on the
pathway to scarch for answers to research questions. Second, research
methodology follows the conceptual framework to opcerationalize research ideas
and questions into data collection mecthods and data analyzing strategies. This
chapter constructs a solid research plan in response to the research questions and

builds up a foundation to substantiaie 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 lour 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 ncither focus on top-down nor bottom-up implementation (I ludson &
Lowe, 2009). On one hand, policics are not only some mandated regulations or

guidelines that front-line bureaucrats can strictly follow. On the other hand, the __

b
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street-level burcaucrats cannot interpret and implement the policies as free as
they like. The policy actors have to make sense of the policies and implement the
policies in their strategically sclective context. The actlors use their individual
cognition to make sense of the policy in their specific environment. They further
enact the policy according to the environment in certain ways. Theretore, the
focus of policy implementation rescarch has shifted to the sensemaking process

of policy actors during policy implementation.

In this research, the sensemaking process of teachers involves two parts, i.c.
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 belicf about lcarning and teaching to make sense
of this new curriculum. In cognitive perspective ol learning, teachers assimilate
and accommodate the new experiences and develop their cognitive schemas in
individual’s mind (Hoban, 2002; Piaget. 1950). Prior knowledge and individuai
experiences are important to teacher learning in this perspective. This theorctical
perspective contributes to the research on teacher’s individual context in this

study.

Besides individual sensemaking, teachers also make sensc ol 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 contexis
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contribute to the collective sensemaking about NSS-LS curriculum. Teachers
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 targer governance context
related to curriculum reform in the devolutionary age. In the age of curriculum
rcform, the decision making process of curriculum policies is decentralized and
put into the hands of teachers. School-based decision making is increasingly
influcntial 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—L-S 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

s

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
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 context and the relationship between teachers and contexis. R
4,2 Research Questions

As stated in chapter 1, this research has the following five major research
questions to guide our further development of detailed research questions.
1. Question in teacher sense-making of NSS-LS curriculum:

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

Question in NSS-LS curriculum governance:

How do the context of organizational-level and state-level curriculum
g!:‘J‘Jemance affect teacher sense-making and enactment of NSS-LS
curriculum?

Question in school-based support network:

How do different networks function on teacher sense-making and
enactment process?

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?

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 claborated 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

Question in teacher sense-making of NSS-LS curriculum:

How do teacher background, knowledge and skills affect tcacher
interpretation of NSS-LS curriculum?
[How do teacher make sense with information and resources of NSS-L.S

curriculum individually in their own way?
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2.  Question in NSS-LS curriculum governance:
- How do teacher learn and intcrpret the curriculum cooperatively in
their organizational context?
How do school-based NSS-LS curriculum being socially constructed?
3.  Question in school-based support nctwork:
How do the structure and process of school-based support network
contribute to individual and collective sense-making process of
teachers?
4. Question in interaction between curriculum governance and
school-based support network:
How do network affect on school-based curriculum governance?
How do networks contribute to the construction of NSSES curriculum
in Hong Kong?
5.  Question in teacher enactment of NSS-LS curriculum:
- How do teacher enact their sense-making outcome in daily classroom
practices?
- How do teacher adjust and further make sensc of NSS-L.S curriculum

aficr feedbacks of classroom tcaching?

4.3 Research Design

This study will apply qualijative research method to investigate the five
major rescarch questions stated in chapter 1, i.e. 1) tcacher sense-making proccess
of NSS-LS curriculum; 2) NSS-L.S curriculum governance; 3) attributes and
functions of network; 4) interactions between curriculum governance and
network and 5) teacher enactment process of NSS-L.S curriculum. As all the
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research questions have a clear social constructivist worldview that search for the

perceptions and experiences of tcachers participated in different networks,

qualitative research methods arc applicd in order 1o discover thc mceaning of

NSS-LS curriculum and school-based support networks that arc perceived and
interpreted by teachers. The application ol gualitative research methods is based
on foundations of constructivist perspectives 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 discussed and claboraicd. By investigating teacher’s perspectives {rom school
to school, in-depth contextual factors ol cach school can be explored and

revealed. This also allows us to get 10 know the phenomenon and teacher

experiences in their real-life context, both in school and network scttings.
Justification and application of qualitative resecarch approach

As this study aims at rcvcaling. and understanding individual and collective
sense-making processes of NSS-LS curriculum from tcachers’ perspectives,
qualitative research method is applied in order to let our teachers freely express
their perceptions and experiences. Through qualitative research processcs, this
study uses a constructivist approach to iriterpret 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 curriculum, icachers organize
and make sense of the curriculum with their personal schema. Tcachers 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 expericnces within their specilic
context. They enaét NSS-LS curriculum according to the organizational and
institutional environment. The reveal of individual sensemaking process can
untold the subjective meaning of NSS-LS curriculum implementation attributed

by individual teacher within their lived cxperiences.

Besides the reveal of individual sensemaking about NSS-LS curriculum,
tcachers also need to collectively make sense of the curriculum in the three social
contexts mentioned in conceptual framework, i.c. school context, network
context and curniculum governance contexl. ‘Teachers make sense ol the
curriculum together through negotiation and exchange ol idcas. Teachers express
their point of views and form collective understandings and actions toward
NSS-LS curriculum. The tcacher’s collective sensemaking constructs  an
intersubjective meaning of NSS-LS curriculum in the social world. Through the
process, teachers may further institutionalized the process and form “reciprocal
typification of habitualized actions™ (Berger & Luckmann, 1967, p.72) towards
NSS-LS curriculum, i.e. collective NSS-LS curriculum implementation.

Developed (rom individual and collective scnscmaking of NSS-LS
curriculum, teachers further enact the curriculum according to their lifeworld.
Teachers enact thc NSS-LS curriculum within their strategically selective
contexts and their cnactments 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 to

investipate on tcacher’s subjective or inter-subjective world.

In this study, focused interviews and documentary analysis will be applied in
order to complement focus on various concerns in the five rescarch questions.
Teachers in Liberal Studics subjeet department in the case schools will be
interviewed with semi-structured and open-ended questions (see appendix 1)
Their authentic experiences in learning, sense-making and enacting NSS-LS
curriculum are foci of this study. It 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 lLiberal Studies subject
department will be specifically asked on school-based curriculum planning and

governance to reflect on the NSS-L.8 curriculum at school-level.

Another data collecting method applied in this study is documentary analysis.
The school documents rclated to NSS-1.S curriculum planning and cnactment,
such as unit plans, lesson plans and teaching materials ctc., will be studied in
order to comprchend a rich and thick description (Geertz, 1973). Teachers will
provide some teaching materials and lcsson plans for this study to further
familiarize with teacher sensc-making outcomes and teaching pl:acliccs in
NSS-LS. Details of the teaching materials will also be discussed whenever

necessary to support and triangulate the data drawn from intervicws.

Besides documents colliccted from case schools, other related documents
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rom school networks and government, such as shared teaching matcnials, notices,
memorandums and policy documents, will also be reviewed so as 1o enrich and
support the data collected from other sources in order to substantiate findings and
arguments in this study. Data collected Irom school network and government
documents can be used to triangulate with interview data and reveal

scense~-making ol curriculum in teacher consciousness level and enactment level.

4.3 Rescarch Sample

Theoretical sampling 1s applied in order to facilitate the understandings ol
conceptual framework and developing the related concepts in this study. The
choice of sample schools is based on theoretical development in the literature
review of this study. In the literature review and development of conceptual
framework, four contexts are included in this study, i.c. tcacher’s individual
context, school context, network context and curriculum 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 arc sclected by
school-based and network-based. ‘Tcachers from 6 schiools arc selected in this
study, which included 3 different kinds ol networks in Hong Kong.

In order to study the comprchensive picture oi’implcmcnlaliun of NSS-LS
curriculum in llong Kong, 25 teachers in 6 schools are purposively selected
according to diverse student abilities. School A and B With high ability students,
School C and D with medium ability students and School E and F with low
ability students are selected. Teachers in diflerent schools interpret and design
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their school-based curriculum according to their specific student learning needs
and styles. The combination of tcachers with diverse background formulates a
deep understanding on the implementation 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 ol instruction. School A, C and £ are the key schools for this study and
all teachers in the pancl are interviewed. These three schools have participated in
three different networks, i.c. School A in non-government initiated teacher
network, School C in Education Bureau initiated teacher network and School E
in [xamination and Assessment Authority initiated teacher network., The
processes and outcomes {rom three different networks will be illustrated through
these casc schools in order to illustrate the cflect of networking in
- implementation ol NSS-LS curriculum. Furthermore, in order lo gain more
insight from the implementation of NSS-1.S, school B, 12 and F ar¢ used to
supplement, triangulate and deepen the understanding about the implementation
of NSS-LS curriculum. In school B, D and F, only pancl heads and core members
ol the team arc interviewed. School B is the only one who has participated in the
Examination and Assessment Authority initiated teacher network. Schoo! D and
I have not participated in the mentioned networks. For school A, D, E and T, a
single pancl head is assigned by the school 1o be in charge of Liberal Studies
pancl. For school B and C, two panel hcads arc assigned by the schools and they

collaboratively take charge of the panel.

In our interviews, pane! 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. All
interviewecs have certain teaching experiences in other subjects so that they have
accumulated prior knowledge and practices in teaching field. [Fot-the duration of
interviews, all interviewces will take part in a primary interview individually lor
approximately 30-60 minutes (i.c. about single or double lesson period),
depending on availabtlity of teachers. Total 25 semi-structured interviews are
conducted for this rescarch. The interviews will ask a list of questions (see
appendix 1) and followed by somc follow-up questions to strengthen our
understandings toward some specific issues. Post-interview questions will also be

asked to teachers if further clarification or information is needed.
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Table 7: Backgrounds of Interviewees

School

Teacher

Teaching Other Teaching Subject(s) _ Pancl
Experience Head(s)
A A 15 Geography v
B 3 Geography
C 10 History o
D Geography
[ E 13 Chinese Histor); Chinese
B A 19 Geography, Mathematics v
BB 16 Biology v
C Religious Studies, Civie Education
C A >25 | Liconomics and Publics Affairs v
B 6 Government and Political Affairs v
C 14 Biology
D 10 Chinese
E 8 Mathematics ]
F 3 Chincse o
D A 15 LEnglish v
R 21 "~ English, History
C 5 Chinese, Chinese History _
E A 11 Geography "
B | 7 History l
c | 13 - English I
D 4 History o
E 8 Computer B
IV A 16 Chinesc Language, Tourism v
B 15 ¢ Mathematics, Computer, Technology
C 15 Chinese Language

Besides the ahove characteristics, as teachers in these sample schools are

with wide range of participation intensity and capacity in dilferent 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.c. school level and network level.

s
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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 the
analysis of data collected, this study will apply the standard coding procedure as
Creswell (2009, p. 185) suggesied (see figure below). The codes will be
developed through iterative coding with all the data collected from interviews,
obscrvations and documents cic. The coding is aimed at describing the nature and
process of teacher sensc-making process interacting with the  structural
environment. Besides the interactions between teacher cognition and school
environment, it will also describe the interactions with different networks.

However, it is still subjecled 1o {urther adjustment in the process of data

collection and analysis.

o
L
.
p

Figurc 4: Data analysis in qualitative research
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Source: Creswell (2009, p. 185)
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4.5 Reliability, validity and ethical issues in this research

Several reliability procedures and validity strategies will be applied during
the whole in order to ensurc the quality of this research (Creswell, 2009; Gibbs,

2007).

In reliability procedures, the researcher will check transcriptions and 1{1akc
sure the definitions of codes are used properly so that 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 sl-mrcd with key informants and the resecarch v\fi!l invite

their comments and insights into final analysis (Miles & Huberman, 1994).

P
Fy

To ensure validity, triangulation of different data sources will be applied to
ensure internal validity during the data analysis process. This process may build
up a coherent justification on the claims and arguments of this study that increase

the validity of this study. Also, by providing a rich and thick description on the

¢

settings and data collected, the results will become more authentic and realistic,

which may also add validity to the findings.

. For the cthical 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
truthfulness andl integrity of this research, the researcher will uphold
confidentiality and anonymity to build up trustful rel.ationship with the

informants, especially when collecting and analyzing the information that came
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from the same case school.
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Chapter 5: Teacher individual sense-making of NSS-LS curriculum

This chapter explores teacher individual sensc-making process of NSS-LS
curriculum by their own cognitive schema to make the curriculun 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 time. The cycle beging as individuals form unconscious
and conscious anticipations and assumptions, which scrve as predictions about
future events.” Therefore, in this chapter, individual teacher learning and
teaching experiences are revisited retrospectively to see how teacher cxperiences

affect their understandings and interpretations about NSS-LS curriculum.

The investigation of individual sense-making process by teachers will be
mainly focused on the tensions and dynamics of teacher learning from ideas in
curriculum documents and recalities in their teaching context. By reflecting on
teacher mediation about the gap between NSS-LS curriculum ideals and realiues,
teacher interpretation and sense-making ot NSS-1.S curriculum can be deeply
revealed.

-

5.1 Learning the ideals: Teacher learning from the curriculum documents

In the NSS-LS curriculum and assessment guide, six curriculum aims are
clearly stated in the document, including *“(a) to enhance students’ understanding
of themselves, their socicty, 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.crilical 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 socicty and
handle conflicting values; and (f) to help students develop positive values and
attitude, so that they can become informed and responsible citizens of socicty, the
country and the world” (Curriculum Development Council & tlong Kong
I:xaminations and Asscssment Authority, 2007, p. 5). Students should develop
tﬁeir knowledge. skills and attitude covered in the six modules of studies with a
cross-module and interconnected sense through issue-ecnquiry learning and

teaching approach.

Under the above curriculum aims, NSS-LS curriculum and assessment guide
issued by the Cducation Burcau has lurther 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
affect themselves, their society, their nalibn, the human world and the physical
environment. In development of skills, students should acquire multiple generic
and cnquif,}f skills, such as problem shlving skitls, communication skills,
information processing skill etc., through issuc enquiry lcarning in a sclf-direclted

t
way. In nurturing student values and attitudes, students should critically reﬂeci
on different views and opinions in the socictics and form their own judgments

and decisions toward issues in order to become a responsible and conscientious

citizen (Curriculum Development Council & Hong Kong LExaminations and
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Assessment Authority, 2007, pp. 5-6). In order to achieve effective teaching and
learning in NSS-1.S curriculum, ten guiding principies arc further outlined by the
curriculum documents to instruct teachers to conduct the curriculum with
appropriate tcaching and learning strategies, i.e. 1) building on strength: 2)
acknowledging prior knowledge and experience: 3) understanding the learning
targets; 4) teaching for understanding: 5) tcaching for independent learning; 6)
enhagcing motivation; 7) effective usc ol resources; 8) maximizing cngagement,
O)aligning assessment with learning and teaching. 10) catering for lcarncr
diversity (Curriculum Development Council & Hong Kong Examinations and

Assessment Authority, 2007. pp. 87-88).

Numerous propagandas related to NSS-1.S are publicized in the mass media
or through teacher trainings by Education Bureau, the i1deas and ideal learning
outcomes of NSS-LS are well-known and bombarded to teachers. Circular,
pamphlet, handbook, articles, TV programmes and comr';len:ials arc all over
various channels, such as printed-copies. TV, radio and inicrnet (Education
Bureau, 2011). Therefore, tcachers notice the ideas and rationale of
implementing NSS-I.S curnculum postulated by Education Bureau. Some
teachers even mierpret the NSS-LS currniculum guideline in their own way and
formulac their ideal type of NSS-LS curricutum. In the following scction.
teacher’s perceptions on NSS-LS curriculum idcals will be revealed to see how

teachers make sense of the idcal type of NSS-LS curriculum.
5.1.1 Construction of knowledge by students

Under the wave of curriculum reform in the last decade, tecachers’ role in
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teaching process has been changed. Teachers are no longer the distributor of
knowledge in the teaching and learming process but act as facilitator instead.
Students play an active role in participating in learning activitics 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 recognized by teachers for
years, especially after the education reform proposal submitted by Education
Commission in 2000, Therefore, NSS-LS teachers are also well-acknowledged
and accept the ideas on student construction of knowledge in NSS-LS teaching

and learning.

In the interviews, all teachers are asked about their understanding about the
1decals o NSS-L.S curriculum and their perceptions towards teaching and learning
of NSS-1.S. All teachers express their familiarity on the ideas related to
cducational rcform and NSS-LS curriculum, no matter they are directly drawn
from wordings in curriculum documents or from their personal understandings.
Most teachers can show their knowledge and state curriculum ideas smoothly.
Teachers across all case schools reiterate the ideal typical aims and objectives
from the curriculum documents and show their common understandings and

agreement with ideas behind:

Ideally, Liberal Studies lessons should have more diversity in teaching and
learning. For example, student should construct their own knowledye.
Teacher should not be the knowledge provider but as «a facilitator. Studenis
should construct their knowledge in their own way (Teacher D, School
C)-
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Students should be given the opportunities to master the concepts in their
life that should not be taught by others. For example, in interpersonal
relationship and interpersonal skills, I think students shouwld already know
the ideas behinds when interacting with others in their whole life. (Teacher

E, School EF)

Students should have their freedom to inquire, discuss, reflect and discover
knowledge. They should have their own way of thinking und nof targeting at

the public examination. (Teacher D, School A)

In teachers’ point of view, students’ construction ol knowledge 1s 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 subjccts.

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-1.S
curriculum accentuates that students should become independent learners and
thinkers in the future. In order to achicve this goal, teachers 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 to develop student enguiry skills and should be the

necessary component in NSS-LS curriculum:

I think the target of NSS-LS curriculum should be helping our students to
learn more thinking approaches. That is my first priovity. Open students’
mind, develop their way of thinking and not like the old days. (Teacher B,

School A)

Among all the dimensions of cnquiry skills and thinking habits mentioned,
critical thinking is the most prominent idea that teacher would like to nurture
students with. Teachers believe that critical thinking 1s essenttal 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 enguiry skills, 1 think it is actually ubowt higher order

thinking, critical thinking and creativity. (Teacher A, School 1))

Ideal NSS-1.S curriculum should nurture students way of thinking. Student
should have their own perspectives and can cxpress thelr opinions 1o issues
or problems. They should have their .S'Iafzdp(Ji!?! and point of view, Of course,
students will not blindly agree with others, they should have their clear

perspective, (Teacher B, School TF)

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,
reachers have to encourage students to think und critical review on issues.
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(Teacher A, School D)

Therelore, in teachers™ perspectives, another idea thal is importani to be
included in the NSS-1.S curriculum is the enquiry skills and thinking habits. In
the process of equipping students with the enquiry skills, the development of
skills will complement with students’ construction of knowledge such that
students can construct their own knowledge lhr:fugh independent enquiry and

critical thinking.

5.1.3 _Inerease students’ awarceness to the socicties and the world

Increasing students” awareness to the societies and the world is also another
NSS-LS curriculum id_ca] in teachers™ perspective. As NSS-LS curriculum
covered three cxiensive arcas of study, teachers grasp this curriculum as a
substantial opportunity for student to cxplore around the world. ‘Tcachers can
introducc some issues that students may not be familiar with or scldom notice by
students themselves. Introduction of NSS-LS curriculum may aliow students to
be informed about what happened around the world and gunide them to explore
the world in their own path. 1t also rcsponds to the tunnel vision of students in
enquiring issues. NSS-LS curriculum can provide opportunities for students 10
increase their awareness about the world and facilitate themselves o understand

an issue from a wider perspective:

[ think student should care about whait is happening around us and in the
world. Students may apply the theories that they have learnt in the lessons
10 construct their own perspectives to look at the world. NSS-LS curriculum
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is very useful in this sense. (Teacher E, School (V) -

Students can make NSS-LS learning as their foundation to know morve about
the world uand huve awareness about the societics. Because I know my
students are really weak in thiv arca, | make use of different issues to

broaden their horizon. (l'cacher A, School D)

{ think the vision of owr students should not only focus on their community.
In my concepts, although students live in their compuniny, they still can
explore Hong Kong, China and the world through this subject. (Teacher A,

School D)

Besides teaching NSS-LS to raise student awarcness to the socicties,
tcachers also notice that this awarencss can be linked up with developing student
enquiry skills. Teachers incorporate the idca of raising stadent awarencss to the
societies and the world into the perspectives from different stakcholders.
Teachers’ ideas arc that NSS-L.S curriculum would lead the awarcness of their
students to another level and link up student thoughts with others’ knowledge or
perspectives that have been well-established in the world. Students may enhance
their learning through putting their thinking and judgment into the notable

dialogues and perspectives in the societies:

Students should take initiatives und have self-awareness to enguire different
things around their lives. Ideally they will know what is happening around
and make comprehensive comments on  perspectives  from  different
stakeholders. (Teacher E, School A)
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When exploring the societies and the world, teachers not only want their
students to learn NSS-LS by textbook or within classroom settings, but also want
their students to go outside classroom and explore the societics in real context. In
this case, NSS-LS curriculum has also cchoed other learning experiences (OLE)
promoted in the curriculum reform. In the new senior secondary curriculum
relorm, 15% of teaching hours are reserved for OLE in order to provide quality
life-wide learning for students. Some Liberal Studies teachers make use of this
opportunity to cooperate Liberal Studies clements into OLE 1o enrich student
icarning holistically, Ideally, teachers belicve introduction and cooperation
between NSS-LS curriculum and OLL can bring syncrgy to student learning.
Student learning in NS§S-LS can further benefit from the authentic experiences
gained in OLE. Therefore, in (teacher’s perspectives, authentic lcarning
experience is an important component for students to increase awareness of the

societies and the world:

That should be more activity-based.  Besides  teaching  foundational
knowledge, teacher should often bring studenis reach out of clussroom.
Student can explore and feel the world. For cxump!.c", in the wrea of science
and techrology, we can go outside to see light pollution. When talking ahowt
quality of life, we can go and see the way of living of people from different
income come groups. It will reflect the issues of income discrepancy in the
society. I think Liberal Studies is not teaching by codebook. (leacher B,

School E)

In conclusion, the above clements arc all rclated 10 increasing studenis’
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awarcness to the world. Students should fully utilize Liberal Studies as a
platform to stretch their thinking and widen their horizon to explore the world in
a holistic and sufficient way. In teachers’ ideals, NSS-L.S curriculum allows their

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 opportunities
Jor students to develop their thinking skills. It would not be bounded and

can fouch upon many dimensions. (I'cacher D, School [2)
5.1.4 Development of Liberal Studies contents from student interests

Besides knowledge and skills developed through teaching and learning of
NSS-1.S curriculum, teachers also notice the importance of student interests in
~their learning process. In teacher’s perspectives, ideal Liberal Studias teaching
and learning should ail begin with student interests and preferences. The opinions
[rom students in the contents and issues of learning should be well-taken.
Students should have their voices in deciding what they would like 1o learn. The
school-based curriculum 1s 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 should begin with student interests. The
approach should somewhat like general education in the Chinese University
of Hong Kong or liberal arts education in Lingnan University. That Js,
students can learn something beyond their specializations and only by
interests. The depth and breadth of learning can be decided by students. In
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this case, our society will have a group of people that have broad skills and

knowledge, not someone who is narrow-minded. (Teacher B, School B)

Some teachers also believe in 1caching and learning of NSS-L.S eurriculum,
discussion ol key questions for enquiry in each theme can suit the purpose of
teaching NSS-LS for student interests. Teachers can base on student background
knowledge and interests (o design suitable theme and issues for student to
enquire. The design of teaching can be set out of the scope in the explanatory
notes in NSS-LS curriculum guide. In this case, teaching and learning of NSS-LS

1s lexible and can be designed according to student interests:

Ideally. it will he the best to have less explanatory notes. which means only
give me several key questions for enquiry, and let me think about what
issuwes are inleresting to my students. More flexibility should be given to me
in feaching my students and let me decide on what to teach. (Teacher B.

School )

In summary, when tcachers make sense of the curriculum guide and search
for its ideals, tcachers are very familiar with (he curriculum objectives and
expected learning outcomes stated in curriculum guide. In their perspectives.
teachers may interpret the ideas of teaching Liberal Studies even more
progressive and libcr.alc than the original curriculum documents. Teachers think
the potential of NSS-LS curriculum is to develop an all-rounded and critical
person, which is essential for building knowledge society in 21% century. The
picturc ol a promising new world is imagined by tcachers. The next important
step for teacher interpretation of NSS-LS curriculum is to bridge teacher abstract
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aspirations in their mind into the real world through learning from different

organizations and make sense o' NSS-LS curriculum in a down-1o-carth manner.

5.2 Learning from realities: Teacher lcarning from inside—Teacher

. B
reflections on thetiselves

AN

Apart from making SCngE of the curriculum ideas through reading and
interpreting curriculum dOClllllc;ltS with teachers’ abstract imaginations, teachers
begin 1o familiarize with and align N@S-LS curriculum ideas with their own

‘

learning and teaching experiences. Through teacher own learning experiences in
the field, teacher interpretation of NSSSLS curriculum become more realistic and
some other factors and constraints are taken into considerations in the process.
Teacher learning expericnces include learning from individual backgrounds,
learning from FEducation Burcau and lcamning from ilong Kong Examination and
Assessment Authority (HKEAA). These learning experiences help teachers to put
abstract cucriculum ideas into realities and practical considerations. Teachers

reframe their perceptions and interpretations toward NSS-L.S curriculum.

During the learning process. mental challenges and critical reflections arg
brought up to teachers about how to actualize NSS-LS curriculum in a realistic,
effective and ctlicient way. Many deficicncies and diflicultics in  actual
implementation of NSS-LS have also come across in teacher minds. In this stage,
teacher individual cognition is used 10 construct understandings towards the new
policy with their prior knowledge, belief and experiences (Spillane, ct al., 2002).
'l;hrough individual experiences and cognitive generalization, scif' schema is
formed to organize and process the self-related information(Markus, 1977) in
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order to make sense of NSS-LS curriculum in an undcrstandable way for

individual teachers.

In our study, all interviewees cxpress similar belicfs and experiences in
interpreting NSS-LS curriculum in a realistic way. In teacher individual
cognition, the challenges in implementing NSS-LS curriculum include teacher
are lack of confidences in their foundational 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 tcaching NSS-LS by teachers are
reported to see how teacher learning enriches the interpretation of NSS-LS

curriculum,.

+ =

5.2.1 Teacher foundational knowledge on subject matter

To begin with teacher learning NSS-LS curriculum, teachers usually related

their new - learning in _Liberal Studies to prior knowledge, practices and

experiences in their own studies in order to build up confidence in mastering

1

Liberal Studics and make sense of the new stimuli in their own comprehensible
cognitive framework (Greeno, Collins, & Resnick, 1996; Mandler, 1984;

Spillanc, ct al., 2002). As content knowledge is onc of the significant foundations

to construct the whole school-based NSS-LS curriculum, teachers concern about
how to design appropriate content knowledge for students. In order to design the

school-based curriculum, teachers need to learn a lot about Liberal Studies

3 - w

‘telated content knowledge, especially for teachers who are not professionally

trained in social science disciplines because most of the content knowledge in

“y -
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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
content .knowledgc in NSS-LS, they can hardly select appropriate content
knowledge flor students. Teachers find it difficult to interpret the curriculum in a
scnsible and confident way. And the. confidences in interpreting NSS-LS
curriculum are often module-based because tcachers have their specialties in
different area of studies. Therefore, teacher confidence in interpreting NSS-LS
curriculum is not stable for the whole curriculum and has weakened the

foundation in formutating a holistic school-based NSS-LS curriculum:

My major of study is history. Therefore, when [ teach Hoﬁg Kong Today and
Modern China this year, I can master it easily. But [ am so frightened to

teach science and rechnfology next year. | appall this area most. (Teacher B.

School D) | ‘ .

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)

I 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)

Although foundation knowledge of NSS-LS curriculum is greatly depended
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on the prior leaming experiences of teachers, teachers can also acquire the
needed knowledge by self-directed learning. Teachers mention the importance of
nurturing habits in cxt:msivc recading in different subjects in ordc;' to cquip the
necessary content knowledge to teach NSS-LS cumiculum. In this sen.se, teachers

can complement their weaknesses in foundation knowledge by seli-directed

lecarning and make sensc 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. Mavhe
benefit from my extensive undergraduate training or ;n)! interests in reading.
it will be easier for me to become a Liberal Studies teacher. But if I only
look wt my training i;1 major of studies, it will be difficult for me 1o teach in
Liberal Studies and further connect c':fh’ 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'scldom have systeatic
“and holistic training in content knowledge, the readiness of weachers in making

v

scnsc  of NSS-LS content knowledge wvarics. 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 other traditional subjects. content knowledge

in 'NS_S—,LS curriculum is therefore not fixed and stays fluid as different teachers

hdve their own knowledge and judgment in the substances of this curriculum.

e
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3.2.2 Teacher foundational knowledge on teaching strategies —

On pedagogical knowledge: Issue-enquiry approach

Besides foundation knowledge on subject matter, tcachers also concem their
teaching strategies in designing school-based NSS-LS curriculum and instruction.
As teachers need to design their school-based teaching materials, choosing
appropriate teaching strategies become one of their concerns. When interpreting
curriculum and designing teaching malcrials, teachers need to work out their
teaching plans under the concept of “issue-enquiry approach™ that stated in the
curriculum guideline. However, when teachers further cxplore and learn this
teaching approach, teachers often find lhE;'l it is unrealistic to teach with students
in Secondary 4. As effcctive adoption of issue-enquiry approach would require
tots of foundational knowledge and thinking skills equipped by students. teachers
believe that the cognitive level of secondary 4 students is not mature cnough for
teachers to teach with issue-enquiry approach. Also, teachers think that they are,
not familiar with the usc of issue-enquiry approach. Teachers are still exploring
t_he nature and process of' issue enquiry approach and how it can lead to teaching'
and learning NSS-LS effectively. When considering both the teacher readiness
apd student readiness, doubts are raised by teachers when adopting issue-enquiry

approach to teach NSS-LS curriculum:

LN
I think it is not practical to use “issue-enquiry approach”. If teachers

gradually pave the way for students to learn how to enguire, it will be more
< 'f'l : -
reasonable for students to a,fhieve issue-enquiry in secondary 6. But it is not
i

reasonable for secondary 4 students to use issue-enquiry approach to learn,

it is hard to start with. (Teacher B, Sthool B)
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Some teachers even think that several key elements or attitudes related to
issuc-enquiry approach, such as open-mindedness, tolerance or enquiry trom
dificrent stakeholders’ point of views. cannot be acquired by every student. Some
students cannot achieve these learning outcomes of using issue-enquiry by
dcfaull, no matter what teaching strategies teachers applicd. In this case, teachers
reconsider what are the other suitable tcaching strategics besides issue—enquiryl
approach, in respond to student learning necds and diversities that can bring the

most elfective teaching outcomes:

I studied psychology and respect individual difference very much. 1 often
think that some people cannot achieve issue-enquiry approach cognitively.
evenn he or she wants to. Some people may be at the age of thirteen or
Jourteen, or even older, they are still very stubborn. Ie or she cannot become
open-minded, consider the factors behind an issue holistically or sharing

different perspectives with others. (Teacher B, School Ay

When reconsidering teaching strategies adopt in Liberal Studics. teachers

¥

unavoidably compare issue-enquiry approach to their original teaching strategies.
such as direct teaching, scaffolding, cooperative learning and problem-based
learning ctc. These reference points allow tcachers not only follow the flow of
issuc-c_‘llquiry approach wrijten on the curriculum guideline, but to reformulate
issuc-cn:]uiry approach to suit their needs. The reinterpretation of teaching
strateglies has widened the griginal approach and created some new opportunitics
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 1ssue-enquiry approach in some way.
¥
5.2.3 Teacher foundational knowledge on teaching strategies —

On pedagogical content knowledge

Besides thinking pedagogical approach alone, teachers also consider their
teaching strategies along with lLiberal Studies content knowledge and their own
teaching context. Teachers revisit their tecaching approaches by applying their
pedagogical content knowledge in their own teaching context (Grossman, 1990:
Shulman, 1986). By applying pedagogical content knowledge. teachers may
aware of the specific diflicultics in teaching different issues, common
misconceptions ol students and how to make use ol relevant examples and

explanations to illustrate the issues in an understandable way tor students.

Based on teacher own cxpcricnges in teaching other subjects, they often
apply their teaching stratcgics in similar way. Some teachers put emphasis on
logical thinking and dircct teaching. Some teachers reflect on the similarities and
differences between definite answers in other subjects and controversial answers
in Liberal Studies. Diversities in interprelation about appropriate teaching

stralcgics are gradually occurred:

To be honest, I study and teach sciences subfects. So I and my students’
mindset are much more logical. If there is un A, there would be B. [ teach
students to remember‘severaf points to answer the questions, then to explain.
If students can remember the points, they should be able to explain. That is

my ideas in teaching Liberal Studies. Students can remember the points,
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answer the questions and get good grade that is the most practical and

effective. (Teacher E. School )

For example, I um responsible to design a unit related fo Chinese fustom.
Although I learnt Chinese History, I am not familiar uﬁ'!h ‘those twenty-four
solar terms and its meaning. In this case, I lose my tonfidence qr}d have. .“.’_
use traditional approach to prepare for this curriculum like what [ used in

other subjects. (Teacher A, School D)

Some teachers think that using issue-enquiry approach 1s not practical and
cfficient in teaching secondary students. Under tight tecaching schedule, teachérs -
do not have enough process time tor students 1o cnquire. Teachers would ratﬁcr
usc direct teaching approa‘;:h and tell the content knowledge slraigl‘ittbrward lu '
students. They think direct teaching would be much more etfective and ‘sulit thé
ncleds and lcarning habits of students. Somc teachers have quite a s'“lrong'

paradigm in how to conduct an effective lesson with approaches other thaw

issue-cnquiry approach:

I think it is meaningless for students to explore the concepts. To give
students 15 minuies to think about a concept is meaningless. I can tell them
in 1 or 2 minutes and students will remember. It is quick and simple
think the concept of “issue-enquiry approach’ is just creating new rhetoric.

I would not bother it. {Teacher A, School B)

Teachers recalled their prior pedagogical knowledge in other subjects and

k

try to fit in to student learning Liberal Studies, especially when encountering
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“Student lc;arniné ."diﬁicullics‘ in this .Int:w subject. Teacher would like to scttle
student lcz;ming.probl.cms w-illh their old cxpericnces, Moreover, not only the new

'félmdzilional kno_wledg,c and pedagogical abproach onuld altect teacher
_pedagogical content }(Jlowlcd‘g'c, slﬁdem lea‘rning behaviors and difficulties faced

n Libcr\aI‘Sludies also con‘ﬁr'ibutc some new understandings to teachers in the
— .ﬁe.n_sc}making f)r()ce:ss aﬁd how to handle this new subject. To cope with all the
new ;‘ide'as_ and difficulties é‘nIcOﬁﬁlcréd in pluﬁning and teaching NSS-LS
cu?rit;ulum, 1eqch‘ers b_egip to pz'.lrtilc;ipalel_' m diffcrent proll‘cssi(mal development
pr’ogra:inmes ihl'_'ordcr_ to get familiar with NSS-I;S curriculum and its new
leaching and 'l'cl:almil)g qpprbadh. In the next secfion, teacher leaming from
Edﬁcét"ion B;‘lrchau, Univcréililcs"and Honhg Kong. ’xamination and Assessment
.Aulh_ori.ly will he dliscussg;.l 1o 'cxpl(:)‘re how teachers make sense of these learning

. oppottunities and its effects on further clarificatioh of NSS-LS curriculum.
5.3 Learning from recalities: Teacher learning from outside-— Teacher

learning from Education B_lireau o

(‘)pe' o.f: the Icalrninlg_:;ités that Ieaé:hcrs first get m touch with is the training
pmgraf'nmes oﬁ'c;rc:d--if))lf E&ucdlibn Bure;zliu. Before the actual implementation of

; N'SSTI-,S curriéulunI}, Education Buréau pledged-to the public 1h-al Liberal Studies
| 'Iteaéhgrs \I»villl be ‘Well;cquif)pcd' with no less lhan 100 hours of training
(.I;cgislalivé.Council, 2005). Until June, 2009, Education Burcau has provided
'slufﬁc.ilcnl tr'éini.ng opportunitics for teachers .' and alround 8.200 tcachers
parl_icipgted in the .Lréining programmes (Législativc Council, 2009). The training
prbgrammes .aim .to casc teachers and public concerns on the readiness of
implementation of Liberal Studies curriculum. Teachers can be well-cquipped

93



before actual teaching of NSS-LS. Based on various dimensions of teacher needs,
Education Bureau has offered six professional development programmes for
tcachers to study in, i.e. 1) understanding & interpreting the curriculum; 2)
assessing student learning: 3) independent enquiry studies: 4) learning and
tcaching strategies; 5) enriching knowledge and 6) curriculum planning:
. . > .
management & leadership. The courses covered a wide range of teacher needs
from instructional level, such as curriculum interpretation, instructional strategies,

assessment, to organizational level like curriculum leadership.

As NSS-LS curriculum document is co-authored by curriculum development
institute in Education Burcau and HKEAA, teachers expect Education Burcau
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, liducation Burcau should be the authority to provide
clear objectives and ideas on NSS-L.S curriculum content. Teachers have Lo make
.sense of NSS-LS curriculum with the guidance from FEducation Burcau and
HKEAA. The social sensc-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

(Spillane, 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
Iiducation Burez-au or ils invited speakers. Teachers usually take 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 perspectives of Education Bureau. However, in teachers’
perspectives, this programme or in a boarder sense the five programmes offered
by Lducation Burcau cannot meet teacher needs or provide clear guidelines for
them to understand and interpret the curriculum. The shortcomings of these

courses offcred by Education Burcau are as follows.
5.3.1 Unclear interpretation to the curriculum

As the content knowledge in NSS-L.S curmriculum guide is based on
interpretation of enquiry questions, this approach of understanding is new and a
bit vague to teachers. Teachers expect some concrete 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

Burcau ambiguous or even useless:

During the interpretation, officers from Educution Bureau only introduced
the NSS-LS curricidum to us by reading out the curriculum guideline. | can
actually read it by myself. Ie only follows the guideline and savs what s in it.

It s totally useless. (Teacher B, School A)

During the course, tcachers did not learn much from LCducation Bureau
because Education Burcau gives the responsibility of interpretation back to
tcachers 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 to interpret the

curriculum:

During interpretation, officers only leaded us go through the curriculum
guideline. She told us which pages and which sentences are important. And’
then, the course hud some group activities. Lach group was assigned a
theme and asked you to write a teaching plan. The method of interpretation
in the course was actually done by teachers ourselves... .1 think the role of

Education Bureau should be stronger. (Teacher B, School ()

5.3.2 Impractical for teacher needs

Besides the impression of unclear interpretation from Education Burcau
officials during the courses, the courses also cannot provide some practical
materials for teacher daily practices. As NSS-LS is a new curriculum. most
teachers do not have prior experiences or practices in teaching Liberal Studics.
They hope the courses offered by Education Bureau can bring them some
practical idcas or malterials for them to teach with instantly. This may solve their
practical concerng and allow them to teach in their classroom with certain backup.
IHowever, when teachcrs atiend different courses, they olten {ind the content in
the courses are not practical for them no matter it is about introducing the content
knowledge or is about instructional practices. Teachers think that the courses arc

irrelevant to their real-life teaching practices:

The course that Education Bureau covered is very rigid. We cannot practice
in our lessons. (Teacher A, School A)
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As tcachers are 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 to teach’ in this subject,
Most of the courses more or less cover part ol the content knowledge related to
Libcral Studies, especially the onc named ‘enriching knowledge'. [lowever,
teachers ofien find the level of these courses is oo high. The introduced content
knowledge is too theorctical and without incorporating the content knowledge to
the 1ssucs and rcal teaching context. Some courses are conducted by invited
speakers from universities, which are often too theorctical and decontextualized

from sccondary school life:

I think many progrummes are far away from the redlities. Most of the
courses are too academic, and the level of training courses is too high. 1
think the content of the courses are in tertiary level and is not realistic. We
are only teaching secondary students. ('Teacher C, School €)

1

[ attend the course about ‘enriching knowledge’ only for my personal
interest. The courses are for me and my colleagues to know more ubout the
topics. The courses content cannot apply in our lessons. (Teacher A, School
D)

/
In addition to the impractical ‘what to teach’, the introduction of *how to
tcach’ Liberal Studies in the courscs are also sometimes impractical lor teachers.

In the courses related to ‘learning and teaching stratcgics’, not only officials from:

Education Burcau introduced some teaching strategics in liberal Studies, some
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frontline teachers were also invited to share their cxperiences. However, teachers
may also [ind these sharing impractical for them. For the sharing offered by
officials from Education Burcau, teachers often think those ideas are only
armchair strategies drawn from standard reference book and not practical cnough.
Teachers have aiready learnt thosc abstract pedagogical theorics in their
professional training in other subjects and thus found the Icarning 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 stratcgies make the courses aboutl lcarning to teach l.iberal Studics

impractical to teachers:

I think the main focus of the courses is to provide some supplementary
materials and suggestions on our teaching strategies. However, whut 1 get
in the courses are just some general knowledge about mixed ability
grouping, cooperative learning or some suggested issues for us lo teach

with. I don't think the courses are useful. (1eacher L, School L&)

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 conducied by experienced frontline teachers or seconded

- . ‘ n » '
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

how to use their materials. (Teacher B, School F)

In conclusion, teachers think the courscs offered by Education Bureau arc
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too idealistic and impractical. The time and materialistic constraints they actually

face in secondary school sctiings do not allow them to practice those ideals:

What they talked about is too ideal. The teaching materials can only be
carried out if we have ample time. However, in actual classroom practices,

we have lo put in a lot of resources to do that. (Teacher A, School 1)

5.3.3 Insufficient teaching resources for teacher needs

The courses from Education Bureau are not only unclear and impractical to
tcachers, but also insufficicnt for tcacher neceds in implementing a 3-year
curriculum. Most of the teachers basically start {rom nothing. They are in great
need of teaching materials or even packages for them to carry out the lessons.
[lowever, as the courses are time limited and only cover some general ideas on
teaching l.iberal Studies, teachers do not think the content is sufficient cnough

for their classroom tcaching:

Because- when teaching any subjects, teachers have to teach with some
teaching materials. We cannot expect Education Burceau will give teachers
the materials 10 teach for three years. | think it is just not going to happen.

(Teacher B, School E)

Adcquate and sufficient teaching materials are most nceded from teachers’
perspectives. If teachers are provided with enough tcaching materials or
packages, their cxistential 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 teaching
packages that can cater {or learner diversities in order to address their difficultics.
With these measures, tcachers’ concerns about insufficient tcaching materials and

unreadiness of tcaching NSS-L.S curriculum can be accommodated:

Educational Bureau should find someone or find some resources to develop
leaching materials (0 motivate student interests in learning Liberal Studies.

('l'eacher 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 high, medium and low ability. They sure can produce that and
let teachers to use it universally. And the materials should also be updared
Just like what we did They can hire a team to produce teaching packages
Jor all Liberal Studies teachers in Hong Kong. It can achieve economies- of

sceale. Why don't they do this but just sending people to train us? (Teacher D,

School C)

Teachers also mention that they will adopt the centralized teaching matcr;ials
with adjustments in order to mcet specific student needs within their school
context. Teachers claim that Education Bureau does not need to worry about the
drawbacks from the universality of centralized teaching packages. ‘Tcachers 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 of 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
o 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? Lducation Bureau can produce and share the -package.f;
with teachers. Then I 'will adjust it. Dont they think I will udjust it? Of

course I will. (Teac_her E, School C)

As a conclusion on teacher learning in the courses offered by Education
Bureau, teachers often think the courses arc unclear, impractical and insufficient
for them. The courses cannot suit their needs in preparing Liberal Studiés
teaching and learning. Moreover, the courses offered by Education Bureau are
without a clear structure and organization. The number of courses is actually
abundant for teachers and teachers have ‘t'o take times to absorb diverse
information and organize the information in their own way. Hence. tcachers often

find difficulties in learning effectively through a sct 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 -_héve foun%’arional knowledge, you have 1o
take some time to absorb it. (Teacher Blr:/fISc/:hhool F)

~One panel head also reveals the ineffecti'v-eness of the courseé by observing

the learning outcome of téarri members. Th(_: :pahel head cannot find improvement

in her team members after tiley have attended the.courses offered by Education
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Bureau. The usefulness of acquiring essential capacitics for tcaching Liberal

Studies through learning from the courses offered by Education Burcau is in

doubt:

It s useless...... I don't think my colleagues benefits from the courses. They

dont show any difference. (Teacher A, School E)

5.4 Leearning from realitics: Teacher learning from outside— Teacher

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 LEducation, many universities offer lectures, seminars,
short courses or degree-awarding courses in postgraduate diploma or master level.
The courses cquip teachers to teach in NSS-LS curriculum and cover various
components, just like the courses Education Bureau offered. However. when
teachers learn in universities, several prbblems arisc in their lcarmning and similar
learning experiences with Education Bureau are drawn.

5.4.1 Inconsistency and unclear programmes offered by universities

If 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 ig clear that the
teachers participating in professional development programs expect to ‘seek for
certain and straightforward interpretation of éﬁ'cctive curriculum implementation.
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‘However, some lecturers in the universities interpret the curriculum in a very

different way when compare with officials {rom Education Bureau. Teachers are
confused with the difference in interpretations and think that will walk away

from the "ultimate’ or official interpretation of the 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...... [ don1

know if it is good or bad. I know a little bit more, but it’s a litrle bit far away

[

Moreover, different interpretations not only happen between universitics

Jrom the goal. (Teacher C, School B)

and Lducation 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 singlé 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
chaotic than that in Education Bureau......Be_cau.s‘e [ think the faculty
members are really confused about the curriculum, the situation is even
worse than that in Education Bureau. Thi:s is what I saw. Lecturers disagree

or contradict with each other and it happened in the lectures. (Teacher B,

Schoo! C) ’
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-5.4.2 Impractical to teacher needs

Same as the courses oftered by Education Bureau, the courses conducted by
lecturers from universitics are impractical o the teachers t0o. Teachers often
have the impressions that lecturers from universities are living in an ivory tower.
Lecturers are not familiar with the existing teaching environment and the real life
teaching expericnces of teachers. Lecturers cannot design some relevant course
content that are useful for tcacher daily practices. Thercfore, the courses in
universities are not attractive to teachers. Teachers do not see the courses in

universities arc essential and relevant to their development of Liberal Studies

teaching and learning;:

Teachers often know what the lecturer was saying but also know what he

said is not practical. For me. I think it is not useful. ('I'cacher 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

Education Bureau. To be realistic, | want something practical and can be

-

- used in the classroom practices. This is what [ want to learn in the next one

or two years. (Teacher A, School D)

5.4.3 Insufficient teaching resources for teacher needs
6 L]
Besides the dimension of impracticality of the course content, the course
cortent is also insufficient fot teacher needs. One teacher who graduated from a
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master programme offered by a university and participated in many other (raining
programunes offered by FEducation Burcau and HKEAA has the following

comments on university programmes when comparing with those offered by

Education Burcau 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 lust will be
master programmes offered by universities... ... taught in government und
politicll affuirs. [ saw the lecture notes from universities may even easier
than what [ gave to my form seven. Therefore, I don' think I have to sit in
there......I met a classmate who is a seconded teacher in Education Bureau. -
He terminated his studies and did not want that certification anymore
because he thought that is a waste of time and the courses havent taught

him anything. (Tcacher B, School C)

In this case, teacher experienced another insufficiency of course content
offercd by universities other than those mentioned in the case of Education
Bureau. For the courses offered by Education Bureau, the insufficiency often
arises out of the quantity of the courses content because teacher expected
Education Bureau should preparc enough teaching materials before actual
implementation of NSS-LS curriculum. The courses should offer lots of teaching
packages to be shared. But for the courses offercd by universities, tcachers
perceive universities like a knowledge pool. They have greater expectations on
the quality and depth of course content. However, sometimes the coursés offered
by universities have failed the expectation from teachers. The insufficiency of
courses offered by universities programmes come from the depth of content in

105



- 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 teachers have
to seek other learning opportunities offered by HKEAA to sce whether clearer

interpretations can be obtained from Examination Authority.

5.5 Learning from realities: Teacher learning from outside— Teacher

learning from Examination Authority

The courses offered by HKEAA are the third site that teacher learning takes
place. HKEAA has solely organized some seminars on student assessment in
public examination and ‘ independent enquiry studies. HKEAA has also
_ co-organized the courses with Education Bureau in the courses ‘assessing student
learning’. In teacher experiences, the courses offered by HKEAA arc clear and
practical to them. The courses can show them how to implement the curriculum
effectively by using examination as one of their means. Teachers can handle their
{caching of NSS-LS in a more certain way after participating in the courses

offered by HKEAA.
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 Ilong Kong Diploma of Sccondary Education (IIKDSE) to
demonstrate the student performances at dilferent levels. Student sample scripts
are provided for tecacher trail marking. The criteria on marking and setting
marking rubrics are c¢learly defined and introduced to teachers. Thus, teachers
may follow through the guidelines and practices on what they have learnt in the
courscs to make sure students can perform well in public examinations

thercafier:

The courses offered by Examination Authority are not bad, very practical
and give lots of examples for wus. For example, it shows lots of
demonstration on how to mark student assignments. He showed us which
one gives 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 frem HKEAA to their siudents in classroom practices. With uniform
assessment concepts and practices learnt from courses oflfered by HKEAA,
school-based assessment can be aligned with territory-wide assessment that will
be conducted in 2012. Teachers 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 1o
be skill-based but actually [ 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 LEducation Burcau, Universities and HKEAA,
teachers begin on adopt their learning by reflecting on its usecfulness and
appropriateness to their own tcaching cnvironment. In addition to teacher
learning from outside and reflections on teachers’ own strengths and weaknesscs
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 affect 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 learn a
wide range of isszles and themes in different areas of study, students! need to-

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. Howcver, the learners of NSS-1.S
curriculum begin to study NSS-LS from sccondary four. In this casc. students are
lack of the foundational knowledge in various social sciences or humanitics
disciplines. Teachers have to adjust their expectations on students lcarning
outcome from NSS-LS curriculum. Teachers believe the original requirements of
subject matter content knowledge stated in curriculum document are too high.
Referring to foundational knowledge of students, teachers adjust the depth of

content knowledge in teaching:

Student knowledge in subject matter is too weak. They do not know many
concepts. Sometimes you think something he showld know and the concepls

are very simple, but they know nothing about it. (Teacher A, School E)

Muaybe the mentality of student is not mature... ... Actually, student s cognitive
level is weak. Students foundational knowledge is weak also. I think that is

not desirable. (Teacher E, School A)

Lack of fou;‘ldation knowledge not only affects teaching of content
knowledge alone, it also influences tcacher ieaching through issue-enquiry.
During the issuc-enquiry processcs, teachers often find students not cquipped
with sufficient foundational knowledge to support their issue-enquiry. Teachers
need to inpul lots of background knowledge to students belore the actual
issue-cnquiry processes. The foundational knowledge constitules an important
component for an clfective tcaching flow. Teachers reflected that the lack of
foundational knowledge from students has hindered their teaching flow and
planning in NSS-LS teaching:
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Actually, students are lack of foundational knowledge in many aspecis. You
can teach a lot of thinking strategies but student foundational knowledge

cannot support those thinking strategies. (Teacher B, School A)

1 think when students are answering the guestions, they cannot give exumples
concretely, In the area of modern Ching, students do not know the situgtion in

China. The answers from my students are very vague. (Teacher C, School 1)

[ think students are lack of general knowledge on perennial and current
issues. Students do not read newspaper. They have litile 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 scparated from other tcaching
objectives, such as thinking skills, enquiry learning and independent learning etc.,
students leém 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 complicated, and it is difficult for the teachers to implement it. The
following points will deepen our discussions on the deticiency 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
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Another problem teachers {aced is students are oiten lack of study skills that
is required in issue-enquiry approach of learning NSS-LS curriculum. Students
are uscd to their téaditional study habits. They cannot answer the open-ended
questions raiscd in the controversial issues in a complete and holistic manncr.
Truncated answers arc often received in point form instead of a complcte
paragraph or passage because students are used to answer the examination
guestions point by point in their leaming experiences in other subjects. This
thinking and organizing habit has greatly obstrucled students to enquire an issuc
in an organic and comprehensive way. Students tend to give superficial answers

in point form and cannot contribute to a thorough discussion:

Qur students usually deliberate their answer in only one or two seniences.
Sometimes their answers deviate from the expected one. (Teacher E, 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 I)

Unsatisfactory answers and limited scope of thinking are often originated
from student studying habits, In learning of othcr subjects, students get used to
recite the content written in teaching materials or cven textbooks. Students often
learn passively and wait for content knowledge provided by teachers. In this case,
remembering and recalling learning strategics a;'c often applied by students

instead of knowledge construction that stated in curriculum and teachers’ idcal:
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Our studeni learning style is typically reciting texthooks. They are
traditional students thut feel most comfortable to recite texthooks and expect
teachers (v spoon-feed everything to them. They do not know how to learn

flexibly by themselves. This is a big problem. (Tecacher A, School A)

Students recite the summary in the texthooks... ... In their learning processes,
studenty skip all the issues and issue-related matters. They only focus on
points that they can remember. They will recite the points in the texthbooks.

("Teacher C, School B)

Some students only learn what (eachers teach. Students try hard to
remember what they have learnt in the lesson. If I changed the questions,
ask them something new or even cross-modules, student s performances are
really weak. Some students tell me it is really difficult for them to unswer
when come across new issues. In student’s junior secondary learning
experiences, students only have to remember what teachers teach. (l'eacher

C, School D) ¢

Bascd on the weak study skills and passive learning habits of students,

teachers regard the development of students thinking as limited. Students cannot

.

acquire higher order thinking skills as teachers expected becausce the loundation

of study skills and thinking skills of students is weak. Students’ passive learning

habits cannot guide them to synthesize and cvaluate the issue independently, not

to mention the creativity or critical thinking that is expected in teachers’ ideal.

The basic compeltence 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 be
difficult for us to train their higher order thinking, evaluation and

creativities. (Teacher C, School D)

Students are not mature, or do not have the cognitive ability, to meet the
requirements set by curriculum document. NSS-LS curriculum guideline
expects our students (o analyze an issu > hy themselves and huave independent
thinking. I think it is very difficull for our students 10 accomplish that goal.

(Teacher B, School A)

5.6.3 Lack of adaptability to issue-enquiry approach

Besides the tack of foundational knowledge and study skills, it is also hard
for students (o adapt issue-enquiry approach as thcir lcarning strategy. As
_ issue-dnquiry approach is only emphasized in [.iberal Studies learning and
teaching but not in other traditional subjects, students are not used to 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 learn
traditionally in other subjects. Therefore, in student daily learning ¢xperiences,
Liberal Studies lessons arc the few lessons that deviate from their usual mode of
learning. Thus, students often apply their learning strategics in other social
sciences or humanities subjects, such as history, Chinese history or geography, to

lcarn Liberal Studies. The learning paradigm of students has not changed yet:

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 cannol 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 Liberal Studies in the way like learning
history, geography und 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 cxpected by students. Students are waiting for “correct” answers
lo 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
inadaptabtlity 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 teach me, tell me what 10 underline in the textbook, tell me
whai to remember and what should not.” Son.e students are still in this
maode of learning. (Teacher D, School C) R

5.6.4 Fear of the extensiveness in curriculum content
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Along with the previous discussion on ‘multiple deficiencies in the readiness
and comget(;nce of student learning in Liberal Studies, students are often worried
about and fedr of thc extensiveness of curriculum content. As Liberal Studies
curriculum is based on quesli'on for enquiry and the content knowledge is not
fixed and clearly wri}.i.cn, sti{dems often do not know what to study and where to

begin with their learning proccss. They casily get lost in the extensiveness 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

Jinish. 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
negative emotions and prospe;:ts 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 seﬁior secondary curriculum,
students with resistance emotions have to learn this subject unwillipgly under the
feeling of insecurity in learning. Students cannot choose not to learn Liberal
Studies like other elective sul;jects, or choose which modu!e to learn like the
Liberal Studics 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 of the extensiveness
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in curriculum content:
Students sometimes think they are the first ‘cohort of students that have 1o
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)
-4
5.6.5 Lack of motivation

E

* When students are fear of the curriculum and the curriculum cannot match
with studf;m learning interests, students are often lack of motivation to leam“
NSS-LS curriculum. In the design of NSS-LS curriculum, student motivation is
an important componc;m for“ Liberal Studies implementation to become
successful. When studeénts are moti%ated to lcarn and enquire into different issues,

e

they are more likely to achieve independent learning and further realize the

“learning to learn” motto in curriculum reform (Curriculum Development

Council, 2001).

However, in actual implementation of NSS-LS curriculum, the assumption of
students is motivated to learn Liberal Studies can be hardly ;mhievcd. As students
are not familiar with the current issues introduced by teachers, Wen perennial '
issues, students are not intefestca in and unready o learn Liberal Studies through
issue-enquiry approach. When teachers try to teach Liberal Studies with different
issues, they think their students are lack of mg}iv&tion to learn this subject and |
engage in learning. Students cannot find the value of studying NSS-LS. 'Ifcacherﬂs}
perceive that students’ lack 'of motivation has put learning NSS-LS th;;z;if
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issue-enquiry approach in question:

Actually I always think that ._{he most important problem is student
motivation. The design of NSS-LS curriculum totally neglects learning
motivation of the students. The curriculum design on teaching is as.s‘unlr.e
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)
- Lack of motivation and interests for students in lcarning Liberal Studies has
further worsened the situation aroused by the lack of foundational knowledge as

discussed earlier. As students are lack of foundational knowledge, teachers need

» a

to take % lot of time to build up necessary basis for students to learn. This back

and forth processes have obstructed, the teaching flow and caused students’
Vo .

Y

unwillingness to carry on learning. Students see a lot of blocks in front of them if

M have’ fo enquire the issues seriously with adequate concepts. The

unattainable standards of learning with issue-enquiry approach have demotivated
3
. s g

student learning NSS-LS:
o
The most difficult part in NSS-LS teaching and learning is that students are
"-lack of interests towards those issues. From the beginning of the academic

’

year until now, we are teaching the module of Hong Kong today. In Hong
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Kong today, there is a theme about socio-political participation. We taught
around minimum wage, protest, political reform and democravy eic
However, students are not fumiliar with those topics and its context.

Students are unwilling to discuss. (Teacher A, School D)

Also, students are not moltivated in learning the issues in Liberal Studics
because the 1ssues discussqd in the classroom arc irrelevant to them, especially
those topics in modern China and globalization. Although teachers are supposed
to choose interesting topics according to student background, teachers sometimes
give up this privilege when they interpret the content knowledge in the
curriculum. Teachers think that some content knowledge or issues have 10 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
the relevant topics not based on student needs and relevant contexts, student

motivation in leaming Liberal Studies are in question:

When you go through lots of current issues with students, students not only
dont know how to discuss, they are not interested in discussing it. They

don't think it s relevant to them. (Teacher A, School L2)

Student interest may not be that big because they think the issues are
irrelevant to them. They dont have much opinion to the issue. (Teacher B,

SchoolF). ¢
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5.6.6 Diversities in student learning abilitics

Besides difficulties from individual student learning, handling diversitics in
student learning abilitics in classroom setting is also another big issuc for
teachers teaching NSS-1.S curriculum. Although the ideas ol 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 thiﬁy
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 to tcachers. Teachers
have to find an appropriate teaching strategy for students with diversified needs.
NSS-LS teaching 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. [ 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
learning NSS-LS through classroom setting, the issue of student learning
diVersity also magnifies in the new academic system in Hong Kong. Under the
new academic syétem, all secondary students have their opportunities to enroll in
3-year senipr secondary education if they like. Students will not be excluded by
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any examination or sclection process like the old sysiem did. Therefore, students’
learning abilitics arc more diverse than ever before. ‘Teachers have to
accommodate with the new characteristics and profile ol 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 hetween classes is really big. Some classes are exrra(-)rdinariiy
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 bad
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 )

Although there are a lot of deficiencies and puzzlement in selecting
appropriate content knowledge and teaching strategies to fit student lcaming
NSS-LS curriculum, teachers still have to make sense of the curriculum and
deliver it 1o their students. 'l‘hﬁs, teachers interpret NSS-L.S curriculum with their
homegrown strategics in order to cope with the difficultics. The following

sections will discuss on how teacher interpret NSS-1.S curriculum by using their

own strategies.

5.7 Teacher interpretation on the NSS-LS curriculum
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Based on tcacher background. learning from institutions and student
" background, tcachers interpret NSS-LS curriculum and begin to put the
guidelines into practice. During the interpretation processes, teachers gradually
walk through from confusion, mechanistic interpretation bascd on curricufum
guidelines 1o reorganized interpretation bascd on issues and appropriate content
-knowledge. The development of teacher intcrpretation on NSS-LS curriculum
has molded tcaching 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 to how they perceive the

implementation of NSS-LS curriculum.

5.7.1 Starting the journey of interpretation: Making sense of the breadth

and depth of curriculum

When teachers start to interpret the curriculum, they perceive the cutriculum
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 knowledgé about it. Teachers have
to pay arduous effort in familiarizing with the curriculum and mastering it in
order to 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 cflectively. In addition, it is hard

to define the learning objectives on content knowledge:

The curriculum content is very extensive. Actually the teaching content is
very broad and involves many things. The depth of teaching content is hard
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to master. (Icacher B, School F)

The curriculum is a bottomless pit. When preparing the lesson and teaching

materials, [ don't 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. Teachers need to spend time and usc dillerent

strategies to explore the scope of content knowledge that is covered in NSS-1.S

curriculum,

5.7.2 Initial interpretation: Instant mecchanistic response to curriculum

documents

At the initial stage of intcrpretation, teachers 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”. Idcally, “explanatory notes™ are only relerences that provide
some key content or concepts related to questions for enquiry 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 timc depending on students’ ability and interests in this ever
changing socicties (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. Teachers 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
tcaching content in NSS-LS. In this sense, the explanatory notes arc just like the

content knowledge in the syllabus for traditional subjects:

Our design mainly follows the curriculum guide. The guild has some

enquiry questions. Then, we have to answer it. (Teacher C, School C)

Whatever the curriculum has listed owt, 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 relicves teachers’ pressures in
locating relevant subject matter knowledge and issucs. 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 then find the
concepts in explanatory notes are truncated and not enough for teaching certain
perennial or current issues. Teachers nced 1o add some concepts, which are not
included in the explanatory notes, to fill up the gaps in teaching. Additional
concepts are 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 to handle content knowledge in a more organic way in order to fit

the teaching needs of issuc-enquiry approach:

I will 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 but we have to teach. (Teacher A, School D)

To be specific, when teaching with issue enquiry approach, the enquiry flow
cannot be rigid and fixed. Teachers may include some useful concepls 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-1.S curriculum. Teachers
use their profcssional 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 us 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 knowlcdge.
This organic reinterpretation makes implementation of NSS-LS curriculum

smoother than before:

When teaching the module about modern China, | think among all the
concepts listed in the explanatory notes, several of them are relevant to the
concepts of ‘soft power’ and ‘hard power' I think this categorization is
easier Jor students to handle, so I ‘used it. Therefore, we'll teach some
concepts that are not included in the curriculum guide. We find some
conceplis in the textbook or other resources and feel it’s suitable for our

students. We'll give it to them. (Teacher C, School D)
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5.7.4 Further interpretation 2: Reinterpretation based on teacher designs

of rclevant content knowledge

Along with reinterpretation of the curriculum content based on specific
needs of issues, teacher knowledge in curriculum content is another important
component that contributes to the reinterpretation of NSS-LS curriculum. Based
on teacher foundational knowledge obtained through tcaching other subjects or
learning expericnces, 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 IHistory. I am not majored in geography. So [ don't
know environment, technology and globalization but I am confident in
handling the part of modern China......I know what data are useable, and

whal information is representative to ieach my student. (Teacher E, School

A)

By applying teacher knowledge to reinterpret NSS-LS curriculum, some
tcachers are unsatisfied with the structure and content of the curriculum. Bascd
on their prior knowledge on curriculum content, some tcachers believe that
NSS-LS curriculum is incomplete or biased. Hence, if teachers follow the
curriculum guide strictlty and deliver according to instruction of Lducation
Bureau only, thé lcarning and teaching of NSS-LS will not be on t'he right track
in some teacher’s perspectives. Therefore, some teachers rcinterpret the

curriculum and implement it with their professional judgment in their right way:
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I 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 ()

In the reinterpretation processes, as Liberal Studics actually does not have a
well-defined scope of related issues and content knowledge, teachers begin to
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 case, the 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

strategics

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 process of rcinterpretation is not as smooth
as ideal because the majori-ty of tcachers 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 conquered: 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 knowiledge in NSS-LS curriculum
among teachers or even officials from Education Bureau has hamstrung the
further progress of interpretation. Teachers think that further interpretation of
NSS-LS curriculum requires lots of knowledge that they do not- have.
Interpretation becomes difficult or cven impossible when teachers have to
speculate the original ideas on NSS-LS curriculum. Sometimes. teachers do not
necessarily see the ideas of rcading between the lincs from the curriculum
guideline as flexibility. Nevertheless, teachers perceive this flexibility to
implement school-based curriculum as full of doubts and speculations. These
perspectives make the effectiveness of interpreting NSS-LS curriculum become
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 1o respond
to that. But I think thats not enr;ugh, Jjust like what the officials said, we
have to read between the lines and the underlying meanings of the
curriculum. ;However. we have to get some basic understandings on the
curriculum before we can do that ... ...the prerequisite of teachers to be uble
to read between the lines 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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The situation becomes worse when teachers find out that curriculum
interpretation is not consistent within Education Burcau. Different officers from

Education Burcau may have discrepancies in their curriculum interpretations:

LY

I think curriculum interprelation 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)

‘The discrepancies in official interpretations by Education Burcau have left b
- the teachers in greater confusion and made them lost their directions in

interpreting NSS-LS curriculum. Teachers have to rely on their own schema to

steategically respond to their immediate needs when implementing NSS-LS

"

i curriculum in classroom. Some quick-fix strategics have to be applied

unavoidably,  even after putting enormous efforts in interpreting and

¢

reinterpreting the curriculum., .

¥

5.8.2 Strategics to interpret NSS-LS curriculum 1: Using prior knowledge

’

and échema: 'Old wine in New Bottle ‘ o
1 = . ‘ - ! % Bl ’

1

» During interpretation of NSS-LS curriculum, teachers face structural

- constraints given by existing teaching and examination practices. Teachers make

“~

» . . '\ B . . . . 3
“ sense of the curriculum and act it out by choosing among various strategies that

fit in their context and can overcome the new problems faced (Jessop, 1996).
Teachers formulate their s;trategies 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 teachirg
experiences, teachers have accumulated lots of curriculum interpretation
strategies, especially linking NSS-LS learning and tcaching with that in the
traditional subjects. For example, some teachers link up the data-responds
quecstions with argumentative essays and comprehension in Chinese Language to
Ict them to make scnsc of the scope and requirement of student deliberations of
issues. Also, tcachers related the knowledge in social issues introduccd 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 curricufum

with their old schema and make the practice in a smoother way:

IHow did [ think about Liberal Studies? I think it is a combination of
argumen}arive essay and data-response questions, at most with some social
scienf‘cesl or social issues. That means I borrow some social issues 1o ask
students. Then students have o read some information from provided text,

some key points from textbooks and the key concepis learnt to reply me.

(Teacher E, School A)

I think there are similarities between 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 be trained in the teaching of Chinese Language.
(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 tcaching. However,
the practices may also hinder reform of curriculum and instruction to 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 tcachers’ interpretation of NSS-LS
curriculum. Although the postulated curriculum nature of NSS-LS is different

from other traditional subjects, teachers practice the subject in a conventional

way.

5.8.3 Strategics to interpret NSS-LS curriculum 2: Put all the possible

content in the eurriculum

Another common strategy for teachers 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 teachers think that is
related. The scope of NSS-L.S 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 fuzzy 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.

Qur teachers’ common consensus is that 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 we reach less, we
cannot be sure what HKEAA is going to assess. At leust 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. (Teacher A, School B)

5.8.4 Strategies to interpret NSS-LS curriculum 3: Teachers’ concerns shif¢

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 asscssment can also narrow
down the cxiensiveness of curriculum content and cnsurc promising results of
students in public examination. Therefore, teachers think it is necessary for them
to shift their major concerns from learning and teaching to 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 begiming.
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promoting student motivation to learn Liberal Studics with issue-cnquiry
approach. As discussed 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 cducation as an extrinsic motivation to attract or even compel

students to learn Liberal Studies with issue-enquiry approach.

How come issue-enquiry approach can motivaie students to search for
information? Public Examination is the answer. Their logic of thinking is to
compel students to take public examination. If students fail it, they cannot get
into universities. Therefore, when [ducation Bureau tells us to use
issue-enguiry approach, we have to use issue-enquiry approuch. (leacher 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
expericnces from Education Burcau and HKEAA. Tecachers notice that
asscssment is more consistent and casicr to manage when compared with their
planning on school-based curriculum and instructions. In this case, teachers tend
to follow the rules and instructions that are comparably well-established by
HKEAA. Teachers become more and more pragmatic along the way in

interpreting NSS-LS curriculum.

The ideas from IIKEAA are comparatively uniform. After we attend the
courses organized by Education Bureau, it is obvious that H{KEAA is more
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professional because ideas from HKEAA are more consistent and uniform.

{Teacher B, School C)

5.8.5 Backwash cffect of assessment to instruction .

Under the reinterpretation and shifts of emphasis to assessment, backwash
cffect (Alderson & Wall, 1993; Cheng, 2008) of asscssment Lo instruction is
gradually formed. When the concern of assessment becomes more imﬁoﬂant than
other curriculum and instruction planning in teachers™ perspectives, teachers not
only shifi their focus to assessment, classroom teaching and learning approach
will also be aflccted by assessment. In teaching design, teachers no longer plan
their tcaching approaches according to issuc-based enquiry stated in the
curriculum guide but to design according to the needs of assessment. Teachers
urge their students to recitc or memorize some concepts, knowledge and
answering patterns in order to fulfill the requirements of assessment. This
approach makes both teachers and students become confident and clear about
their practices. However, this strategy to interpret NSS-LS curriculum will have a
backwash effect and the curriculum become inclining to the assessment paradigm.
Hence, teachers find it difficult to escape from the 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 to master the writing of
argumentative essay. The recite and memorization of content knowledge can

help students to achieve certain answers. (cacher E, School E)
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Besides designing lasks to facilitate students in memorizing concepis and
knowledge for examination purposcs, teachers also include some training of
writing argumentative essays in order to help studenis to deal with certain types
of queslioﬁs. The training of answering techniques further retrames the

curnculum ideas into more examination driven and back{ires on the ideals.

In the next term, we have to deal with examination ull the time. We will train
our students to equip with answering technigues. Let teachers understund
what students have learnt by look deep into assessment. Ithink we'll put a lot

of effort in assessment, (Teacher A, School 1D)

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 tcachers’ ideal. The
concerns of student interests and construction of knowledge from studemt
perspectives are gradually detached in leaming 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. | 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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Teachers conclude that when NSS-LS is not liberal or opened in the
assessment system, it is hard to say being liberal in lcarning and teaching. As
public uniform assessment still determines the final destination of student
lcarning, teachers have to work under this great constraint and limit their

possibilities in designing the most suitable NSS-LS learning content for students.

When you said Liberal Studies but with the whole ussessment system is not

liberal and opened, that would be a big problem. (Teacher C, School C)

5.9 Conclusion on individual sensc-making of NSS-LS curriculum:

Inevitable lost in the scarch, 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-L.S at their
initial stages. They would like to plan the curriculum according to the ideas.
I[Towever, under the constraints of teachers™ own capacity, student backgrounds
and teacher learning experiences from Education Burcau and 1IKEAA, 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 arc not well-prepared and cquipped 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 teachers arc learning with insufficient time, teachers sclectively learn the most
ready-madc practical and survival skills. In their icaming cxperiences, the
courscs offered by HKEAA or any other examination related practices arc most
practical to teachers. Hence, in the journey of searching actual implementation of
NSS-1.S, 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.

Morcover, besides selective and stratcgic learning from courses outside,
teachers reinterpret NSS-L.S curriculum ideals and change the courses of learning
and teaching practices in NSS-LS based on teacher cxisting schema and practices.
As NSS-LS is unfamiliar and uncertain to most of the teachers, tcachers usually
tried to relate this ncw subject with their prior tcaching cxperiences 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-L.S, tcachers tend 1o drill stuclentstith 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 and value of Liberal Studies.

e

In conclusion, when NSS-LS is introduced as a new subject in senior
sccondary education, teachers strive to change and approach to the idcals of
NSS-LS curriculum or the whole curriculum reform in a broad scnse. Teachers
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put great cffort in learning to actualize the curriculum ideals. However, with the
deficiencies in teacher learning and teaching experiences, teachers can hardly
master some usciul knowledge and skilis to help them to realize their dream in
Liberal Studies. Teachers get lost in the scarching proccsses and put aside their
ideals because of other practical considerations raised by asscssment. Also, as
teachers equip themselves with mismatch skills and traditional paradigm to fight
for actualization of NSS-LS in the age of curriculum rcform, 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 cannol sclect

, appropriate strategies to react on.

During the fighting of this battle of reform, the interpretable NSS-LS
curriculum becomes teachers’ shadow cnemy such that teachers have to create
the enemy and fight against it all at the same time. Teacher may interpret
NSS-LS curriculum ideally or play it down during their sense-making process.
When teachers approach NSS-I.S curriculum in an ideal way, they arc not
well-equipped to fight this battle. However, when teachers interpret NSS-LS
curriculum in a shallow way, thcy may feel comfortable to fight against it or
probably ‘win’ the battle, but this is not the original expecctation for Liberal
Studics. Thus, no matter teacher interpret NSS-LS curriculum ideally or
shallowly, teachers can hardly win this battle of reform because they have hecn

put into a dilemma such that they are creating and fighting the monster at the

same time.
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Chapter 6: Tcacher Collective Sense-making of NSS-LS curriculum

Along with individual sense-making process on NSS-LS curriculum as
revealed in the previous scction, teacher collective sense-making process of
NSS-LS curriculum is also vital to constitute further interpretation of NSS-LS.
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
possibilitics to converge their thoughts in implementation of NSS-LS and
become united in the process. This will allow cflective implementation of
school-based curriculum more feasible. At nctwork level, the characteristics of
the interpretation process of three different networks are introduced in this study,
i.e. teacher initiated network, Education Bureau initiated network and HKEAA
initiated network. Four case schools will be discussed to reveal the collective
interpretation of NSS-1.S 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.

As individual sense-making of NSS-LS is in the muddlc 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

139



of ideas can facilitate the attainment of certain degree of effective curriculum
governance in territory-wide level. In this scction, the possibilities of
convergence and collectivencss in processes and outcomecs 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 formal
collaboration within collaborative lesson planning period and also peer lesson
observation to plan and actualize their ideas. Also, tcachers may exchange their
ideas and opinions in some informal occasions such as casuval chat in staft room
and other impromptu occasions. Teachers use these opportunitics to address the
problems they faced in daily -practiccs and seek solutions from their teammates.

The processes and outcomes of these common collaborative practices will be

discussed below.

The needs to begin collective sense-making in school context: Finding

solutions to tackle teacher immediate problems

As we have discussed in chapter 5, many tcachers are lack of foundational
knowledge and skills in implementing NSS-LS curriculum, so it will be difficult
to form a uniform school-based curriculurr.l in school sctting. When teachers are
unfamiliar with thosc essential knowledge and skills in implementing NSS-LS
curriculum, it would be difficult for teachers to start with the vague ideas in
curriculum guide collectively. In this case, building up consensus in knowiedge
and skills in NSS-LS curriculum within the team is important and becomes first
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priority for teachers to begin with.

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 not know what s going on. (Teacher A,

School C)

Weakness in subject matter knowledge is a main problem for reachers_‘ When

-we teach the module on ‘personal development and interpersonal
relationship’ and ‘Hong Kong Today', [ find that teachers do not know the
teaching content. They mix up some concepts and do not know what should
be delivered to students. (Teacher A, School E)

Process of collective sense-making in school context 1: Sharing teacher

specialties in subject matter knowledye

In order to solve the unfavorable c¢ffect and diversities brought up by lack of
knowledge and skills, all panel heads and members in the case schools usc
collaborative lesson planning as a strategy to build up a platform to overcome
their difficulties collectively. In the collabor‘ative lesson planning period, all
teachers are expected to contribute their own specialties in subject matter
knowledge in order to construct some common knowledge on NSS-I.S
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,
l‘

sharing of knowledge can build up a sense of community among tcachers

through teamwork. Cach member may contribute their specialtics and fill 'up the

missing pieces of others. The concept of community as a whole helps to build up

a foundation for more unified school-based curriculum.

History teachers put more emphasis on factual data. They see the extension
of the datu, just like teaching students to respond to data-respond questions.
Government and political affairs teachers are more macroscopic. They will
analysis the issue fmr}z political framework. Geography teachers are more
stressed on the implementation, how to synthesis the materials and
implement......I teach Chinese that concern more about logical

thinking.....the focuses of everybody is different. (Tcacher D, School C)

The synthesis of teacher strengths in subject matter knowledge and subject
enquiry skills provides a diversified foundation to support the development of
inlérdisciplinary knowledge and issue-enquiry apprqach. in NSS-LS. This
found‘ation will further constitute a consensual school-based curriculum through

collaborative works,

Process of Collective sense-making in school context 2; Sharing teaching.

practices through collaborative lesson planning

In the process of collective sense-making, teachers share their ideas and

rationale behind their teaching plans. Through narrating their teaching designs,
1

teachers understand cach others’ logic and rcason behind the teaching plans
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?
thoroughly. As teaching designs arc constructed with a deliberated teaching flow,
the narrating process can also let teachers run through the lesson once and see if

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

10 show what to do in the next lesson, Why did teacher explain the issue in

this wav? 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)

Besides formal su:uctured sharing platform in collaborative lesson planning
period, as NSS-LS teachers teach with lots of current issues and instant
information, informal 'sharing among teachers is also important to effective
teaching of NSS-LS curriculum. Teachers can receive the latest tcaching
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 teaching difficulties 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 mosft effective to ask our colleagues. Colleagues can give us feedbacks
on the teaching plans directly. Thal is others have already taught a lesson
and told you her experiences, '‘Don't teach like that. It will be bored 10

death.’ (Teacher B, School A)

Sometime teachers will immediutely tell each other her experiences after a
lesson taught. Our colleagues will tell each other which part of the teaching
materials will work or will not work. Students will have difficulties in which
part und 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)

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 teaching 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
ease this tension, some schools applied peer lesson observation occasionatly to

converge teacher ideas by peer learning in a soft mode.
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Actually we prepared the materials together and conducted some
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 1o students and how to lead group discussion in cluss. (Teacher A.

School D)

Bes_ides peer learning among team members, panel heads in the sampled
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 teachers. Panel heads may usc this
opportunity to improve individual teacher teaching with cvidences and clear
refecrences. This can also align teaciling content and progress in different
classrooms to formulate a more coherent school-based curriculum for uniform

examinalion purposc.

In the last term, we have lesson observations on the topic “handling
conflicts ... . If colleugues do not understand the theory or do not have
deep understanding on the concepts, the cases used in her lesson will be
wrong. After the lesson, [ 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 scrve the purpose for
accountability but formation of professional dialogues. Teachers may use this
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opportunity for professional development and share their lcaming and teaching
with cach other. This professional learning opportunity is valuable for teachers in
implementing this new curriculum, Teachers may further improve their NSS-LS
teaching through reflective observation and active experimentation. Peer lesson
observation can contribute to clfective teacher experiential learning in a

collaborative format.

Through sharing of handling different teaching und learning experiences. |,
as a panel head, will know the situations in every classroom. Except for
monitoring and accountability, it is sharing of professional diadlogue.

(Teacher A, School D)

Cutcome of collective sense-making in school context: An undetermined

opportunity to diverge or converge

Through collaborative lesson planning and peer lesson observations as
collective sense-making platforms for school-based curriculum, the outcomes are
still undetermined because the primary purpose of thosc 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 teachers to split or
be united in their pérccptions towards NSS-LS curriculum. The dynamics of
cooperation in the tcam has contribuled to a coherent sensc-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 all sampled schools, and stepping forward to diverge or converge
in only a back and forth process in each school.
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To diverpe in content knowledge, teaching praciices and assessment

With the above school-based sharing platforms, teachers have opportunities
to exchange their idcas on fcaching NSS-LS curmriculum. However, as the
perceptions and practices on NSS-LS curriculum between different teachers are
too diverse, consensus cannot be conscquentially built. Sharing between teachers
15 sometimes superficial and on the level of exchange teaching materials, so that
it cannot contribute to an effective convergence of practices. Diversities in
content knowledge, teaching practices and assessments can still be found in each

school as the results of different understanding of NSS-1.S by teachers.

Divergence in conient knowledge

Because of the unclear substance in NSS-LS implementation. cooperation
within a team is a bit different from traditional subjects. As tﬁc subject matter is
not fixed, tcam lcader is no longer the only authority in interpreting the
legitimate subject matter knowledge. Each teacher may contribute their own
knowledge in NSS-1.S curriculum and issues to the team. However, under the
tight working schedule, teachers have little time to discuss, compromise and
build up consensus on NSS-LS. The panels often distribute their 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
way, each teacher can carry their work individually and contribute to the team

later on in order to usc their time cffectively. Nevertheless, this practice also
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produces a side-effect such that teachers minimize their communication in the
process of producing teaching materials and lost the original ideas on producing

a coherent curriculum.

! think a common problem that shared by many schools is that the leaders
have changed her practices. Now, the leaders mostly only distribute the

tasks to their team. The practice is very different. (Teacher E, School C)

There is no cooperation.....In theory, all the team members should discuss
the topic together. And that is what Education Bureau really wanty us o do.
However, you know we do not have that much of time to sit down and meet
together. Then, we distribute each one a theme to be responsible with.

(Teacher B, School C)

Divergence in teaching practice

When the cooperation in planning the lessons is weak, diverse teaching
practices are also succceded and formulated. As teachers plan their lesson
separately, they design the tcaching 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 time to talk with each other in the corridor or
passing through. We can seldom sit down and discuss. The leaching
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 duc 10 time constraint, tcaching strategies in onc school
can be very diverse. Some teachers believe that they can carry out their own
teaching strategy in classroom in what they belicve is most suitable and effective
to their students. Formulating a coherent curriculum 1is not théir concern. The
reason for allowing diversities is based on that (cachers are equipped with
diversified background and teaching habits. Teachers think they are professional
enough to judge which teaching 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
tcaching materials contributed can only bc uscd as a reference for teachers to
adapt in their own classroom. Teachers still remain their awtonomy in deciding

what to us¢ 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 o teach.

(Teacher A, School B)

Fveryone has the same teaching matierials, then { will teach what 1'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. (Teacher B, School E)

Therefore, in the classroom practices, therc arc different approaches in onc
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single school. The diversities are revealed in lesson obscrvation and teachers

have noticed its outcome.
We teach in our own way. When [ observed the lessons with same topic
which is conduct by three teachers, their teaching approaches are different.

(Teacher A, School %)

Divergence al assessment

With diversificd content knowledge and teaching practices, it is no surprise
that teachers have dilferent perspectives towards assessmient, especially the
assessment criteria and rubrics that arc formulated for uniform test or
cxamination. Because tcachers practice diflerent foci of subject matter
knowledge and inquiry skills during their lessons, they would have different
cxpectations and requirements on student learning outcomes in examination.
Conllicts 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-L.S 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 by arts teachers and
sciences teachers are different. Sciences teachers do not have persistent on
student performance in wordings and paraphrasing, but they require more
data, with 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 the small thing and extend it to big. (Teacher [Y, School

C)

Teachers furlher express their diffcrences in their expectations of the
marking system., Arguments between difterent teachers happen in both
expectations in the content and level of student products. Some (cachers concern
about the prccise 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 teachers do not have uniform teaching content and
instructional practices, the content validity in a uniform asscssment is in question.
Teachers debate along the discussion in order to deline an approved or cven
model answer in the assessment becausc tecacher assessment paradigm in finding
fixed and concrete answer in traditional subject 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

critcria has partly represented paradigm clash on the objectives of assessment in

NSS-LS.

Some students write the whole paragraph to support an argument, but in the
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 o single word. The problem arises. (leacher A, School B)

In summary, because of the unreadiness and diversitics ol tcacher
knowledge in NSS-LS, and with a tight working schedule, teachers often work
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scparately in the name of ‘division of labor®. Teachers divide their works into
different modules or themes such that each teacher is responsible tor 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 collectiveness of school-based curriculum. The

coherent school-based curriculum has hercby not yet been accomplished.

Besides the weak collaborative process that created Ia fragmented school
based curriculum, the formation of collectiveness is also hindered by the naturc
of the NSS-LS curriculum. As NSS-LS curriculum is enguiry question based and
lefl too much to be interpreted in a chaotic situation, tcachers can hardly find
their reference point to begin with. A coherent curriculum cannot be constructed

at the beginning and is yet to be completed.

To converge in content knowledsre, leaching practices and assessment

In spitc of the above threats to the formation of uniform school-based
curriculum, the process of collaborative lesson planning and peer lesson
observation has also provided valuable opportunities for tcachers to become
united and construct a coherent content knowledge, teaching practices and
assessment to a certain exient, Some convergence in producing coherent content

knowledge, teaching practices and assessment can be observed in the case

schools.

Converge in content knowledyue
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Although the school-bascd NSS-LS curriculum has been divided into
various parts and tcachers design and arc responsible for their own, some
tcachers still strive for their best to communicate with others in order to
formulate a coherent or cven standardized curriculum. Teachers discuss their
planning and difficultics along the way in order to relieve their
misunderstandings or differences in the content and knowledge with others.
Tcachers prefer to align their expectation to students and make the

implementation of curriculum clearer.

Because my understanding to the curriculum with other teachers mayhbe
different, so we will often discuss it ... ... design this part of teaching, and
you design the next part of teaching to show how to illustrate the concepts
collaboratively. If other teachers have disagreements, at least we know
expectations of others. And we can determine which part we should teach
deeper and which part we should teach shallower. Something we want 1o

make it clear and become standardize. (Teacher A, School D)

Converge in teaching practices

In order to synchronize teaching paces between teachers, pancl 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 cach
teacher. In this way, consistency of school-based curriculum can be achieved in a
top-down manner through the use of centralized teaching materials. Second,
panel heads will monitor individual teacher performance by administrative
mcasures and keep track record of cach 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 practices in the school,

! think every teacher should give the same amount and content of homework
to students. They cannot skip it by themselves. If they skip some of them,
they should tell me. This is how | keep the consistency among differest

clussroom. It would be easier to control. (Teacher A, School E)

Besides unifying the school-based curriculum in a top-down manner,
tcachers also usc collaborative lesson planning period 1o standardize their
teaching strategies by bottom-up approach. As some ready-made teaching
packagces arc shown to others in collaborative lesson planning period, some
teachers will choose to follow the packages in order to save time to produce
another by themselves. Hence, adaption of teaching materials will standardize
teaching practices to a certain degree. Teachers make use of the same teaching

matcrials to bring up consensus in teaching practices.

The most important thing to do in the colluborative lesson planning period
is to standardize major and core part of the curriculum. We will also share
some teaching strategies that we have c:/;‘eady conducted in the clussroom.
It is class-based, but if it suits other § focus and teaching flow. others may

Sfollow. (Teacher A, School D)

Converge in assessment

In assessment, teachers have to inevitably arrive at consensus in order to

154



hold account for students and parents. Teachers will write up marking rubrics
such that guidelines can be explained to others. As all teachers are ncw 10 this
subject, some teachers believe consensus in NSS-LS assessment can be achieved
casicr than traditional subject because everyone does not know what to do and

they can make complements to each other.

We do not have those disagreements, On the contrary, it is easy for us fo
build up consensus. Maybe it is our first year to implement this new
curriculum, I used to teach history in Advanced Level, another teucher is
very familiar with the NSS-LS curriculum, so we discuss and complement

each other... .. so that is not disagreement but reaching consensus. (Teacher

B, School D)

Also, school-bascd assessments are somchow imitating the format of public
examination in Qrdcr to preparc students for their examination in the future,
Therefore, teachers actually follow invisible guidelines set by the cxamination
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 A)

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 obgcrvcd in every part of teaching design, i.e. from curriculum content,
teaching approaches to asscssments. Although teachers have allocated substantial
time and resources in building up platforms to exchange ideas, such as adaption
of c¢ollaborative lesso-n ;Slanning and peer lesson observations, th_e collectiveness

of NSS-LS curriculum is not yet clearly formed. Teachers are still searching for a

- I

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 plall‘on;ls. Teachers explore more information and
reference from outside to see if the additional information can help teachers to
achieve a more stabilize and convincing curriculum. Some teachers join teacher
network and school network I'm_‘ NSS-LS to supplement their school-based
collectivessense-making on the curriculum. The process and outcome of the
collective sense-making at network level will be discussed in the next section to

see how it will in turn affect the practices of NSS-LS at school level.
6.2 Collective sense-making of NSS-LS in network context

In Hong Kong, different 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-govemmemal ‘nctworks are -initiated' by or cooperated with different
stakeholders in education settings to organize professional development activities
for Eeachcrs, for example, sponsoring-bodies (Catholic Education Office), interest
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group (Hong Kong Federation of Education Workers and Hong Kong l.iberal
Studies Association; Hong Kong Professional Teachers’ Union and llong Kong
Liberal Studies Teachers’ Association) and universitics (Lingnan University and
NTW LS Professional Network; The Chincse University of 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 HKEAA. Three branches under Education Bureau have
organized their own support services and networks in order o facilitate 1caching
and learning of N8S-L.S curriculum, i.c. regional education offices, school-based
support services office and Liberal Studics section in curriculum development
institute. For HKEAA, it has collaborated with Education Bureau to offer 1.S

school network scheme in order to support schools regards on assessment of

NSS-LS.

In this study, four out of thc six case schools joined three different mentioned
school networks. School A joined a non-government initiated teacher network
offered by Hong Kong Liberal Studics Association. School C joined an
Lducation Bureau initiated network oficred by school-based support service
office with focused on curriculum and instruction of NSS-LS. School B and E
joined a network that is initiated by [HKEAA, This section will explorc the
content and influences of these networks to see how teachers are strategically

involved in it and get information that responds to their needs.

6.2.1 Exploring in non-government initiated teacher network:

Sharing similar cxperiences, trusting frootline 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
nctwork regularly about once a month. Teacher sharing in this network is based
on their own ‘experiences in school. The sharing is not tailor made or fit for
individual nceds from participating schools. Although it is a school-wide tcacher
network that may not fit specific needs from school A, teachers sull {ind the
experiences and practices from other schools valuabie to them. Many on hand
expericnces can be found in this network and teachers can adopt the matenals

and takc those as references easily,

’ As facilitators in teacher networks have long time frontline experiences,
teachers find their sharing quite comprchensive in many domains, including
sharing tcaching materials, assessment and lesson observations ctc. Teachers can
learn from the facilitators through multiple activities and prove the sharing very

useful to them.

We will ask him how to teach because he has taught in Liberal Studies for
many years. We have observed his lessons and adopt his teaching
approaches in our lessons. His teaching approaches are very ¢ffective. We

also try out his teaching plans in our school. (Teacher D, School A)

One reason behind the effectiveness of this sharing is that facilitators are
willing to share their materials selflessly in a very convenient way. In many
sections of network sharing, facilitators have madc all the soft copy available to
teachers and put the materials in a CD for teachers. Teachers can casily adopt

materials and amend it to suit their nceds.
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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 und the facilitators will share

with us some useful information and make us a copy of the materials in a

('D. (Teacher £, School A)

The sharing experiences have greatly facilitated teachers 10 adopt other
teachers’ practices. Teachers are willing to follow others’ teaching materials or
experiences becausc those materials arc rcady-made, well-cstablished and tried
out.lby facilitators. Also, the facilitator will explain their rationale in designing
teaching pians in the network sharing, so teachers are well-informed omn the uscs
of 1eaqhing plans and its strengths and woaknesses. Tcaching plans and maicrials
are well-organized such that packages are casy to use by teachers. Therclore.
many teachers follow the approaches used by facilitators and find it comfortable

to adopt:

He iy indeed willing to share his teaching experiences, even student

products for us 1o discuss. I think his experiences are most valuable und

practical. Even how student approach the questions, what is the framework

behinds, we all follow his approach. (Teacher E, School A)

When the practiccs go on {or a period of time, teachers gradually get used to
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 culture and devcloping 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 themsclves without further guidance from facilitators.
‘Teachers find network sharing is much more effective than traditional teacher
professional devclopment programme, such as seminars and workshops, because
teachers enjoy the process ol communicating with others and sharing their

frontline practices.

{ think evervone is willing to come to the network because we actually have
something to get, something to exchange and can learn some stralegies.
Facilitators alwayy share his materials to us selflesslv. Afterwards, some
teachers start to contribute their materialy also. We are like classmates and

colleague. (Teacher A, School A)

It is two-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 [ think this network is very ¢ffective,

(Teacher A, School A)

Efficiency and effectiveness based on practical usage

When teachers explain the cficctiveness of teacher-initiated network in
details, the focus of effectivencss and cfficiency of network sharing has been put
on the practical use of shared matenals. Teachers are willing to participate in the
network becausc they think this teacher network is more useful, cflective and
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efficient than other tcacher professional development opportunitics. In the
network sharing, teachers can casily obtain some teaching resources that 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
confidence in using the materials and try out some tcaching strategies. However,
as sharing in teacher network is emphasized on tried frontline practices, some
teaching stratcgies may not be coherent with what 1s promoted by kducation
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
tcchniques, which is apart from the expected new teaching paradigm in NSS-LS.
The teaching strategics shared in the network arc olten practical because the
strategies have been used in other traditional subjects for a long time and both

students and tecachers arc used to it.

As the content and processes of sharing in teacher inmtiated network arc
sclf-recognized by teachers, teachers can share whatever they think 1s practical
and effective within the nctwork. Without a clear monitoring system or
accountability system in the network, the substance in teacher-initiated network
is efficicnt to teachers but may not be legitimated or approved by Education

Bureau.

I think the teacher-initiated network is more useful becuuse they really are

in the frontline. And they can lead us. (Teacher D, School A)
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They share with us some teaching strategies, for example, how to feach
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 goad. ('Feacher A, School A)

Teachers further mention the network resources arc useful to them because
the shared teaching materials arc not some onc-size-fit-all  practices. As
facilitators arc cxperienced (eachers who have taught in Liberal Studies in
advanced supplementary level for years, they have lots of expericnces in catering
for lcarner diversities and designing a wide range of (caching materials that suit
different levels of students. In the new senior sccondary education, catering for
student learning diversities becomes one of (he major 1ssues and challenges in
sccondary education because the selecting system in sccondary three and
certificate level is cancelled. Lvery student is entitled o have their secondary
c¢ducation for the whole six years if they want 10. Thercfore, teachers need to find
some strategies in respond to this challenge that is brought up by student
diversities. In this case, the whole set ol strategies that fit different levels of

students 1s 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 1o stretch the good
students and help the poor students to reach certain benchmarks. She showsy
her experiences by using some practical teaching plany and videos. It is

very useful. {Teacher £, School A)

Although the materials are ready-made and available to teachers to use
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instantly, teachers will not hesitate to amend the matenals according to their
specific needs. Teachers realize that the handy matcrials cannot be universally
applied to every school and need to be revised. Teacher consciousness on
revision of network matenals has guided them to revisit and further understand
their teaching objectives and plans in order to adapt the maternials for local use. In
this case, nciwork materials no longer serve as some models for teachers 1o copy
and follow, but as the reference or information that provides some clues lor

tcachers to think of.

I think we will not really listen to something in the network and then copy it
directly | think it is impossible ... ... I tried once and find out [ cannot totully
adopt the materials that shared in network. I think we depend on observing
other teachers, discussing with the panel heads to see if some teaching
strategies have been tried out or think some methods to adapt the strategics

by myself in my classroom reaching. (Teacher B, School A)

She gave us some information and ideas for us to think along. And we will
find the information needed and prepare the teaching materials by 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 at initial stage. As time
goces by, teachers will reflect on the suita.lbility of absorbed materials Lo sce il any
revision is nceded. The consciousnesses of tcacher reflections on network
materials begin 1o grow and teachers are more active in further developing the
school-based teaching materials. Along the involvement in teacher-initiated
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networks, teacher trust among one another within the network is built on the
eflectiveness of shared matenals. Teachers can use the materials confidently and
conveniently. Teachers are contident in using shared matenals because
facilitators arc willing to share tcaching materials selflessly with clear
explanation in the rationale behind. Also, teachers know that all the shared
malcrials have been tried out in the field. Teachers [ind it convenient o use
network materials because il can save their trouble in designing the whole
curriculum and related teaching materials out of nothing. They can use those
maltcrials as a sample or reference to amend on and relieve them from much
pressurc. In this case, teacher practices in network arc gradually converged by

the adaption ol similar materials.

However, as the materials are only recognized by teacher themselves, the
suitability of the materials in the perspectives ol Education Burcau still remains
unknown. As involvement in the network is purely based on voluntariness.
teachers arc scll-sclective to participate in it. Only teachers with similar ideas
like to join the network cbnlinuously and the ideas can be easily converged.
Teacher practices 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 ol tcacher initiated network 1o
implement an ideal NSS-LS curriculum stated by the curriculum guide is only
partly achicved. ‘Tcachers are more confident in implementing NSS-LS
curriculum with inclination to old teaching paradigm and lind their own way in

implementing a reinterpreted NSS-L.S curriculum.

6.2.2 FExploring the Education Bureau initiated teacher network: To trust
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or not to trust—critical reflections on network knowledge

Besides non-governmental teacher initialed network that we have discussed
above, Education Burcau has also implemented a school-based support network
in order to lacilitate tcachers in familiarizing with NSS-LS curriculum and to
carry it out smoothly. In this study, school C has joined that school-based support
nctwork organivzed by Education Burcau. By joining this support network, school
development officers from Lducation Bureau provide on-site support 1o school C
and discuss the school-based NSS-LS curriculum with teachers on demand. [t
school C has any problems related to NSS-1.5, it can request school development
officers to provide school-based support services to resolve that particular matier.
School development olficers bring along her knowledge from Lducation Burcau
and experiences in supporting different schools 1o school C and help them 1o
build up teacher capacity in developing school-based curriculum and continuing
teacher professional devclopment. The involvement of school development
officers depends on the interaction and needs of school C. The support services
can be in the form of stocktaking of student backgrounds, pancl meeting,
collaborative lesson planning. co-tcaching, lesson ohscrvation cte, or on request
by school (. Therefore, number of mectings between school € and school

development olficers is not fixed but on request.

Moreover, school development oflicers sometimes  organize  network
activities to invite her schools to join. In these network activities, teachers share
their experiences in teaching NSS-LS together with school development officers
as their backup and facilitators. The sharing is mainly locused on teaching
particular modules and introducing some eftective practices {or teachers.
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Dual purposes of joining network: Teacher professional development and

gelting resources

In panel heads’ perspectives, the rcason for school C (o join this
government-initiated network is for developing teacher capacity in designing
school-based curriculum. As onc stated objcctive of this government initiated
network is for teacher professional development, one of the pancl heads expects
teachers can widen their horizon in designing NSS-LS through interacting and
learning with school development officers. The pancl head hopes that after
Jolmung the network, teachers can be familiar with NSS-LS curriculum and

practice it out 1in a smoother way, and in turn benelits students.

The reason of 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 two teachers.
We want the team o be healthier Everyone would know what to do and
how 1o do. ldeally, as every class has their specific needs, if teachers can be
equipped with the skills, it will certainly benefit every student. (Teacher B.

School C)

Also, another panel hcad suggests this government-initiated network can
also serve the funclion of information sharing. School C can easily obtain
materials from other schools and use them as a reference to design their own
school-based curmiculum, In this casc, school development officers are the
resources hub in providing and exchanging inlormation among network schools.
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School development officers gather materials in different schools, then

reorganize and adjust the materials before distributing it 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. (Tcacher A, School C)

The lunction of sharing materials from the school-based support network is
also recognized by other teachers. Similar to the perception on teacher-initiated
network from tcacher:\; in school A, teachers from school C also expect the
guvcmmcﬁl—iniliulcd network will provide them a lot of teaching materials for
their reference. Morcover, as school development officers are from LEducation
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 ofl school development officers. Teachers expect
some clear directions can be got from the network in order to build up confidence
in implementing NSS-LS curriculum.

I think there are dual roles of school dm-‘efop-rm.'nr officers. Firstly, they can

- obtain resources from different schools that can supplement our deficiencies.

They can share with us. Secondly, they can give us some directions and

opinions such that we can use it as reference. (Teacher 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

: 167

]



discuss and formulate the school-based curriculum and teaching materials with
teachers. School development officers provide some demonstrations on tcaching
matertals 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 (o discuss the lessons and improve teaching designs in

the next round of support.

She will give some reference and design some teaching materials that fit our
student needs with us together... ... we will discuss cooperatively and see
where is our student weaknesses and required more training. Also, we will

design some units that fit our student interests. (Teacher I, School )

Discrepancies in making sense of the knowledee from nenwork

As one of the roles of school development officers is to act as consultant to
the development of school-based curriculum in teacher’s perspectives, teachers
expect school development officers can provide some legilimated subject matter
knowledge fos them in order to ease their uncertainties in designing tcaching
materials. Teachers often think that school development oflicer has mastered the
knowledge about appropriate subje'cl matter knowledge for students and the
approaches to incorporate knowledge in tcaching designs. Based on these
cxpectations and perceptions, teachers oflen think that the suggestions and
comments provided by school development officers arc very valua’ble and useful.

Teachers think that school development officers have clarilicd many of their
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uncertainties and worries about selecting appropriate content knowledge and
provided some focus and structures for them to carry on. The information
provided by .school development officcrs has huge impact on their development
of school-based curriculum and teachers trust on the content knowledge provided

by school development officers.

School development officers are very good. They help me to clarify the focus
and structure of the curricwlum. This is actually very good. I only have to
il in some meats to the structure. The probable focus of the structure has

already fornndated within our discussion. (‘Teacher D, School ()

The help of this school-based support network (o me is huge. It is because
school  development  officers  come \und  design  the unit  with  us
together... .. They provide a lot of ﬁnfdam'e and support in designing the
required content knowledge and assignments. They give us a lot of opinions.

{(Teacher I, School C)

However, from the perspective of panel heads. some content knowledge
mentioned by school development officers may not fit student learning at their
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
the content knowledge provided by school development olficers and will not
accept the comments or suggestions by default. Panel heads will sclect the
materials provided by school development officers critically and sometimes the
two parties may have disagreements in the appropriate selection of content

knowlcdge.
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4
It is weird that in some modules......if you are in profession, you know

L]

something is not in the right track. Maybe she studied history, so she is more

Jamiliar with modern China. But in socio-political participation or Hong

Kong today, she may not well master these modules. (Teacher A, School C)

In the beginning, she helps us to formulate the issues on ;‘{rmg Kong today
and socio-political participation, coincidently our panel head is very
familiar with this theme. Sometimes panel head will correct school
development officer and said, “It’s not like that. You cannot skip this part

and go 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 sclection of appropriate content knowledge in NSS-LS
curriculum, panel heads have taken this disagreement positively and perceive it
as an é)pportunily for cooperative learning between teachers and school

development officers. As NSS-LS is a new subject under exploration, nobody is
i

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 achicving consensus is expected

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 during the process and what 1 -
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expected before joining the network. | think although school development
officers are still learning the curriculum, but they actually learn a lot fuster
than my colleagues, that ix the reason I joined the network. (leacher 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 curricutum. 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 aclive 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, tcachers build up their sense of ownership in the tcaching materials
and set up the base to critically select and adjust suitable materials for students.
Modification of tcaching materials is an essential process for teachers in school C

in order to 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
seldomr use exercises provided by school development officers; we 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 network,

but when other network schools do it first and we follow, or other schools
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have already made up something, then we can modify it on top of that, it
would be easier for us. Also, when the network is larger, we will get 1o know
with more people. Although people from nenwvork cannot give vou all the
information we needed, but as there are many schools in the nenvork, it

would be eusier for us to take those as references. (Teacher A, School ()

As a conclusion, in the sense-making process of teachers {rom school C
with government initiated school network, teachers initially expected the school
development officers from Education Burcau can act as a more legitimated
information carrier or distributor of knowledge to school C. lowever. as
cveryone is new to NSS-LS curriculum, there is no authoritative interpreter of
the curriculum and can tell teachers exactly what to do and how to implement the
curriculum. In school C, discrepancies on the appropriateness in sclection 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 the process of
cooperative learning. Because of the interpretable spaces provided by NSS-LS
curriculum, teachers are more inclusive and can make a lot of compromises in
designing the school-based curriculum. Possibilitics in designing different
content knowledge and issucs arc casicr to be explored when compared with the
traditional subjects. Group dynamics within this panel are greater than other

subjects.

6.2.3 Exploring HKEAA initiated teacher network: the ultimate authority

behind the curtain?
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Besides the last two networks that are organized by tcachers and Education
Bureau, HKLEAA has also organized other tcacher network that focuses on the
issues related to public examination and assessment. The content 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
HKEAA. By studying these two schools, some of the characteristics in the

content and progress of this network can be revealed.

As HKLEAA is necessarily concerned with the inherent reliability and
validity in public,asscssment, the consistency and clarity in examination paper is
emphasized. Therefore, in the network organized by IIKEAA. officials use this
opportunity to realfirm the objcctives and important points to notices in helping
teachers to guide students to cope with public examinations. The instructions
related to how 1o deal with public examinations are comparatively a lot clearer
than those outlined by Education Bureau, HKEAA emphasizes the requirements
and expectations sct by public examination and teachers often find those points

more realistic and within the capability of students.

In nctwork sharing, the officials from HKEAA provid‘c some student samplc
scripts in attempting the sample questions in NSS-1.S for tcachers to learn the
marking criteria’and student level in future public examination. Throughout the
marking process, teachers will gradually r;1aslcr the breadth and depth of the
requirements in public examination. In this case, teachers begin to know and
confirm on what and how 1o teach conient knowledge in classroom
correspondingly. [earning in HKEAA network brings valuable feedback on
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
intensificd because teacher thoughts have been reconfirmed and verified by many

network participated schools and HKEAA. .

I think the things provided by HKEAA are more useful because [IKEAA
would feuch us how to set questions, It is good For example, they will
provide some sample questions for us 1o criticize on what iy good and whut

is bad und how to do it better. (Teacher B, Schootl 13)

The first time I go to the workshop that organized by HKEAA iy very
good... ... At that moment, | thought if [ cun repeat what the fucilitators said

and tell my students, we can teach a lot less. (Teacher A, Schoot B)

Also, the information given by HHKEAA helped teachers to simplify the
complexity in handling content knowledge. As HKEAA has a lot of experiences
in designing Liberal Studics 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. Tcachers get the
information and belicve that {uture examination will pay more attention to the
skills &han content knowledge. This will greatly allect the tactics of teachers in

stratcgic responses to the needs of public examination.

She explained 1o us what was actually emphasized in the public examination.
Afterwards, | know how simple it is. I can skip some content knowledge that
I planned to teach. Sturt 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 than the content knowledge. (Teacher A, School B)

The perceptions of public cxamination will focus on skills instead ol content
knowledge is reconfirmed by teacher learning in simulated marker mectings. In
the network. teachers will lecarn how to mark the public examination paper
according to the guidelines from HKEAA. To assure reliability of marking,
HKIEAA has organized many marking workshops in order to formulate uniform
understanding on the marking approach between teachers. Through this process,
teachers have constructed some school-wide solid understandings on  the
requirements from [HKEAA. Therefore, the perceptions on marking approaches
can be more alike between different schools and build up a territory-wide

perception.

They teuch us how to mark the papers. They show us some sample papers,
and then mark and discuss the assignments together, just like the marker

meetings in public examination. (Teacher B, School 1)

Marcover, besides the unified perceptions on public examination that have
been consciously built up by HKEAA, other unintended information is also
shared within the network. As one of the issues that the network organized by
HKEA"A 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 an-)r difficulties and would like to consult the officers from [IKEAA. In the
sharing, teachers not only know the progress of independent enquiry studics in

other schools, but actually the whole curriculum progress that can be hardly
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separated. Teachers know more information about tecaching progresses in other
schools and notice that thc mainstrcam progresses are not as fast as they imagine.
So, teachers arc at easc o their teaching schedule and fecl safe o carry on their
teaching plans. In this casc, tcachers lecl comlfortable aboutl their teaching
progress, not by a legitimate monitoring system, but by only mutual recognition.
Iowever, the standard of teacher mutual recognition 1s ambiguous because
tcachers are not sell-sullicient cnough to make such judgments in this new

interpretable NSS-LS curriculum.

After going out to attend the programmes | we discovered that actually every
school has not started yet. Then, we feel more comfortable. That is when
everyone has not started vet, we feel sate and good. So I and my colleague

are not frightened and not afraid 1o be slow. (Teacher A, School E)

Although the network organized by HHKEAA gave a sense of security 1o
teachers, some teachers from other schools that were not involved in HKEAA
network impress us with another perspective. For example, teachers {rom school
A, who choosc o involve in teacher-initiated network instcad of HKLEAA
organized network, comment that facilitators in HKEAA nctwork cannot respond
to their needs. As nctwork from HKEAA is a pullout programme in nature,
facilitators only have limited knowledge on the specific needs of individual
schools. Facilitators often can only provide some guidance {rom the fact book by
HKEAA. Tcachers do not find it useful in this extent. Therefore, two different
understandings to the function of HKEAA network arc formed and alfect the

involvement in the networks.

176



The district coordinator actually is useless. She would not come to our
school and ask about the situation of owr school. She does not have uny
knowledve about what is going on in our school. Moreover, in case we have

any problems to usk her. she could only give us some fuctuul answers.

(‘Tcacher A, School A)

6.2.4 Nctwork sharing without governance: what are tecachers really

sharing in the networks?

All three networks have provided valuable platforms for teachers to
exchange their infor_mation and i1dcas on NSS-L.S curriculum. However, as the
expected learning processes and outcomes ol NSS-LS curriculum are not
well-formulated, it is  difficutt for teachers to find some authoritative
interpretation to help them to carry out the curriculum, In this sense. teacher
learning in the networks is mainly carried out with unefficial reference group,
namely ordinary teachers from other schools, who are similar to themselves.
These kinds of teacher learning and sharing are without modcraiion or
governance. Teachers can easily learn or share the content that is not so desired
or legitimated when comparc with the ideas postulated in NSS-LS curricuium

guide.

One common phenomenon that happened in the process of network sharing
is that tcachers gradually look down onto the importance of content knowledge
when the sharing goes on. In nctwork sharing, teachers gradually build up a
perception that content knowledge 1s not as important as expected or wrilten in
curriculum document. This perception may come from two main sources: 1) the
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sharing by HKLEAA as mentioned: 2) the cffect of lack of foundational
knowledge by _tcachers. Firstly, as HKEAA has consistently intmduccdflhc
marking guidelines of public examination, teachers are unavoidability affected
and followed the skills-inclined criteria. postulated. Teachers think that they
should put more erthphasis on skills training rather than knowledge input.
Sccondly, as sharing ot most teachers is limited by their 11)undalimlal knowledge.
tcachers usually share something practical instead of conceptual or ideational.
Teachers tend 1o locus on developing some practical skills for students in
respond o cxamination questions. In this casc, issuic cnquiry with appropriate
content knowledge is put aside. Teachers would pay little attention to the depth

of content knowledge and introduce shallow and minimal knowledge instead.

We come up with a conclusion that we taught the curriculum content in o
very deep way. Bur actually others are not like that, it should be very simple.

( Teacher A, School A)

We went 1o other schools for lesson observations or hear from the network
is that the content in this subject should not be deep, but broud and plenty.

{Teacher 1), School A)

Another unforeseen outcome of the sharing networks is that tecachers use
this platform to sharc as freely as they like, sometimes the sharing content is
deviated from the ideas advocated by LEducation Bureau. One of llhc most usual
but deviated sharing among teachers is the use of textbook in N8S-1.S. Although
Education Burcau reinstated teachers should not use textbook as their main
tcaching supplementary materials and sources of knowledge, most teachers
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adopted the usc ol textbooks to facilitate their teaching. The choices of textbook
become one of the common concerns among tcachers. Therefore, in order to
elicit information and comments in using textbooks, teachers often use the
networks to exchange the information about using textbooks. The lost of bearings
in content and application of networks caused tcachers to have a snowball effect
on using textbooks as their norm. In teachers’ cyes, using textbooks is actually a
norm in implementing NSS-LS curriculum, so the willingness of constructing an
appropriate content knowledge with school-based emphasis is weakened.
Teachers no longer strive to produce content knowledge that 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 Burcau.

In the last two weeks we grouped together and discussed about choosing
texthook. I think the discussion is very concrete. Moreover, the network is
actually organized by Education Bureau or HKEAA, otherwise we cannot
arrange it by ourselves. We gathered and discussed what and how we

choose the textbooks. (Teacher A, School D)

We gathered and discuss our progress and teaching experiences......we

really learn a lot from other experiences. To be honest, we will discuss on

how other teachers choose the textbooks. (Teacher B, School E)

Along with the practical needs advocated by teachers, assignments and
examination paper sharing are another teacher major concern in practicing
NSS-L.S. Teachers are working under tight schedule and deadline after deadline,
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gspecially in dealing with assignments and examinations that have a clear
deadline imposed. So, teachers once again shared what they count as practical

and uscful in the network, in addition to the planned objectives.

She gave us many strategies in marking student assignments because she
has « lot of experiences in teaching Liberal Studies in advance
supplementary level, She printed owt some samples of student scripts and
homework in (;!'d{’a" to illustrate to ws why some homework are better than
others......the topic of our lust meeting is abow examination, therefore,
some schools will give their examination paper selflessly for all of us to

discuss. (Teacher A, School A)

6.3 Conclusion on collective sense-making of NSS-LS curriculum: From

collective puzzlement (o 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
graaually formulated as teachers interact among colleagues and other teachers
within the school networks. At first, teachers do not know how to interpret and
{ormulate school-based curriculum. Diversitying and unifying ideas arc both
formulated at the same time during the inl&prclatiun process. A sense of
collective puzziement (Hall, 1993; Heclo, 1974, p. 365) is formed during the

curriculum policy learning of NSS-L.S.

In further collective sense-making process, teachers exchange their
perceptions and ideas on NSS-L8 curriculum with others freely without
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restrictions. Teachers share what they think is usctul and practical among
themsclves, tfor example, shallow content knowledge, training examination skills
and usc of texthook ete. The content of sharing may not be well-fited and
responded to the ideals of NSS-LLS curriculum. However, as tcachers are grouped
together in school and network levels, teachers gain momentum in circulating the
deviated ideas and perceptions about NSS-LS curriculum. When teachers 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 cffeet of distorting and reinterpreting NSS-LS
curriculum in networks can bring damaging clicets to the cnactment of
curriculum at the end. The networks help teachers to deviate from the curriculum
ideals and abandon the original ideals collaboratively to a much practical or even

non-liberal, indoctrinate way.

Moreover, when teachers participate in panc! 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 teachers are adopting and
contributing their idcas to the network. The sharing processes have converged
teacher’s perceptions on Liberal Studies and further affect the enactiment of
NSS-LS curriculum in schools. The actual practices of NSS-LS curriculum will

be discussed in the next chapter.
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Chapter 7: Enactment of NSS-LS curriculum and its effects

Bascd on individual and collective sense-making ol NSS-LS curriculum,
teachers enact their ideas on curriculum into practices in school settings. Since
the gap between curriculum ideal and reality is too wide and the com.cm of
NSS-L.S curriculum is too extensive for interpretation, teachers 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, different versions of
curriculum idcas arc formulated. Teachers perceive their version of NSS-LS
curriculum with their own teaching background and learming experiences.
Teachers construct some effective strategies to interpret NSS-LS curriculum and’
think along the way on how to deliver the curriculum to students. Teachers
gradually form a vague interpretation of NSS-LS curriculum based on integration
of lcarning from Lducation Bureau, universities and HKEAA. After confused and
diversified learning in these institutions, authoritative and practical interpretation
from HKEAA becomes teachers’ major ideas in implementing NSS-LS

curriculum,

Individual teachers carry their preliminary ideas into the school and network
settings to share and vc.rify the possibility and practicability of these ideas. From
school and various networks, teachers further confirm their ideas on the emphasis
of examination. Mutual recognition by tecachers from different schools has

formed in the network sharing and learning process. A rough consensus on the

implementation of NSS-L.S has formed. The consensus in school and network
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setting will also strengthen individual percep 'ons towards NSS-LS curnculum
and form interdependence between individual sense-making and collective

sense-making. Allerwards, teachers cnact their rough consensus and deliver the

NSS-LS curriculum in their own way,

During cnactment 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
cnactments of NSS-1.8 curriculum that override the ideals. Teacher overriding

cnactments of NSS-LS curriculum are discussed as follows.

7.1 Enactment overriding the ideal 1: When direct teaching is more effective

than issuc-enquiry

The first dilemma that teachers have to face is the use of learning and
teaching approach in NSS-LS. Although NSS-LS curriculum guideline promoted
the usc of issuc-enquiry approach as major teaching approach to facilitate student
co-construction ol knowledge and enquiry learning, teachers often emphasize the

use of dircet teaching as their main teaching approach instead.

Teachers strategically select dircect teaching as their major teaching approach
because direet teaching is more responsive to student learning nceds. In
adaptation of issuc-cnquiry approach in teaching NSS-L.S, tcachers have to usc a
lot of perennial and current issues to illustrate the contentions and arguments in
each tssuc¢ and to help students to co-construct their knowledpge from issues.
Howecver, in daily classroom practices, teachers ofien find students arc lack of
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foundational knowledge and capability to understand the issues and construct
knowledge by themseclves. In, this case, teachers choose to teach NSS-LS
curriculum and its content knowledge by using direct teaching in order to

-

supplement the content knowledge required for enquiry.

Actually, .s‘!mfcm..\' are not familiar with many concepts. How can
issue-enquiry approach be carried out when students are lack of foundational
knowledge? We just taught the issues on proposal of political reform and
students don't know what 1 am talking abowt. What is political reform,
legislative council, separations of power? I have struggled through that.
Students know nothing. There are too many concepis behind each issue. We

cannol teach with issue-enquiry approach. We have to back to basic and use

direct teaching. (Teacher A, School E)

In addition to the use of direct teaching, teachers often conduct the peripheral

pmcticz_ll idcals on issue-enquiry approach, such as adaptation of role play and
group discussion, to become their classroom activities to arouse student interest
in NSS-LS learning. The core part about co-construction of knowledge in
issuc-enquiry approach is put aside. In teacher’s perspectives, the position of
using issue-enquiry approach and direct teaching is reversed. Teachers prefer to
use direct teaching as their major teaching approach and issue-enquiry approach
as complementary approach. Teachers think that student learning begins \-:vilh
weak foundation knowledge, so the use of direct teaching can supplement student
learning deficiencies in this part. Students may further inquire with other
approaches when their foundation is solid enough to explore the details of each

issue with equipped foundational knowledge.
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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)

» -

I used direct teaching more often, especially in some conceptual matters, |

L3

will explain, more. But if I want them to do some issue-enquiry, 1 will -
encourage students to form groups, no matter two, four oreven six in a group. -

I will encourage students to do so. (Teacher D, School C)

[}
G o

Teachers choose the effective teaching approach according their prattical

teaching context, especially student learning backgrounds and educational needs,

r

-

instead of the conceptual ideas on the strength and advantages of certaijr te;llching

] v, .
approach in teacher selective processes. Teachers choose to adopt what is

|

effective and relevant, in this case direct teaching approach, as their dominant

teaching 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 that facilitate student learning.

7.2 Enactment overriding the ideal 2: Using textbooks as their safety line

-“ L}
Since teachers have adopted direct teaching approach as their major teaching

strategy, they have to choose some supplementary teaching materials to facilitate

, their teaching approach. For most of the NSS-LS teachers, although using

L]

textbooks is not-encouraged by Education Bureau (Curriculum Development

H
*
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Council & Hong Kong Examinations and Asscssment Authority. 2007),
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 hedp teachers to narrow down the scope of teaching.

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 to 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 tcaching aid.

Since we have textbooks now, 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-esteem. I will tell my students to recite those points.

(Teacher E, School E)

Furthermore, like the role of textbooks in traditional subjeccts, teachers expect
© textbook ‘publisﬁcrs to providé enough concepts and exercises to facilitate their

teaching. In such a case, the dependences of textbooks in every stage of teaching
by :

"is increased, no matter in teaching process or evaluation.
' ’

Textbooks should provide some concepts for teachers to teach with. Also, 1
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expect texthooks should provide some exercises that are suitable for students.

(Teacher B, School E)

Although some teachers are not actively involved in designing school-based
curriculum and prefer to textbooks, teachelrs provide substantial reasons for their
choice. First of all. textbooks can ease the anxiety of student learning in NSS-1.S.
One of the difficulties in student learning NSS-LS curriculum is that students are
often confused with how to find some concrete content knowledge for them to
review and rememlzer. If teachers only give students some school-based teaching
materials and worksheets for students to go over, students may find it 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 leaming 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 detining knowledge and can refer 1o it if

they come up with any difficulties. Textbooks become an effective teaching aid

to facilitate student learning.

First, students will be more comfortable and know actually they have to read
something. Second, if the textbooks have quality, we can teach with the

textbook effectively. {Teacher C, School B)

Textbooks actually become predominant tools in our teaching, Busically, we
trust what is written in the textbooks and we will teach it 1o the students.
"
]
Students also feel safe with textbooks. They can read it and ulso trust the

textbooks......because students are grown up with that learning habit. They
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are actually grown up with textbooks. (Teacher A, School E)

In addition, some teachers perceive textbooks as basic tcaching materials that
students may rcad by themselves at home. Although teachers try to cover as
many topics and content knowledge as possible when teaching NSS-LS, the
content covered in NSS-LS is still too broad for teachers 1o handle in classroom
teaching. Teachers may introduce some important concepts in their lesson but
have to equip students with self-difected and self-motivated learning aficr school.
Textbooks can provide some precise and concrete materials for students to self
reading and learning. Textbooks not only consolidate student leamihg in
claséroom teaching, they also act as extended reading materials for students.
Stﬁdents may use textbooks as one of their handy reference books within the

huge content knowledge that students have to explore in their three-year lcarning,.

- Textbooks are for student reference. In our school, textbooks are just
. ! J

supplementary and match up with what student learnt. In owr clussroom

teaching, we will cover the textbooks as far as possible. If we cannot do it in

our lessons, we will tell students 10 mark it up and read it by themselves.

v

{Teacher B, School D)

V

On the other hand, bésides the fact that students arc more comfortable to

L

learn with textbooks, teachers also find textbooks have greatly helped their
~ ) '

teaching, which is especially true to the inexperienced teachers in teaching
Liberal Studies. Teachers find it hard to plan their teaching flow and organize
\* o M I
teaching materials all by themselves. With the help of textbooks, teachers can

have some rough ideas in the content and flow of tea¢hing. Based on preliminary
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ideas provided by textbooks, teachers may build school-based materials on top ol

that.

If there are no texthooks, many colleagues will be afraid to teach in this
subject. Teachers treat textbooks as their white cane in the darkness.
Teachers are more comfortable with textbooks. In reality. texthooks can ulso
reduce the workload of teachers. Although Education Bureau does not
encourage us to use textbooks. however in actual implementation, teachers

are hard to make school-based reaching materials. {Teacher A, School F)

In conclusion, with the inclusion of textbooks in NSS-1.S curriculum
planning, leaming and teaching in this subject can be at easc {rom uncertaintics
caused by open-ended curriculum. liowever, th? 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
that can be drawn from school-based curriculum have also heerr less emphasized,
such as students’ construction of knowledge, building on student strengths and
developing enquiry skills etc. Teachers choose 10 play safe in implementing
NSS-LS curriculum and use textbooks that they are familiar with as their

teaching aid.

7.3 Enactment overriding the ideal 3: Examination-oriented practices

dominating the tcaching paradigm

Another deviated paradigm for teachers in implementing NSS-LS curriculum
is the shift of importance of liberating teaching and leamning towards examination
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practices. As student Icarning outcomes (-:‘Ii'NSS-l,S will incvitalbilily go through
public assessment and \INill aflect students’ chancé of admit-ling to universities,
teachers put lots of efforts to ensure studer-lts-doinlg well in public cxaminations.
Teachers often give out lots of exercises and assignments to drill Q‘Fudents in
order to get good examination -resulls. Morcovcf.' teachers justify thcir
examination-oriented practiécs by claiming that they can help lheir-s-ludcnls o
:stri-ve for better results and- admission places ih universities. As is required by the
universities in Hong Kong, students must attain level 2 (passing grla'dc) or above

in NSS-1.5 in order to meet the minimum requirements for admitling o

universitics,

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 thuat. we also drill our students continuously The

workload of students is very huge and it is hard for them. (Teacher D, School

A)

If we are using utilitarian perspecﬁves 1o look at NSS-L.S, I have 1o help my
students to get good grades at the end of the day, especially those n-'hb .want
10 gel into universities. | have to keep their results up (o certain grades.
Inevitably, I have to look at NSS-LS in an examination point of view. (Tcacher .

C, School B)

To achieve good results in public examination, tcachers develop several
strategies 10 cope with examination requirements. First of all, since teachers
perceive examination as the most important event in actualizing student learning

160



outcomes in NSS-LS, tcachers have to be lamiliar with the requirements of
public examination. In the point of view from teachers, content knowledge
required by public examination is not as deep as cxpected. Teachers belicve the
focus of public examination is not in content kno'wlcdge. so they will not spend
loo much time in teaching students about the background knowledge in issues.
Instcad. teachers prefer 1o tcach as many issues as they can to cover most of the
current issues so that students may recall some issucs in public examination. The
tradeolf between deepness and coverage of issues is pretty clear when teachers

are under limited time constraint.

Ity really examination-oriented and let owr 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 D,

School A)

To replace the importance of content knowledge in NSS-LS. teachers
perceive answering structures or techniques in examination are more important.
Hence, teachers use some teaching time in drilling students to write up
argumentative passages with certain structures and answering techniques.
Teachers can clearly identity the components required by public examination and
train up their students in answering data-response questions or extended-response
qucstioné. Teachers train up their students by using similar strategies applied in
| traditional subjects. Teachers emphasize on training their students to write up
argurﬁentati’ve essays with structure and information supported. In this case,
structure of writing is morc important than content knowledge and ideas toward
“issues. This cause learning of NSS-LS to become hollow and the liberating ideas
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in this subject is oppressed under the framework ol examination.

First, we have to train the structure in answering questions. Second we have
fo teach them to from their urguments 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 7evc!'. We drill our

students in such a way. (Teacher 1D, School A)

The framework of examination paper two is continuously drilled in the first
semesier. Students can apply and use the framework around 95%. The
framework includes standpoint, paragraphs, main clause, responds or
rebuttal, conclusions and reflections. A complete model for our studenis is
important. I think students in Hong Kong are very good ai copying models,
You give her something good and she will follow. She can actually do it.

(Teacher L=, School A)

Combining the above two points, some teachers think that cven they teach
shallowly to students, but if student answering structure is well-organized and
informative, students can actually earn more marks and have better grades in
public examination. In this case, some teachers genuinely think that teaching less
may mean more o their students in terms of getting good resuits. The cnacimerit

e

of NSS-L.S in this mindset has further confined the possibilitics in cxploring

more issucs 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
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and well-written, they also get the marks. A meraphor is that like learning
martial arts, if students can play the three moves very well, she can actually
win the one who learnt cighteen moves. So why students hother to learn the
extra fifteen moves? If students spend time to train those fifieen moves, I'd

rather train them the three but in an excellent form. (‘Tcacher A, School B)

Furthermore, teachers further elaborate their practices in drilling students to
prepare for examination into modeling (5&ir students to answer the guestions
within the scope of their marking guidelines. In order to let their students be
familiar with the requirements of public examination, teachers belicve the most
effective way is to distribute marking guidclines to students and let students
imitate and lcarn from it, ‘Teachers discuss and analyze the strengths and
weaknesscs of student sample answers. [n the process, teachers expect students
can follow the good demonstrations and perform better next time. Also, marking
rubrics are also given to students such that students can know about cxact

requircments from teachers and can answer accordingly.

I have guidelines in marking student assignments. 1 show students some
examples from their clussmates and explain to them how | murked their
assignments. Every time, T will distribute marking rubrics (o my students.

(Teacher B, School A)

With all the cfforts that teachers put in, teachers can have cxpectations on
student grades in future public examination. They can roughly guess the results
of students and to 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, tecachers are more confident in implementing NSS-1.S

curriculum and know where they are going.

I ahways tell my colleagues that our students can get level 2 if we keep on
training them. If students can write up something in the examination, | think

it would not be that difficult. (Teacher A, School [7)

7.4 Enactment overriding the idcal 4: Making indcpendent enquiry studies

dependent

Besides classroom teaching, NSS-L.S curriculum  has also  provided
opportunities for students to learn in a sclf-directed way in independent enquiry
studies. Students decide their own rescarch topics and have to complete an
indcpendent project with three stages, i.c. project proposal, data collection and
product. Fach student is under supervision by teachers trom time to time in order
to review the progress of project. Teachers should also help students to formulate
and focus their rescarch questions. Students are under individual guidance from

teachers to explore their interested topic as they like.

Ideally, students can choose to use written or non-written format to hand-in
their main body of report. If students choose to use non-written format, such as
taking movies, broadcasting or drama etc., students have to write a short written
.text to explain their main ideas and reflections on the project. But in teacher’s
perceptions, the requirements of short writicn text make the difference between
written and non-written format vanished. Teachers have to guide students to

write a passage anyway. This requirement makes tcachers reluctant to accept
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students to choose non-written format because resources input will be a lot
greater when compared with written format. Teachers have to arrange
audio-visual aids, rccording equipments, materials for stage performance or

whatcver student needed to produce non-written projects.

The original idea is that diversity in the format of independent enquiry
projects may cater for learner diversitics and elicit different views and enquiry
skills from the projects. However. as teachers perceive great difficulties in
management and huge workload will come across if student projects are too
diversified, teachers tend to constrain the format of student projects to written
form so that it can be easily managed.

The ideas of education ure very grand but sometimes many things are very

down to earth. For example, students have to write a lot in independent

enquiry studies in the future. Although students can choose to produce movie
or other alternate format, but what is the most simple and direct way to do is

still a written report. (Teacher E, School F)

Of course students have to do written report. We have mentioned the
alternatives once, but not again. Since when students do the non-written
SJormat, they still have to write up over thousand words 10 explain their ideas
behind. So why not do the writien report in l&eﬁr.s‘! place. (Teacher A, School

B)

Jurthermore, the ideas on constraining the format of student independent
enquiry projects are sprcad among tcachcrs. In network sharing and other
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circumstances, tcachers exchange their ideas and school-based practices on
independent enquiry studies. Teachers find that most of the teachers will not offer
non-written format 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 the practices of
all Hong Kong schools. Since the practices of all Hong Kong schools are
doing written report, I believe our school would not deviate from the common

=

practices. (Teacher B, School F)

Besides the format of independent enquiry studies, student decisions on the
lopics of independent cnquiry 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, tcachers
perecive the varietics of topics will make them very hard to supervise student
progress. As teachers nced to supervise students on the independent enquiry
projects, if students choosc the topics that teachers are not familiar with, it will
causc difficulties for teachers 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 itsell’ or related subjects maybe too sensitive for
students and teachers to handle, such as topics related to religion and ethics. In,
such cases, teachers further deprived the liberating and frcedom elements in
NSS-1.8 in order to meet the achicvable and manageable goals in completing the

independent enquiry projects.

Of course we will rule them out. | told them, “Don't do anything related 1o
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China, you won't go back to China und conduct the research... ... Dont 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 be explored by students. (Teacher A, School B)

7.5 Conclusion on Enactment of NSS-LS curriculum: Deserting the ideal,

constructing the “brave new world”

in conclusion of the four deviating enactments of the policy, teachers in our
case 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 tcaching
with confidence and student getting good results in public examination. Actual
implementation of NSS-LS teaching has diverted to the deviated cnactments
around. In this process, teachers realize student performances can be improved,
at least in terms of marks, by the 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
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 achieve their
exXpected goals in student performances.

‘Through the process of drilling, teachers see some improvement of students

in tackling examination questions and writing cssay in systematic way. Teachers
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gradually get rewards from their hard work and reinforece them to train their
students in this way. Teachers have more confident in handling Liberal Studies
tcaching and can anticipate student learning outcomes after the whole drilling
process. Although teachers realize drilling is not an ideal, or even close to ideal
practices in tcaching NSS-LS, teachers are satisfied with this practices becausc
their work is alrcady under great difficulties and constraints. Teachers perceive
drilling anci examination-oriented teaching as a way out in the unclear and
chaotic learning and teaching environment.
-

To betler describe and analyze teacher co-construction a{ld enactment of
NSS-LS curriculum, the vistons 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 teaching and learning. In the brave new world,
Huxley indicalcs there is a world state that administers the cntirc planet, with a
few isolated exceptions. The motto in this world is “community, stability and
identity” and thc majority of people work peacefully and happily in this global
soctety. Howgever, the peaceful and eflicient socicty is based on practical workers
but not thinkers. Most of the people do not reflect on their existence or resist
their way of living but enjoying themsclves in the state-conditioning system.
People arc controlled by inflicting pleasure and ruined by what we des;re

(Postman, 1986).

In the enactment of NSS-LS, although teachers perceive and implement
NSS-LS curriculum in an unclear and chaotic cnvironment at the beginning,
teachers gradually co-construct their own way of practices and common

strategics in responding to NSS-LS curriculum. Although teachers notice the
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ortginal ideas in implementing NSS-LS curriculum, they stowly give up their
ideals. Teachers tend to rest on their comﬂ;;{l 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 ‘studem backgrounds and learning habits. which is constrained by
practical concerns in implementing NSS-LS curriculum.

Meanwhile, HKEAA has continuously conducted seminars to introduce
assessment system and requirements of NSS-'I,S curriculum. Teachers begin to
master levels ol content and standards in the future public examination.
Throughout Jearning process with HKEAA, teacher paradigm in conducting
teaching and learning has further incorporaled with the practices in assessment.
Teachers begin to perceive and enact NSS-LS  curriculum in an
examination-oriented way. Introduction of content(l(gci\}’l/edge and issue-enquiry
in.NSS-LS is played down into points to notes and structure of writing
argumentative essays. The original libérating 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
answering pattern. Students begin to 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 cxamination practices are
entangled and self-fulfilled with each other under unified practices. Teachers are
satisficd with reinterpreted NSS-LS curricutum and re-modified enactments
because they can finally practice the curriculum with confident. The re-modified
enactments are spread among schools through different networks and sharing
sections. The deviated but common practices have been approved by consensus
of tecachers. The practices are further stabilized and legitimized among teachers
through network sharing. However, these stabilized teaching patterns have also
trapped teachers in an incscapable assessment framework. Teacher community is
walking away from liberating ideals of [.iberal 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 confident and unwilling to

leave thpir comfort zone and be liberated.

7.6 Effects of implementation of NSS-LS curriculum on curriculum

governance, teacher professional development and curriculum and

instruction reform

Along implementation of NSS-LS curniculum, scveral effects and outcomes
occur to affect curriculum governance, teacher professional devclopment and
curriculum and instruction reform. In this section, three domains of eftects 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 governance




In previous chapters, sense-making and cnactment processes of NSS-LS
curriculum By teachers are discussed. Through the processcs, tcachers perceive
unique governance style in NSS-LS curriculum. As content and issues of
NSS-LS curriculum is driven by enquiry questions, tcachers 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 curriculum content to impose on senior secondary education in a top-down
manner. The actual NSS-LS governance is through sclf-organizing networks in
secondary schools. Teachers share among themseclves 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 guidel‘ines for implementation.

With little concern on constructing a holistic 3-year school-based NSS-LS
curriculum, teachers put much of their effort in handling actual daily classroom
practices. In teacher’s perspectives, their instani practical concerns are much
precedent to other long-term ideational concems in teaching NSS-LS. Ideas on'
NSS-LS, or even school-based holistic curriculum, are 100 far away from them.
The presence of practical and useful teaching materials is the most important to
facilitate their implementation of NSS-LS curriculum. Therefore, what actually
affects the NSS-LS curriculum implementation is not the curriculum itself but

teaching materials or even textbooks. However, as teaching materials are mostly
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designed within truncated topics for few lessons. the curriculum is then

fragmented without well-planned and holistic ideas.

Constructing whatever curriculum is useless. I think FEducation Bureau should
put maore effort in preparing teaching resources. such as newspuper clippings

and categorizations......that will actually help Liberal Studies teadhers a lor.

e

{
ft is better than constructing some curriculum guidelines and rhetoric that is

useless 1o our teuching. (‘Teacher C. School C)

')"ea(.'lring{; materials. If there is teaching materials for us. it will be much betier.

Teaching materials should be well designed with teaching students answering

techniques. It is because the most difficult part for us is still designing

teaching materials, (Teacher.F, School C)

Téaching materials can resolve their difficulties in classroom teaching. As
teachers believe their ultimate teaching outcomes of NSS-1.S curriculum is
reflected in public examination in 1HKDSE. sample papers and questions are
urged 1o bt provided for teachers in order to prepare students for public
examination. Under the pressurc of public examination, fragmented NSS-LS
curriculum is puiled together by preparation of}.examination. As discussed in

previous chapters, teachers gradually formulated a lot of cxamination driven

practices in order to copc with external requircments and held accountable

towards the examination.

. W .
In teacher’s perceptions and expectations of curriculum governance in

NSS-I'S, governance is not imposed or raised from curriculum itself but
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asscssment. A unified or certain sample of asscssments exercises can facilitate
teacher understandings on the curriculum. When [IKEAA provided sample
questions for teachers to follow, teachers had put all other influential factors
aside and taken sample questions as their most important relerence in teaching,
lcarning and assessment. The governance of NSS-1.S curriculum has been greatly

influenced by HKEAA instead of Cducation Bureau.

You give one or two hundreds sample questions for us us references to

demonstrate which questions are feasible and practical. And then in public
L)

examination. you use those sample guestions. Then [ can rell nry 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 that teachers 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. At classroom level,
teaching and learning approach can be barely monitored by F..ducation Bureau,
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Teachers often implement NSS-LS curriculum in deviated way that may not fit
with issue-enquiry approach. Teachers perccive the deviated teaching and

learning approach as an incvitable move to facilitate student learning becausc

that 1s for the best intercsts of students.

If you would like to satisfy everyone, then actually you can satisfy no one.
There is a dilemma... ... I think I will give 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 owr own ideas and
construct teaching materials together. If not, it will be very difficult. Actually,
i is the sume as advance supplementary level Liberal Studies, every school

has their own instructional materials. (Teacher A, School E)

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 maich with school settings but teachers use it
anyway, we will waste our time und cannot get good resulis. I helieve some
students may get good results. But for other studenis, if we find the methods

are no! effective, we will use other methods. It’s no big deal. (Teacher A,

" School B)

In conclusion, as the ideas and planning from Education Bureau may not be
coherent with actual practices in schools, tcachers take side in implementing
what they think is effective and ignore original curriculum ideas that are stated 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 bractices go on and public assessment is coming soon, the
practices are gradually dominated by HKEAA ideas on examination. The
governance and accountability of the curriculum are turned up in the hand of
HKEAA. Teacher sense-making and enactment are uniform by public
cxamination. 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 the curriculum and
make it relevant to their own teaching background and context. 1deally, through
teacher interpretation processes, teachers may cmpower themselves with their
active learning and teaching practices. Teachers may take their initiatives in
designing appropriate curriculum and teaching maicrials in order to liberate their
students. However, in the real practices of NSS-1.$ curriculum, as the curriculum
has left 100 much room for interpretation, it has hindered teacher learning and

empowerment contrarily.

When NSS-LS curriculum has left too much space for teachers to learn and
interpret, teachers often fecl {rustrated in their l_earning processes. As NSS-L.S
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 and construct ideal type of NSS-LS

curriculum with teacher own capacity. In this case, teachers ofien set boundaries
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for themselves and restrain their lecaming within manageable scope. The
sclf-defeating practices on teacher lcarning have obstructed teachers to deliver
NSS-LS curriculum in a more organic and fruitful way. Many teachers have
confined their possibilitics of teaching and learning in so called “Liberal Studies

in secondary student level”.

I think hecause we are no experts. Also, what do you expect the knowledge
and performance of secondary students? I think there is no need to teach in
the level as deep as tertiary level like professors. I think we dont need to give
_ the knowledge in a very deep way or with reseurch context. ] think it is not so
d':]ﬁculr 10 handle NSS-LS curriculum because we are not require to teach at

that level. (Teacher C, School )

Also, as teachers have their current practices in teaching other subjects, some
teachers have quitc strong mindsets in locating useful teaching strategics lor their
students. In the point of view of some teachers, they think teaching and lcarning
with 1ssuc-enquiry approach or cross-module studies is just another rhetoric such

that lorce tcachers to {ollow in the cra of curriculum reform.

! think the concept of issues enquiry approuch 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. (Teacher A, School B)

With the above restricted understanding on content knowledge and teaching
and learning approach, teachers adopt the use of textbook in order to fit in their
practices. As curriculum content has lef} too much room for interpretation by
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tcacher themsclves, t(cachers use 1extbooks, although this 1s not encouraged or
authorized by Education Bureau, as their solution in defining the scope and depth
of content knowledge. Also, in the presences of textbooks, teachers may easily
apply direct tcaching or other traditional teaching strategies with textbooks as
their references and anchoring materials. Some teachers depend on tcaching
flows provided by textbooks and conclude their teaching activities with the
points highlighted in textbooks. The use of textbooks has dominated teacher
practiccs in NSS-L.S tcaching and learning and become usual practices in the
field of teaching NSS-LS curriculum. With textbooks, tcachers have to usc it
because they have to be accountable to both students and parents. ‘Teachers have
to use textbooks in substantiate proportion, if not guiding and dominating, in

order to reflect their eflective use of student purchasing money.

Actually it is not a matter now, finally we all follow texthooks. Because as
every student has textbook at hand, then I have no reason to teach something
that is different from texthooks... ...the conclusions und outcomes should be

the same as textbooks. (Teacher L, School L)

Qur school has assigned textbooks for students. So I will look at the content
and issues in textbooks. Because students have textbooks at hand......s0 we
will maximize the use of texthooks 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
curriculum, it is difficult for teachers to empower themselves in the space
provided by the curriculum documents. Teachers have their invisible boundary in
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implementing NSS-LS curriculum due to lack of knowledge and confidence in
making sense of)bc curriculum by teachers alonc. Some icachers have given up
their autonq_m/y’ in interpreting NSS-1LS curniculum and also their chance of
cmpowerment and liberty in deciding what to teach in NSS-I.S. In the
perspectives  from  teacher professional development and cmpowerment in
NSS-LS, teachers struggle through the process of teacher learning. The road 1o
professional is even more difficult than traditional subjects because uncertaintics
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-1.S curriculum is an essential

cornerstone for holding Liberal Studies teachers up to certain standards.

Effect on curriculum and insiructional reform in NSS-1.S

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. Teachers also mentioned public examination
in NSS-LS curriculum is the inbom defect in curriculum design. The unilied
examination practices arc naturally contradicted with liberating ideas in NSS-LS
curriculum. Thercfore, teachers faced an embedded dilemma in carrying out
curriculum and instruction reform in NSS-LS curriculum. As NSS-LS is a new
subject in scnior secondary education, teachers 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 casily come up with the ideas that back to their old practices, which arc

cxamination-oricnted, in order to find somc directions in implementation of

NSS-L.S.

Liberal Studies have some in-born defect. First, teachers may not master the
curriculum. Second, some teachers arc not willing to teach, especially when
it is a subject that required public assessment and demanding u
pass......actually it is hard for teachers. Other subjects would not be that

complicated. (Teacher A, School C)

At the end, it 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 practices in their own classroom.
Teachers realized that there is no one-size-fit-all model in teaching NSS-LS
curriculum. Tcachers have built up consensus in diversifying their teaching
approaches in order to fit in their own teaching styles. Teachers often believe that
diversificd teaching strategics are the best option in teaching NSS-LS curriculum.
Teachers may teach in the way they feel comfortable and practice their best. The
diversified teaching approaches have provided opportunitics for teachers to
improve their teaching and gain back their autonomy in classroom from
cxamination practices. Student learning outcomes are always teacher ultimate

concerns in teaching NSS-1.S.
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! think if we use the same model, teachers can hardly fit into it with their
own style. That is impossible. Some teachers are good at conducting
discussion. Then, they should conduct discussion with students. S’()‘me
feachers are not good at using discussion but direct reaching. You carmo!.
Jorce teachers to use the same model, it will not work. (Teacher A, School

B)

I don't worry about classroom teaching. The teuaching approuch is not
important. The most important is student learning outcomes. How can

students get what they should learn? (Teacher C, School C)

Again, the use of textbooks is tcachers’ major concern in implementing
NSS-LS curriculum. No matter how diversificd or individualized teaching and
lcarning approach teachers have adopted, tcachers 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 the constraints set up by teaching materials,

mainly textbook, in this casc.

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, |

think we would better use textbooks. (Teacher 1D, School E)

Lastly, curriculum and instructional rcform is also greatly hindered by the
great mindset of preparing public examination. Teachers think that as students
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have to inevitably attend public examination, tcachers have to tcach according to
cxamination in order to be accountable for students. The ideas of curriculum and
instructional reform are restrained by thc assessment framework. Teachers
belicve that the ideas of Liberal Studies can only be carried out without
constraints of public examination. They think that NSS-1.S curriculum should not
be publicly assessed and should be carried out in a way like other Icarning
experiences or civic education. Teachers would have morc space to «licit ideas in
teaching whatever issues or content knowledge appropriate, which are suitabte
for student needs. Flexibility is the foundation to teach liberating ideas and carry

oul curriculum and instructional relorm cffectively.

{ think this subject should no longr be publicly assessed. I think it should
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 effective learning is achievable. It is no use for teachers to

Jorce them. (Teacher B, School B)

Finally, NSS-LS can be the required subject for all secondary students but
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
learn evefything. The only result is that students will learn nothing.

(Teacher A, School T)

Therefore, in the case of NSS-LS curriculun and instructional reform, the
reform is restrained and at most carried out 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 idecas of curriculum and
instructional reform can hardly be justificd by teachers. The implementation of

NSS-LS curriculum is barely with liberating idcas.
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Chapter 8: Discussions and-conclusions

In the pre\;ious chapters, indivi.dual sensc'—ma!cing, c;Jllcclivc sense-making,
enactments and effects of I‘*ESS-LS cimiculum are discussed.' Teachers make
sense of NSS-LS curriculum with rc_fercncc’ to their individual backgrounds,
teaching cnvironment, and learning from different ix;stimtions to formulat.e their
understandings about the. 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
platforms, general consensus is gradually built by teachers across'diffcrcm
schools. Teache:rs incline to makf; sense and enact NSS-LS ch'iculum with

public examination orientation. The sense-making and enactment processes of

NSS-LS curriculum also bring several effects on curriculum governance, téacher

professional development and curriculum and instructional reform as discussed

-

in 'chaptcr T

In this chapter, the research findings and the implications of this study to

current state of researches in theories and practices are discussed, i.e. critical

‘reflections on education policy implementation studies and NSS-LS curriculum

1
1 Ly
- -

implementation. Final concluding remarks will be made to discuss the possible

Il

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
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enactments of NSS-LS curriculum are discussed [rom teacher’s perspectives. In
individual sense-making of NSS-LS curriculum, teachers are lack of readiness
and capacity to mal_(e sense of the NSS-LS curriculum in a new paradigm with
‘ liber‘ating ideas. 'Fhe majority of teachers still make sense ofsNSS-LS curriculum
with their old paradigm in classroom tcaching and assessment. Teachers believe
that preparing students for public cxamination is their best way to deliver
NSS-LS curriculum. With assessment as teacher’s ultimate concern in NS§S-LS
curriculum, teachers cannot make sense of the curriculum in a liberal way. The
battle to fight for liberating ideas in NSS-LS curriculum is incvilala}y failed to
accomplish. Moreover, as the design of content knowledgé and issues of NSS-LS
curriculum are based on teacher’s school-based interpretation, teachers do not
have courage to create an ideal curriculum that they cannot handle. Teachers tend
to interpret the curriculum in a shallow way and implélQem the curriculum as

N

smooth as they can handle.

In collective sense-making of NSS-LS curriculum, teachers make scnse of
the curriculum in school and ncm:ork platforms. Teachers share their individual
interpretation on NSS-LS curriculum and seel; feedbacks from the platforms.
However, as the ideas and information are too diverse in the school and network
i ’piatforms, a sense of collective puzzlement is formed in the policy learning in the
beginning stages. Teachers are soaked in abundant information and interpretation
of NSS-LS curriculum, so teachers usually absorb.the mbsl relevant ideas on the
curriculﬁ\r'n to their daily teaching environment. When the school-based and

. :
network sharing go on, the practicall ideas and practices are mostly shared among

teachers. Teachers put their emphasis of NSS-LS curriculum on assessment and

" public examination. Thus, teachers abandon the ideals of NSS-LS curriculum
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collectively. Teachers may share the burden on deviating from ideal'I:\ISS—LS
cgnic{ um by self-justifying their, practices in the school and networks.
Therefore, although school and network platforms have smoothed the
implehmentation of NSS-LS curriculum by sharing practical resources among
teachers, the self-justifying process in determining relevant rcsources 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
teaching or issue-enquiry approach. Second, t-ﬁey 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
studies in a dependcnt. or independent way. In teacher’s se_lection, the practical
ideas override the ideals and become their actual practices. The
examination-oriented practices in NSS-LS curriculum are stabilized among
teachers by teacher’s’ c‘a-_cons{guction process. Teachers regain stability and
meaning in implementation of NSS-LS curriculum. "However, the enacted
e

NSS-LS curriculum in thlﬁchse is only a brave new world of liberal studies.
Teachers are satisfied with{gmrrent practices that bring promising student’s results
™~

in public examination.

In this study, teachers make sensg;, of the interpretable NSS-LS curriculum in
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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plalfor}ns. 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.

e

8.2 Implications to 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 (Coburn & 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 teaching environments (context) in
the implementation of NSS-LS curriculum are revealed in this study. The
interac‘;_if)ns'belwecn 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

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.

»

"~ 8.2.1 Application of strategic-relational approach in education setting
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As NSS-LS curriculum is new to majority of teachers, teachers have to make

H

sense of this new curriculum within their own schema and context in order to

*
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relate this new subject to their teaching lifc. Although teachers may perceive the
ideal NSS-LS curriculum should be progressive, teachers still enact the
curriculum in their traditional leaching paradigm. Under stratcgic calculations,
teachers make usc of the teaching approaches that they are good at in respond to

student [earning habits and high-stake public examination.

Teachers enact the NSS-1.S curriculum with their habitual strategies based on
individual and collective scnse-making towards existing féaching environment,
Under rational calculations and careful considerations, teachers choose to follow
cxamination practices in the past because they cannot afford students to lose or
fail in the high-stake test. Teachers desire students to 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 n helping students to climb the ladder of
'success to universities. The measureable and quantifiable public examination
results are more valuable than abstract ideational liberating ideas behind NSS-LS
curriculum. Teachers are not intercsted in puiting liberate student minds as their
priority in teaching. The NSS-LS curriculum and instructional planning are
greatly leaned on targeting public examination results thercafter. Teachers
formulate some examination-orien}ed practices around their classroom teaching

and abandon their ideal NSS-1.S.

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 pressurc from education reform. When fundamental
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 conscrvative teaching
environment cventually. Liberating ideas is powerless in {ront of the cage of
examination. Contextual constraints imposed by current practices greatly affect
the possibilitics in accomplishing the objectives of NSS-LS curriculum,
especially those related to self-directed learning and critical thinking. The
evolvement of education environment is hard if distinctive new curriculum
policy is its only input. Under the contextual constraints, proactive intervention
from policy aclors is important for successful implementation ol‘;:urriculum
reform because policy actors are the remaining natural catalysts to support and

_sustain the change of policy environment.

Besides the effects of sirategic actions on strategically sclective context,
teacher enactments of NSS-LS curriculum also have dircct effects on strategic
" learning of the actors (Hay, 2002). During implementation ol 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, teachers 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 effeét 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
achile\_fed for both teachers and students in implementing the curriculum. Hence,
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the purpose of interactive platforms has diverged, or ecven in a speed-up manner,

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

¢xamination-oricnted practices.

When collective learning takes place in network settings, sharing of ideas has
enhanced teacher confidence in implementation of NSS-LS. The similarities of
teacher sharing in nctworks 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. Teachers can easily fall back to conventional practices based on
their own experiences and learning. In order to secure effective implementation
of policy ideas ‘through networks, the neutrality, roles and functions of networks
in cducation policy implementation have to be re-examined. The effect of
networks to 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 revitalized by extornal agents.

8.2.2 Bridging between Sense-making and Institutionalization

As scnse-making is the feedstock for institutionalization, the outcome of
sensc-making of Liberal Studies teachers on NSS-1.S curriculum will become the
practices, retention and institution of implementation of this curriculum
(Jennings & Greenwood, 2003; Weick, 1995; Weick, Sutcliffe, & Obstfeld, 2003).
In teacher’s perspectives, their deviated practices of NSS-LS curriculum are
cognitively validated by the practicability of classroom practices. Teachers think
that their practices can be carried on continuously and sustain a certain period of
time. Teachers believe the cffectiveness of their way of practices can be proved
by public examination after the first round of implementation. Teachers 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 aggravaled 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 sensc. Stable patterns of sense-making and practices are
gradually formed and sustained in the education reform sciting. The socially
constructed practices in NSS-LS curriculum is verified and legitimized by

practical functions of existing practices.

The collective rationality contributes to institutional isomorphism (DiMaggio
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& Powell, 1983) in implementation of NSS-LS curriculum. Teachers cnact
NSS-LS curriculum collectively and further constitute and cstablish a new
institution in implementation of NSS-1.S. In this study, the initial stage of
institutionalization of NSS-L.S curriculum can be observed that teacher practices
start to converge under the influences of cross-school interactions and
networking. llowcver, as actual implementation of NSS-LS curriculum have only
been taken place for two years and the formats and contents of public
examination are still not certain for many teachers, further institutionalization of
NSS-L.S curriculum is remained to be explored. The bridging between

scnse-making theory and institutionalization can also be further investigated

(Coburn, 2001).

8.2.3 Linking sensc-making with education policy implementation

research

In the exploration of sensc-making process and enactment in NSS-LS
curriculum, this research may provide the following enrichments for the
discussion on current state of policy implementation rescarch (Datnow & Park,
2009). In current research on education policy implementation, the interactions
between policy actors, policics 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
(Coburn, 2001, 2006; Spillane, et al., 2002). Thus, the discovery of intcractions
between actors, policics 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, teachers 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 alse implement
the policy through individual and collective learning. As NB&S-LS 1s a
compulsory subject for all senior secondary students and teachers have to
implement it as required, new lcarning of NSS-LS curriculum can contribute to
successful paradigm change of implementation by teachers. However, when
investigating learning process of teachers in this study, teacher’s deep core belicf
(Sabatier, 1993) on assessment and learning has not changed. In the learning
process, the urge for change of fundamental normative and ontological axioms is
scldom emphasized. Both teaching and learning in teacher professional
development programmes arc focused at instrumental level and practical aspects
of implcmentatioﬁ. Deep change is far from being achieved. Instead, the
curriculum is implemented in conventional way, which distorted the original

liberating ideas of NSS-LS curriculum.

In this study, teachers designated meaning of NSS-L.S curriculum is different
from the ideas stated in curriculum guideline. Teacher 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-L.S curriculum with
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liberating ideas and school-based approach. Hence, the actual implementation of
NSS-L.S curriculum is not aligned with Education Bureau delegated.
Principal-agent problem (Banks, 1995) occurs in the implementation of NSS-LS
curriculum. As the expected outcomes or requirements from Education Bureau
arc vague from teacher’s perspectives, it is hard to establish shared information
or rulcs in order to reduce agency problems. In practice, teachers are the decision
makers and implementers of NSS-L.S school-based curriculum. The critenia of
successlul implementation are decided by teachers on their own. Education
Bureau is lack of strategies and instruments to monitor the implementation of
curriculum. The governance of curriculum is transferred to leachef hands that
lean on practicing for examination purposes. This phenomenon has reflected the
slippage in the policy implementation process éhat implementation oulcomes are
not consistent with the policy goal (Mazmanian & Sabatier, 1980). In this
perspective, when sense-making is linked up with policy implementation, the
¢ffectiveness of new policy implementation depends on the degree of paradigm
shift in teachers’ world view. If street-level policy actors do not make sense of
the policy the same as policy dcsigners, i.c. the local goals are very much
different from statutory goals, the policy is difficult to implement suécessfully
(Matland, 1995). Ambiguity of goals has deepened the ambiguity of means of
implementation NSS-I.S. 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-L.S depend
mainly on contextual factors and are shaped by individual and group inlerésts.at

laocal 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 theoreti;al
implications, this study applies the framework inspired by strategic-relational
approach 1o investigate the enactment of strategic actors in their strategically
selective context. Throughout teacher’s individual and collective sensemaking
process, teachers make sense of NSS-LS curriculum neither solely by their
agency nor determined by structure. The sensemaking process is conducted
within an institutionalized environment. The ideas and beliefs of teachers do not
wholly define the implémcntalion of NSS-LS curriculum. Teachers change their
courscs of action according to the institutional environment. During
implementation of NSS-LS curriculum, teachers adjust and adapt their
sensemaking and cnact 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 bchinds their implementation of
NSS-LS curriculum. Teacher’s subjective worldview of NSS-1.S curriculum and
intersubjective enactment of NSS-LS curriculum are discussed. The study
attempts to apply the qualitative research method to reveal both the subjective
meaning of NSS-LS curriculum and construct the intersubjective world in the

implementatiosf of NSS-LS curriculum.
8.3 Implications to implement NSS-LS curriculum
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In this study, teachers raisc lots of their immediate concerns and possible
solutions for implementation of NSS-LS curriculum. Some idcas to improve
implementation of NSS-1.S 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 tmplementation of NSS-LS curriculum

can also be perceived as advancement of tcacher lcarmming 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 tcacher
profcssional 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
matter knowledge of NSS-L.S curriculum should aiso be taken into
considerations when revealing individual and collective cnactments of the
curriculum (Grossman, ct al., 2009; Lampert, 2010). The challenges of teacher
learning in the interprctal?le NSS-LS curriculum are even greater becausc the
breadth and depth of learning is uncertain for teache.:rs. 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-1.S curriculum with school-based and _dccentralized student-oriented
approach. Teachers do not have concrete ideas on how 1o react and make sense of
the curriculum with their prior knowledge. Moreover, the invisible confinement
imposed by cxamination system has [urther demotivated teachers to explore new
practices in implementing NSS-1.S. Teacher learning is hindered by
well-established and effective cxamination practices in other subjects. As
students have to undergo high-stake public examination for NSS-LS, it is hard
for teachers (o be liberated from existing paradigm and pursuing a different
approach in tcaching and learning. Hence, suggested measures to improve the
implementation of NSS-L.S will mainly aim at alleviating the above difliculties

and tackling the mentioned challenges.

As ideal liberal studies teachers postulated by Education Burcau are ready
to teach the contextualized, multi-disciplinary, and personally and socially
constructed knowledge with an open-minded mentality, the requirements of
teachers in learning new content knowledge and liberating jfrom their old
teaching paradigm is high. Teachers nced to learn some NSS-LS related
knowledge from social sciences disciplines and accept a new sct of idcas in
teaching and learning in short period of time. However, in teacher learning
experiences, the above objectives can be hardly achicved becausc of the
ineffective lfearziing process discussed in the previous chapters. First, tcachers do
not have cnough time and other resources to facilitate their learning. From
Iﬁnalized NSS-LS cufriculum to actual implementation, teachers only have
two-year period for their'.ho'lis_tic training in every aspect of teaching NSS-LS.
M(;re time is needed for teachers to deepen understanding on the ideas of
NSS-LS cyrriculum. Teachers are awarc that theyl are Iaci( of preparation time
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and skills to perform the high level of expectation stated in the curriculum
document. An impossibie mission has already been imposed to teachers at the
very beginning stage of NSS-LS implementation. The realization of failing
promise is only a matter of time. To alleviate the problem causcd by time
" constraints, effective professional development opportunities should be provided
to teachers with ample time. Teachers should have sufficient time to digest and

make sense of the curriculum with thorough understandings.

For effective implementation of new curriculum ideas, teachers have 10 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 teacher 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
teaching this new curriculum. To facilitate teacher subject culture and identity

=
formation, some unified, concrete and substantial subject based knowledge

b
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 take those samples as

reference to design their own knowledge integration that suit student lecarning

most,

As teachers are confused by various information when interpreting NSS-LS
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curriéulum, agn organized learning with proper revisits should be provided to
teachers. In the school-based curriculum decision making process, teachers are
information and innovation overloaded such-that it is difficult for them” to
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 tcachers in order to ease the uncertainties of
teachers. The professional support programmes can also facilitate individual
learning of teachers by revisiting the progress of teacher learning from time to
time. Teachers and facilitators can have mutual benefilts from collaborative
learning. Teachers may learn 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 cantextualized school-based learning also helps teachers to reflect on
their practices from their own teaching experiences. By reflecting on cveryday
actions, leachers re-examine their practices and engage in continuous lcaming
and build up their p'rolfcssionalism in teaching (Osterman & Kottkamp, 1993).
Reflective practice is essential in implementation of NSS-LS becausc 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 1s changed.-The_content knowledge is not as static as in the past.
Teachers have to leamn the new content knowledge reflectively and become the

change agent of the curriculum.
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Although the changing paradigm in the nature and process of teacher
learning is cssential, reform of the institutional environment related to public
examination is also important for successful NSS-L.S curriculum implementation.
From this study, when teachers make sense of and enact NSS-LS curriculum,
public e?camination remains as their major concern {rom time to time. As
NSS-LS public cxamination is high-stake that would affect student’s
opportunities in admitting to universities, teachers are very much confined to the
practices of this system. Many desirable liberating ideas cannot be actualized
under the cxamination system In order to liberate individual teachers and
students from this macro constraint environment, public examination system in
NSS-ILS needs to be revisited. The current compulsory and high stake
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 Opportunitics 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-oricnted 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 to cope with
the ncw cumriculum. In order to improve tcacher professional development at
collective level, teachers need to break through the current contrived
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environment and regain their autonomy and professionalism in implementation

of NSS-LS, such that make the liberating and critical ideas in N§S-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, & Qualter, 2009}. Negative cffect in
collective abandonment of the ideals in NSS-LS curriculum occurs during the
reform. As teacher’s resources arc 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 to contribute.
Hence, networks accumulated many resources that are lack ol quality assurance
or monitoring system behind. The accumulated eflfects are substantial for further
implementation of NSS-LS. Therefore, appropriate interventions should be
introduced to the networks in order to facilitate teacher profcssional 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 necds to be reinforced because the
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, teachers have their
needs to learn and take examination practices as their priority, no matter it is ap
ideal practices or not. In such a casc, any teaching ideas or strategies that cannot
have direct feedbacks on examination results may be considered as additional to
their teaching. Once the practical idcas distribute among teachers, teachers
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perceive that as effective practices and casy way out for teaching NSS-1.S. 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 & [1adfield, 2010).

When teacher sharing at school and nctwork level has accumulated
subsiantial experiences in interpreting NSS-LS curriculum and preparing
teaching materials, the role of facilitators can be weakened and let teachers to
regain their autonomy in the decision making process. As the facilitators may
already‘ create some positive experiences and common practices for teachers at
the beginning stage, teachers may follow good practices and revise it with
respect to their specific needs whenever necded. After teachers gain confidence
in handling NSS-LS curriculum by themselves, icachers may take an active role
to design their own school-based curriculum and teaching materials. Autonomy
in decision making process is important for teachers to 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.

Furthermore, online social networking and teacher professional
development platforms can be other important aspects to facilitate teacher
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learning (Lieberman & Mace, 2010). In the implementation of NSS-LS, online
resources are important to teachers in developing their school-based curriculum
and teaching materials. Numerous resources are put in the internct wildly without
systematic organization by some authoritative or well-recognized participants.
.Although Education Burcau 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. Intcractive
component is also absent in this platform, so teachers do not “actively and
sustainably involve in the platform. 1o better utilize this online platiorm 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 {cedbacks to the uploaded teaching matenals
should also be provided to teachers in order to facilitate teacher learning in
designing school-based materials. If the online platform 1s well-developed, the

review and polish process can be handed over to teachers to facilitale the

formation of online social networking in the future.

8.4 Limitations

Limitations of this study are mainly related to rescarch context and rescarch
methods. For the research context, as NSS-LS curriculum has only been
implemented for one year during data collection, teachers have not run all six
modules in the curriculum once. Teachers only make sense of two to three
modules by the time of interviews conducted. Teachers’ perception to diflerent
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 rescarch methods, in selection of informants, only six case schools
are selected in this study which covered threc diffcrent kinds of networks. In
tcacher initiated network and Education Bureau initiated network, only one case
school has participated in cach network. More network participants should be
interviewed in order to triangulate the process and outcome ol 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
sensc and learn 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
meclings, this reseﬁrch 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 Rescarch 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 rclationship and interaction between
sense-making and institutionalization processes during NSS-LS implementation
remain to 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
sense-making and institutionalization can be revealed in the future studies, The
contribution of individual cognition and collective cognition to

~ institutionalization process can be unflolded.

In the research prospects for policy implementation studies, this study
applies the concepts from policy network to investigatc the implementation of
NSS-LS curriculum. Some issues related to network governance in education
policy implementation are considered. However, further investigation on the
development ol network governance in education policy studies is essential in
the futurc becausc governing by network is an emerging theme in policy
implementation at 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 influcnce of network to policy

234



implementation in the global education reform context is an ongoing concern in

future studies.

As NSS-LS is onc of the most interpretable curriculums in the curriculum
reform in Hong Kong, the development and improvement of teacher learning in
these interpretable policy or curriculum can be further investigated. The agency
of teachers in interpreting and influencing policy implementation can be explored.
The connection between teacher’s initiatives in implementing the policy, teacher
empowerment and teacher professionalism remains to be explored. Teachers may
gain their professionalism and professional identity through implementing some
interpretable policies. Also, the structural design and process of tcacher learning
have substantial cffect on policy implementation. The improvement of current
practices of individual and collective tcaching 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 different channels,
especially the new collaborative platform such as professional development
network or learning communities. It will facilitatc both policy implementation

and teacher understandings about the new initiatives.

8.6 Conclusions on implementation of Liberal Studies in New Senior

Secondaﬁy Education

-
Ir/

\_
In conclusion, this study explores on the individual sense-making, collective
sense-making, enactments and its effect 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 to usc the old practices to implement NSS-LS
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curriculum effectively just hike tcaching other traditional subjects in the good old
days. However, by using their old paradigm in tcaching, teachers cannot deliver
the liberating ideas in the new curriculum with their old teaching approaches.
Many teachers make sensc of the curriculum and devalue the liberating ideas to

examination-oricnted practices,

On collective scnse-making process, teachers accumulate 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

e Studies teachers to implement the curriculum on their own. However, the
uncxamincd practical ideas shared in schools and networks may facilitate
tecachers to abandon the curriculum idcals collectively. As the majority ol
teachers belicve delivering somc 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 the idcals.

In order to improve current situation, the form and content of teacher
learning in NSS-1.S curriculum should be revisited. Duning the inmitial stage of
policy implementation, leachers are given lots of autonomy in designing the
school-based curriculum. However, as teacher capacity and readiness in
conducting this curriculum is not well-cstablished, teachers face much difliculty
in finding their way out by themsclves. Thus, teacher professional support
networks can be a platform to prepare teachers in implementing this curriculum.
In the collaborative platforms in schools and networks, teachers should develop
and regain their professional dialogue and discourse in implementation of
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NSS-1.8 curriculum, Teacher lcarning should become (ransformative through
deliberation process between teachers. The deliberative process can reframe the
technocratic policy implementation process into a socio-cultural one. Social
consensus can be buill up in the deliberative process. When teachers regain their
initiatives and subjectivity in implementation of NSS-LS, the ideals of NSS-LS
curriculum with critical and reflective mind would become possible. The process
may lacilitate the building of ideal NSS-LS curriculum and professional Liberal
Studies tcachers. When Liberal Studies teachers can voice out and be included in
the policy implementation process, teachers 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

@Aﬁ%%#@%ﬂﬁﬁﬁﬁ%ﬂ%i

D RRAMSETERMFTHERSORLBEARA? HEA M ERR
7

2) MRABBEBIRSE T EMATHRE? GRS R L EEBHER
MEAA? HER? RSB HTEREDS? (BRNBRF -HHAH K&
B - A2 ]

3) I AMIERAARAGE AP EAMNAY? HARBESLE LaEHLY
B H ERRR?

4) UARREHBEHREAHE  RTHTREAHOKPEESLTE? HAER?

8) MMER AL LR VR THEAAR? R oMo/ PRt d
BE GRS A ERT

M R

D RRALATTREMIGH? AER? ReEBERAVAEBRLEAS
39

2) AHEFERBRTHERRTFR B

3) ERALERTHERARLGO RS A K7

4) B RBAMEL LY BA LTS £ BT

5) iR CRE A MR AL E? T K AR L BH AR

6) Hrdo 7B A RA WAL T Ay b?

) RZHEROBRMFTHAERBE? RACLNGREFTER LR
7

8) A HUHERBER T RK XIKB?



CHEEY S iaRak B PR A

1) HhibpasmBimadBsn? v AstEn?

2) MinAMBEMELE T AERERT IR R M AR B

3) LEWMBOTRY A H— L AE O RELXHE T RB? AT E
Fracae R KRas?

ﬁﬂ%ﬂﬂé&ﬁuéﬂéﬁiﬁ :

1) AR 8 9 R R Ao 4T 5 BRI A AL WY AT ER KA
FE? MR BIASVRALA R CB PAARAMG?

2) MAERBEGERTRAREEE? TRAERL?

8 AR & P B ACR AR ) 4R

1) RBAHGEAH P LI RBER T OMBTRERS? o+
HERER?

2) MAMEHSBH  GHEALBHERS? RAARHA LS 5 &
WAER? B ER?

3) AR AR B UE B R WD o 47 8 H Ao AR

1) 1838 HIMAE D ERH R SR TR IR OB ER R HRA?
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