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ABSTRACT

In 2012 a new curriculum for Grade 10-12, Curriculum and Assessment Policy
Statement (CAPS), was implemented in South African government schools. This
new curriculum applies to all subjects, including Music. Before implementation,
concern was raised by numerous music educators regarding the development and
content of the curriculum. In reaction to the draft document, several suggestions
were submitted to the Department of Basic Education by schools. Despite this, no

significant changes were made to the curriculum.

In comparison to the National Curriculum Statement (NCS), CAPS’s predecessor,
CAPS restricts the stylistic choice to dominantly Western Art Music, Jazz or

Indigenous African Music stylistic approach, especially concerning music history.

The aim of this study was to critically review Music CAPS in terms of Music curricula
of other countries from First, Second and Third World spheres. In addition, data was
gathered through questionnaires from five samples (educators, learners, parents,
lecturers and one curriculum assessor). The comparison between the different
countries' Music curricula revealed that, except for South Africa and Trinidad and
Tobago, a correlation exists between the various countries' demographic distribution
and the stylistic preference in their Music curricula. Furthermore, South Africa's
Music CAPS’s content and contextual framework is, especially regarding Western
Art Music, comparable to the Music curricula of First World countries. On the other
hand, lack of demarcation in its Indigenous African Music and almost non-existent
composition constituent are inconsistent with First World countries. Concerning the
questionnaires, several significant findings were made. These include participants'
rating of Music CAPS concerning its link with tertiary music education and the music
industry, the exclusion of music technology from the curriculum and the omission of

Popular Music.

Following the results of the study, suggestions are made towards an improved South

African subject Music curriculum. Among others, proposals include raising the

iv



performance standards; reintroducing music technology; expanding the composition
component; adding Contemporary Music; and addressing teacher competence
through sustained training. Until now, changes to the South African subject Music
curriculum were not research-based. Since this thesis is based on formal research, it
will be submitted to the national assessment team who are currently reviewing Music
CAPS.

KEYWORDS

African music; CAPS; comparative curriculum; curriculum development; jazz; music
curriculum; music education; music technology; outcomes-based; secondary school,

Western Art music.



OPSOMMING

In 2012 is 'n nuwe kurrikulum vir Graad 10-12, die Kurrikulum- en
assesseringsbeleidsverklaring (KABV), in Suid-Afrikaanse staatskole
geimplimenteer. Hierdie kurrikulum is op alle vakke, insluitende Musiek, van
toepassing. Voordat die kurrikulum geimplimenteer is, het verskeie
musiekonderwysers hulle mening oor die ontwikkeling- en inhoud daarvan gelig. Na
aanleiding van die konsepverslag het skole verskeie voorstelle aan die Departement
van Basiese Onderwys gemaak. Ten spyte hiervan is geen noemenswaardige

verandering aan die kurrikulum aangebring nie.

In vergelyking met die Nasionale Kurrikulumverklaring (NKV), KABV se voorganger,
is die KABV stilisties beperk, veral ten opsigte van musiekgeskiedenis wat
hoofsaaklik tot 'n keuse van Westerse kunsmusiek, Jazz of Inheemse Afrika-musiek

beperk is.

Die doel van hierdie studie was om op grond van ander lande se leerplanne
komende uit die Eerste, Tweede en Derde wérelddele, die KABV vir Musiek krities te
hersien. Data is verder deur vraelyste wat uit vyf monsters (opvoeders, leerders,
ouers, dosente en een kurrikulum-assesseerder) bestaan, versamel. Die vergelyking
tussen die verskillende lande se musiekleerplanne het getoon dat, behalwe vir Suid-
Afrika en Trinidad en Tobago, daar 'n korrelasie tussen die verskillende lande se
demografiese verspreiding en die stilistiese voorkeur in hul musiekleerplanne
bestaan. Die inhoud en kontekstuele raamwerk van Suid-Afrika se KABV vir Musiek
is, veral betreffende Westerse kunsmusiek, vergelykbaar met Eerste wéreldlande se
musiekleerplanne. Dit is egter teenstrydig met Eerste wéreldlande in terme van
afbakening in die Inheemse Afrika-musiektema, asook bykans geen
komposisieseksie nie. Rakende die vraelyste, is verskeie belangrike bevindings
gemaak. Dit sluit ondermeer die deelnemers se gradering van KABV vir Musiek in
sake sy verbintenis met tersiére musiekonderrig en die musiekindustrie; die
weglating van musiektegnologie uit die kurrikulum; en die uitsluiting van populére

musiek, in.
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Na aanleiding van die studie se bevindings word voorstelle vir 'n verbeterde Suid-
Afrikaanse musiekleerplan gemaak. Dit sluit onder andere verhoogde
prestasiestandaarde; musiektegnologie-integrasie; 'n uitgebreide komposisieseksie;
byrekening van kontemporére musiek; en verbeterde onderwyservaardigheid met
behulp van volgehoue opleiding, in. Tot op hede, was veranderinge aan die Suid-
Afrikaanse musiekleerplan nie navorsingsgebaseerd nie. Hierdie tesis is op formele
navorsing gebaseer en sal aan die nasionale assesseringspan, wat tans die KABV

vir Musiek hersien, voorgehou word.

SLEUTELWOORDE

Afrikamusiek; hoérskool; jazz; KABV; kurrikulum ontwikkeling; musiekkurrikulum;
musiekopvoedkunde; = musiektegnologie;  uitkomsgebaseerde;  vergelykende

kurrikulum; Westerse kunsmusiek.
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CHAPTER 1

INTRODUCTION

1.1 Background

This study is rooted in my experience as a music educator for the past 17 years. The
past five years’ full-time employment at a Government school in Pretoria, South
Africa (SA), is of particular relevance to the study. It led to a thorough understanding
of the following policy documents which form the core of what has been taught in
subject Music' since 2004:

e The National Curriculum Statement Grades 10-12 (General) for Music?

e The National Curriculum Statement Grades 10-12 (General), Learning

programme guidelines for Music

e The Curriculum and Assessment Policy Statement Grades 10-12 for Music®.

CAPS was implemented in Grade 10 at the beginning of 2012, followed by Grade 11
in 2013 and reaching its final implementation year in 2014 with Grade 12. Mrs Angie
Motshekga, Minister of Basic Education, states in the foreword to Music CAPS
document that “the National Curriculum Statement for Grades R-12 builds on the
previous curriculum but also updates it and aims to provide clearer specification of
what is to be taught and learnt” (Department of Education, 2011)*. However, in the
case of subject Music, the curriculum has been significantly changed rather than built
upon the NCS. Concern has been raised by numerous music educators about the

development and content of the new curriculum. For example, the NCS for Music

' The capitalisation of “Music” refers to the formal school subject.

2 This is also referred to as the Subject Statement of the subject Music. Hereafter this will be referred
to as NCS for Music.

® Hereafter referred to as the Music CAPS. This policy is the curriculum component of the National
Curriculum Statement for Grades R-12 consisting of the Curriculum and Assessment Policy
Statement (CAPS) for the various approved school subjects, the national policy pertaining to the
programme and promotion requirements of the National Curriculum Statement Grades R-12 and the
National Protocol for Assessment Grades R-12.

* No page number is displayed.



exposed learners to a variety of different music styles in Outcome 4 (Critical
reflection). With exception of a brief introduction in Grade 10 to some music styles,
as well as compulsory (but limited) exposure to the other streams in Topic 3
(General music knowledge and analysis) in Grade 11, CAPS restricts the content to
one specific style. A choice is given between Western Art Music (WAM), Jazz, and
Indigenous African Music (IAM). In contrast to this narrowing down of musical
orientation, The Center for Educator Development in Fine Arts in the United States of
America (USA) states that “Through reflection on many musical periods and styles,
students develop an understanding of music’s varied roles in culture and history, a
relevant study of diversity for citizens of contemporary America” (n.d.:15). Countries
such as England (OCR, 2008:4) and Trinidad and Tobago (CXC, 2009:1) also
emphasise the inclusion of different music styles in their school Music curricula. It is
therefore evident that Music CAPS is stylistically not aligned with some other

international approaches.

It can be argued that Music CAPS should not be compared to Music curricula of First
World countries such as Australia and England, but rather to those of Second or
Third World countries. According to recent perspectives, SA exhibits qualities of all
three “Worlds” (Investopia, 2012; Molawa, 2009). Investopia explains that countries
are rated primarily according to their gross domestic product (GDP), gross national
income (GNI) and human development index (HDI). This study falls under Education,
generically speaking, and therefore HDI rankings are most relevant and will inform
the “World” ranking of countries mentioned from this point onwards. According to the
HDI, South Africa is placed 123™ from the top of 187 countries and classified as a

medium human development country, in other words, a Second World country.

1.2 Rationale

At the beginning of 2012, | attended the Department of Education’s official “road
show” for Music. Questions regarding the development of CAPS were vaguely
answered. No clarity was gained on the identity of the panel involved in the
development of Music CAPS, or on that of consultants involved in the process. None

of the music educators who attended the meeting, some being from the top



achieving schools in SA, were involved during the designing of Music CAPS. In
contrast to Music CAPS development, countries like Finland place strong emphasis
on educator input when designing a new curriculum (National Board of Education,
1994:9).

When the draft version of the CAPS policy was published, Pretoria Boys High School
(PBHS) and Pretoria High School for Girls (PHSG) were among the schools that
commented on the content of the proposed curriculum and made suggestions for
potential changes. In a positive effort to help, and for the sake of learners and
subject Music, Dr Niel van der Watt (head of PBHS’s Music Department) and Dr
Ronel Bosman (head of Pro Arte Alphen Park High School's Music Department)
designed an alternative Music curriculum, free of charge. Although minor changes
were made to the official final curriculum, it was clear that none of their
recommendations were addressed. In addition, schools that commented on the
curriculum were not provided with any feedback or reasons why their input was

ignored.

After implementation of the NCS for Music, the number of Grades 10-12 learners
enrolled for subject Music escalated significantly. It can be argued that the lowered
standard and inclusion of a variety of styles were contributing factors (see for
example Jacobs, 2010:210). | presume that CAPS will have a negative impact on the
number of subject Music learners in Grades 10-12 because of its limitation re

musical orientation.

Through undertaking this research, | was able to make recommendations based on a
comparison between SA's Music CAPS and the Music curricula of six other countries
including Australia and England which are ranked among the top countries in
education according to the UNDP® (2011:158) and OECD® (2010:155).

® United Nations Development Programme, Human Development Report 2011.
6 Organisation for Economic Co-operation and Development, PISA 2009 Results: What Students
Know and Can Do.



1.3 Statement of the problem

The scope of Music CAPS in terms of musical style is significantly smaller than its
predecessor, the NCS for Music. This might have a negative impact on the subject
regarding learner numbers and even threaten the continuation of subject Music in
SA.

1.4 Research questions

The main research question central to the investigation of this study was:

How does CAPS compare to curricula of other countries in terms of its

contextual framework and subject content?

The intention of the following sub-questions was to support the main question of

enquiry and to provide a more comprehensive understanding of the topic:

. Who were the subject Music curriculum designers in terms of their
background and involvement in music education?

o How does the practical and theoretical standard of South Africa’s Music CAPS
compare to the standards of other countries’ subject Music curricula?

o What recommendations can be made in order to improve the South African

subject Music curriculum?

15 Aim of the study

The aim of the current study was to critically review Music CAPS in relation to the
Music curricula of other countries which include First, Second and Third World
countries. This informed the recommendations made in Chapter 6 towards an
improved South African subject Music curriculum for Grades 10-12 that is linked to

entry levels standards for tertiary institutions.




1.6 Methodology

In order to address the research problem, a cross-national mixed-method
comparative research study was implemented. According to Maree (2007:72),
educational research questions are “best studied through the use of historical (or
comparative) research designs”. Questionnaires provided qualitative and quantitative

data, while a comparison between subject Music curricula presented qualitative data.

As far as written questionnaires were concerned, the population comprised
individuals involved at various levels in music education in South Africa. The group
comprised music educators currently teaching subject Music; Grades 10-12 subject
Music learners; parents of Grade 10-12 subject Music learners and lecturers
presently or recently involved in tertiary music education. Questionnaires were also
designed for Music curriculum developers and Music curriculum assessors. Although
the curriculum developers of Music CAPS’s names are confidential according to the
Department of Basic Education (DBE)’, | was familiar with one of the developers'
identities who personally confirmed involvement in designing Music CAPS. After the

data was collected, it was analysed and conclusions could be drawn.

Cox (2007:32) and Southcott and Crawford (2011:125) emphasise the importance of
comparing curricula when reviewing a curriculum. The content of CAPS was
compared to subject Music curricula of other countries in order to provide a thorough
comparative analysis of the curricula’s underlying philosophies, aims, contextual
framework and content. Given that SA is considered a Second World country, Music
CAPS was compared to two other Second World countries' subject Music curricula,
as well as those of three First World countries and one Third World country. The
selection of subject Music curricula from countries other than SA included countries

with a past link to British colonialism since SA itself is a former British colony. The

" Used interchangeably with Department of Education (DoE), especially since some scholars who are
referenced in this study use the acronym DoE in their writing. However, from a historical perspective it
should be mentioned that that SA's Education Department was previously known as the DoE which
included Higher Education. It later became the DBE, which no longer included Higher Education.



final selection of countries that was investigated, included Australia, England®, India,
Kenya, SA, the Independent State of Samoa, and Trinidad and Tobago (T&T).

1.7 Value of the research

Through comparing CAPS with other curricula and drawing conclusions, | aimed to
make a valuable contribution towards a South African subject Music curriculum
which is internationally more competitive, considering the fact that SA’s basic
education is rated 127" from the top of 142 countries by the World Economic
Forum’s Global Competitiveness Index 2011-2012 rankings (World Economic
Forum, 2011); or 123™ from the top of 187 countries according to the HDI. Based on
the results of the study, | make suggestions towards an improved South African
Music curriculum which is rooted in formal research. Although the DBE declined
previous recommendations for an alternative South African Music curriculum, these
recommendations were, as far as could be ascertained, not based on academic
research. | trust that the DBE will be more inclined to consider recommendations
which are founded on formal research. It is also envisaged that the findings of the

study will be published in order to disseminate these among a wider public.

Besides my academic contribution, | anticipate that learners enrolled for Music in
Grades 10-12 will benefit from the proposed study, since my recommendations will
include exposure to a wider variety of music styles, and to music training that is more

in line with internationally accepted guidelines.

1.8 Delimitations of the study

The focus of this study was to review the South African Music CAPS for Grades 10-

® As explained by the Oxford advanced learner’s dictionary, England, Scotland, Wales and Northern
Ireland are referred to as the United Kingdom (UK) or the United Kingdom of Great Britain and
Northern Ireland. Britain (Great Britain) refers to the island containing England, Scotland and Wales.
Within the context of this study, England and the UK refer to the same place. This is due to the fact
that Music CAPS is compared to England's Music curriculum but England is not listed on the HDI as a
separate country; instead, reference is made to the UK.



12 and to make recommendations for an improved curriculum. This did not include
designing a new subject Music curriculum. Further investigation is necessary to
ensure that Music CAPS for Grades 10-12 is properly aligned with higher education
institution standards, particularly those of universities. Any implications for the
Creative Arts CAPS (Grade 7-9) as a result of the current study fell outside the

boundaries of the study.

Questionnaires were distributed among five schools and seven universities in South
Africa where | have established personal contacts (refer to Chapter 3). Since data
collection was not informed mainly by the collection of questionnaires but rather the
Music curricula of several countries, it was not deemed necessary to involve more
schools or universities. Lastly, only people currently involved in or linked to music
education in South Africa were consulted during the data collection process. Further
investigation is required to determine the view of other individuals from, for example,

the South African music industry.

Although a brief historic overview of South African subject Music is provided in
Chapter 2, the aim of the study was not to compare Music CAPS with South African
subject Music curricula preceding the NCS. Despite the fact that a comparison
between Music CAPS and NCS for Music was attached to all questionnaires, it was
limited to subject content with the intention of serving as point of reference. Both the
contextual framework and content of subject Music in SA was compared to that of
other countries. The implementation process of subject Music curricula in the various

countries was not investigated.

1.9 Chapter outline

This thesis comprises six chapters. Chapter 1 introduces the topic under
investigation. It provides background on Music CAPS as well as the rationale for
critically reviewing the curriculum. In order to narrow the scope of the study, research
questions were formulated; an aim was set and delimitations were stated. Chapter 2
provides a discussion of relevant literature, including historically significant

developments in general education and in music education. Previous research is



also consulted. Chapter 3 explains the methodological approach to the study, while
Chapter 4 provides detail on the data that was collected which included different
countries' subject Music curricula; these countries' demographics; questionnaires;
and consultation. The data that was collected in Chapter 4 is analysed in Chapter 5.
The study concludes with Chapter 6 which answers the research questions and
discusses significant findings. Lastly, based on the findings of the study,
recommendations are made towards an improved South African subject Music

curriculum, as well as for further research.



CHAPTER 2

LITERATURE REVIEW

2.1 Introduction

With the purpose of providing a theoretical foundation for the present study, this
chapter reviews relevant literature. Historically significant developments in general
education and in music education are investigated. Since curricula are informed by a
philosophical basis, education philosophy and music education philosophy, which
stems from general world philosophy, is discussed. Furthermore, the comparison
between different countries’ Music curricula in Chapter 4 requires an understanding
of the different “Worlds” these countries belong to; their school systems; strengths
and weaknesses associated with the various countries’ education systems; as well
as investigating literature concerning their Music curricula. Research in the field of
multiculturalism and traditional African education is also consulted. This is
particularly important considering the present South African demographic setting.
Lastly, literature about the conceptual framework of a curriculum is also examined so
as to gain a clear understanding of the critical elements that are vital in realising
curriculum goals. Keeping in mind that the aim of the study is to critically review
Music CAPS, and to make recommendations towards an improved South African
Music curriculum, the literature and research which are discussed below are

essential in supporting claims and recommendations in Chapter 6.

2.2 Historical background

Centuries before the battle of justifying music’s place as a subject in schools, music
was faced with another initial battle: gaining recognition as an art form. In his book
Thinking about music: an introduction to the philosophy of music, Rowell devotes a
chapter to the history of arts classification and how music evolved as art form. He
writes (1984:20):



Music has not always been considered an art, nor have Western Thinkers shown any
tendency to agree on standard groupings of the arts until fairly recently. The Greek
word for art was techne, and its meaning was closer to "craft, skill, technique."
Aristotle, in a famous definition, stressed the cognitive aspect of art: "the ability to
execute something with apt comprehension." Art was as much a work of mind as a
work of hand, a typically Greek antithesis that encouraged the distinction between the

theoretical and the practical domains of any art.

As a consequence of this line of thinking, both poetry and music were excluded from
the circle of the arts, because each was thought to be the product of inspiration and

manic rapture.

By medieval times music gained its place as art form and was regarded as one of
the seven art forms essential to education (Rowell, 1984:21). The other six art forms

were grammar, rhetoric, logic, arithmetic, geometry, and astronomy.

Although music’s position in the arts has been established for centuries, its place as
subject in formal schooling is often under threat (Duke, 2000). A vast amount of
literature has been published on the effect and benefits of music education on
intellectual, personal and social developmental levels (Hallam, 2010; Algan, Ozkut &
Kaya; 2012; McCarthy, 2013). Unlike Mathematics and Science which, like Music,
are known for their developmental values, Music often needs to justify and defend its

existence as school subject.

Swanwick (2003:1) discusses the importance of music education in his book A basis

for music education. In the foreword he states:

In a world dominated, sometimes obsessed, by utilitarian needs, and the need to
qualify for them by passing examinations, teachers of the arts are often forced into a
defensive position; they have to fight for a place in the time-table, and too often must
be content with the left-overs. ‘How on earth,” a teacher of the visual arts, or dance, or
music, may say to himself, ‘am | going to convince “them” of the importance of what

we are doing?’ (A teacher of science does not have to face this problem.)
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In the same book, Swanwick (2003:1) addresses the problem of music educators
being ignorant of the impact of their work by emphasising the significance of music

education, as well as its importance to the individual and humankind.

Linked to Swanwick’s point of view is the role music teachers and curriculum
designers play in conveying the importance of music to the community and broader
public. According to Prasad and Kaushik (1997:2) it is the role of a curriculum
developer to “perpetuate the existence of his discipline” by securing future
stakeholders and ensuring that the public is familiar with the specific field in order to
gain their support. This can be achieved through teaching learners in such a way

that they are able to convey the significance of the particular area of study.

Music philosophers such as Reimer and Schiller emphasise the aesthetic value of
music education (Reimer, 2009). Yet, despite the contribution of Reimer and other
researchers towards the justification of the aesthetic value of music education,
society in general seemingly remains unconvinced. If this were not true, it would be
unnecessary for Music, even in this current day and age, to defend and justify its

place as subject in senior secondary school (Slattery, 2006).

While establishing the countries to which SA’s Music CAPS could be compared, the
researcher found that music is most often integrated in primary and junior secondary
school curricula but frequently omitted from the senior secondary curriculum. This is
based on information and curricula available from the various countries’ Ministries of
Education. Although not vitally important to the current study, it is important to
determine the abrupt change from music being part of the primary and junior
secondary school curricula to being excluded from senior secondary school
curricula. This phenomenon and the fact that it was challenging to find countries that
present subject Music at senior secondary level, raised the question, “Why?” Is it due
to the fact that music education or “some music educators’ pedagogical
assumptions, beliefs, and concepts are unjustified and ‘reason-less” (Elliott
2012:64)?

Whereas authors and scholars like Reimer (2009) and Kraus (2010) conclude that

music education is beneficial both at aesthetic and utilitarian developmental levels,
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scholars like Vaughn (2000) and Costa-Giomi (2004) are convinced otherwise.
However, since these arguments are not directly linked to the current research

inquiry, further in-depth discussion would be redundant here.

2.3 Philosophy

The Oxford advanced learner's dictionary (2005:1089) defines philosophy as "(1) the
study of the nature and meaning of the universe and of human life; (2) a particular
set or system of beliefs resulting from the search for knowledge about life and the
universe; (3) a set of beliefs or an attitude to life that guides somebody's behaviour".
Friesen (2012:38) formulated a more structured definition which is particularly
relevant to the present study. He states that "Philosophy examines and analyzes the
presuppositions of any system of thought that implies a line of action to be taken,
then organizes, systematizes, and critically analyzes them for practical application."
This definition underlines the importance of a philosophical foundation to any
pedagogical process. Dewey (1961:165-166) states the following in this regard:

The difference between educational practices that are influenced by a well thought-out
philosophy, and practices that are not so influenced, is the difference between
education conducted with some clear idea of the ends in the way of ruling attitudes or
desire and purpose that are to be created, and an education that is conducted blindly,
under the control of customs and traditions that have never been examined, or in

response to immediate social pressures.

The term "philosophy" is used in many different contexts and although music
education philosophy is particularly relevant to the present study, it is rooted in
education philosophy which, in turn, stems from general philosophy. These three
levels of philosophy are intertwined to the extent that it is difficult to discuss the one
without mentioning the other. Consequently, all three levels are discussed to provide

a comprehensive understanding.
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2.3.1 General world philosophy and its application to education

General world philosophy is characterised by four main strands: idealism, realism,

existentialism and pragmatism. Each of these philosophies is discussed below.

i. Idealism

Idealism stems from the thinking of two great Greek philosophers, Plato and
Socrates, who saw ideas as the determining factor of what reality is. On his
Philosophy and education continuum chart, Cohen (1999:1) explains that according
to idealism "ideas are the only true reality, the only thing worth knowing". Linked to
this but on a deeper level, ideas are the product of mental capability and therefore

the intellect rather than ideas is the foundation of reality (Blackburn, 1996).

Whether ideas or the intellect are seen as the core of idealism, both are manifested
in an education system or curriculum which is founded on idealism. Since ideas are
conventional and "the only true reality", learners are expected to accept rather than
investigate what is being presented to them (Cohen, 1999:1). Idealism emphasises
intellectual learning and knowledge is viewed as something which is controlled by
the brain. A curriculum with idealism as philosophical backbone consists mainly of
abstract ideas such as "verbal concepts, propositional knowledge and symbolic
thinking" (Elliott, 2005:221). Ideas are conveyed by the teacher who serves as

medium whereby ideas are transferred to the learners.

il. Realism

Realism considers the world as it is: real things and real experiences. This means
that truth is determined or created by observation and practical experience.
Consequently subjects like Mathematics and Science are particularly emphasised
(Kauchak & Eggen, 2011; Le Poidevin, 2005).

With regard to learning, realists emphasise the senses as fundamental to learning,

for example learning through practical demonstration. However, this does not imply
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that realism disregards the mind as capable of grasping logical and scientific truths
but rather that the "physical world and its natural laws, not the mind, are the source
of truth and knowledge" (Elliott, 2005:222). The purpose of school education is to
"convey an understanding of the logic and order of the universe" (Elliott, 2005:222).
The realist's teaching environment is characterised by educator-dominated
instruction, passive learners, rote learning, as well as structured and disciplined
classes (Cohen, 1999, Ornstein & Hunkins, 1998). The advantage and disadvantage
of realism is locked up in its superior discipline. On the one hand it enhances learner
focus but on the other hand it depends on an educator-dominated environment with
passive learners who are not encouraged to employ critical questioning. The

underpinning philosophy of SA's Apartheid education is a superb example of realism.

iii. Existentialism

The existentialist model is learner orientated. Instruction often includes discussions
designed to enhance self-awareness and self-discovery (Kauchak & Eggen, 2011;
Ornstein & Hunkins, 1998). "Randomness, individuality, and personal freedom are

the most important characteristics in [this] curriculum" (Null, 2011:67-68).

Since existentialism focuses on the needs and individuality of each learner, it nullifies
traditional assessment, competition and productivity (Null, 2011; Kridel, 2010;
Ornstein & Hunkins, 2009; Reid, 2006). Teachers are regarded as guides rather than
lecturers and should give learners freedom to explore and be involved in activities
which interest them. A further characteristic of the existentialist model is that
curriculum content is not predetermined and therefore a matter of personal choice
through which learners are provided the opportunity to create their own knowledge

and value system.

It is the view of the researcher that the strength of the existentialist model is at the
same time its weakness. If curriculum involves learners doing what they want without
being assessed, they are deprived of the opportunity to grow sufficiently and move
beyond their own interests, as well as from what they regard as important. Besides,

what does a 10 year old know about what is good for him or her? Without a common
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school curriculum and set of assessment standards, society would be faced with a
serious dilemma in terms of school leavers being sufficiently equipped to enter
tertiary institutions and the workplace. As a result the pure existentialist model is not
a viable societal option. Despite this, well known existentialists such as William
Kilpatrick, Alfie Kohn and Maxine Greene remain unconvinced of existentialism's

philosophical shortcoming.

iv. Pragmatism

Of all the general philosophies, pragmatism has the closest link to education. John
Dewey, an American philosopher and psychologist, is considered the father of
pragmatic philosophy and one of the most prominent figures in education philosophy
during the 20" century. Dewey's pragmatism refers to the acquiring of knowledge
through observation and personal experience while regarding the purpose of thought
as the stimulus of action (Dewey, 1954). Consequently, the attainment of knowledge
will vary from person to person. Truth is relative since it is subject to the individual's
perception. Pragmatism is problem-orientated rather than goal-orientated and seeks
to produce results based on a particular problem or challenge. Pragmatists will
typically identify issues pertaining to individuals or the community that need
immediate attention and then employ empirical ways to solve them. In addition to
Dewey’s own account, Kauchak and Eggen (2011), as well as Ornstein and Hunkins
(1998) are among several scholars and authors who have made valuable

contributions towards literature on pragmatism.

2.3.2 Education philosophies

The Oxford advanced learner's dictionary (2005:467-468), defines education as "(1)
a process of teaching, training and learning, especially in schools or colleges, to
improve knowledge and develop skills; (2) a particular kind of teaching or training; (3)
the institutions or people involved in teaching and training; and (4) the subject of
study that deals with how to teach". In terms of "education philosophy" the first
definition is more appropriate since the second and fourth definitions deal with

teaching didactics and the third definition with education providers. Linked to the first
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definition and also relevant to the present study is Mugo's definition of African
education (1999:225): “a system of knowledge, theory and practice, informed and
shaped by a content and form that are definitive of African space as well as the

indigenous experiences of Africa’s peoples and in all their diversity”.

As mentioned under philosophy (paragraph one of 2.3) the term “philosophy” can be
used in different contexts. In terms of education philosophy the first definition
contained in the Oxford advanced learner's dictionary (2005:1089) is irrelevant since
the underpinning philosophy of a curriculum cannot still be in its exploratory or
experimental phase. The third definition is also not applicable since it has to do with
an individual's beliefs and not those of society. The second description suggests that
philosophy is based on the results following an investigation. Of the three definitions,
the second one provides the most comprehensive classification of "philosophy” in
terms of curriculum philosophy. It suggests that philosophy is a system of beliefs

which is informed by pursuing an understanding of human life in its universal context.

Based on the explanations above, the researcher defines education philosophy as a
system of beliefs which is informed by an understanding and knowledge about the
teaching process which involves teaching and learning to develop skills and

accumulate knowledge.

Educational philosophy rests on fundamental questions which, depending on their

answers, inform a particular philosophy; these include (Pillai, n.d.:40):

What is knowledge and understanding?

What is worth knowing?

What does it mean to learn?

How do you know that learning has taken place?
What should be the role of a teacher?

What should be the role of the student?

What is the ultimate purpose of education?

© N O bk~ 0N

What are your core educational values?

Curriculum designers’ education philosophy will prompt the answers of these

questions and essentially the development of the specific curriculum. Careful
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consideration thereof is therefore necessary, particularly in terms of the impact a

curriculum has on critical societal outcomes.

Education philosophy in turn is dominated by four main schools of thought:
perennialism, essentialism, postmodernism and progressivism (Ornstein & Hunkins,
2009; Kauchak & Eggen, 2011; Cohen, 1999). Perennialism and essentialism stem
from traditional philosophy while postmodernism and progressivism are rooted in
contemporary philosophy which leans towards liberalism. In The pursuit of
curriculum, Reid (2006) adds two more contemporary curriculum philosophies,
radical and deliberative philosophy. These two curriculum philosophies are also

briefly discussed below, following the four main education schools of thought.

i. Perennialism

Hutchins, Maritain, Adler, Bloom are among the key philosophers associated with
perennialism (Cohen, 1999). Perennialism has also been discussed by authors such
as Kauchak and Eggen (2005) and. It is rooted in idealism and to some degree
realism. Its main educational goals are to develop the intellect as well as ethical
values. The teacher is viewed as developing learners' understanding of the particular
topic through putting forth important questions. The learning environment is highly
structured and tasks are often extremely time-consuming. Kauchak and Eggen
(2005) write that assessment is continuous and usually takes the form of tests,

essays and practical presentations.

il. Essentialism

Realism is the cornerstone of essentialism, although it also contains aspects of
idealism (Kauchak & Eggen, 2011; Cohen, 1999). The acquisition of basic skills and
knowledge is regarded as eminent to meet the requirements of the modern
workplace. The curriculum consists of core knowledge which is conveyed
systematically and in a disciplined manner. In contrast to perennialism, the core
knowledge is not regarded as so fixed. The teacher's role, teaching environment and

assessment methods are similar to those of perennialism. Principles such as
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discipline, hard work and respecting those in authority are imparted to the learners.
Teachers are expected to help students develop and uphold moral principles
(Kauchak & Eggen, 2011; Cohen, 1999).

iii. Postmodernism

Postmodernism is an education philosophy which originated from existentialism®.
The focal point of this philosophy is equal opportunities for all. Postmodernism
advocates a learning environment which involves the community and enforces self-
regulation (Kauchak & Eggen, 2011). The teacher is seen as a facilitator of
constructive discussion and often utilises teaching methods such as role play,
simulation and research. Assessment often entails collaboration between the learner
and the educator. Furthermore, assessment is used as a way to investigate

concealed suppositions.

iv. Progressivism

Progressivism serves as foundation for the outcomes-based education (OBE)
applied in CAPS. It is therefore discussed here in more detail than the other
philosophies. Progressivism can be described as refined pragmatism (Kauchak &
Eggen, 2011). The lack of structure associated with pragmatism, as well as definite
standards and procedures, has led to pragmatism being widely criticised (Kridel,
2010; Jansen, 1998). As a result, the ideology was amended and renamed "critical
pragmatism". Since the term "progressivism" is more commonly used and
understood in educational circles, it is preferred to "critical pragmatism" in this

writing.

Progressivism is a child-centred ideology which emphasises the importance of each

® Existentialism is associated with philosophers such as Kierkegaard and Nietzsche. "Unlike
traditional philosophy, which focuses on 'objective' instances of truth, existentialism is concerned with
the subjective, or personal, aspects of existence" (Magrini, 2012:1).
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individual learner’s interests as determining factor, central in establishing "why and
how teaching and learning" will take place (Elliott, 2005:224). Since the child is the
centre of this approach, learners are provided with the opportunity to construct
meaning through their own experience of learning as opposed to being spoon-fed
recipients of knowledge. This approach provides a theoretical basis for
interdisciplinary curriculum which has gained popularity in recent years
(Chrysostomou, 2004).

Curriculum content is approached in an open manner, meaning the curriculum is
vague in order for learners to find their own solutions or answers to contextual issues
through problem-solving, cooperative learning and guided discovery as opposed to
rote memorisation of abstract concepts and information (Kauchak & Eggen, 2011;
Slattery, 2006). Curriculum content is relevant to practice and therefore enables
learners to comprehend and value their learning experience. Students' progress is

most often informally assessed, followed by continuous feedback.

Progressive curriculists circumvent answers to curriculum content and curriculum
procedures since they prefer "solutions to remain workable" (Null, 2011:117). Zack
(2008) points out that due to the elusive quality of progressivism, even though
revised, it has in recent years been considered an evaluative curriculum practice tool
rather than a curriculum philosophy (Forester, 1999). Zack (2008:97) defines

progressivism as:

An analytical framework for examining the actual processes and outcomes of planning
practice that is contextually situated; that operates within and through pervasive power
relations, which are exercised through and influence multiple rationalities, and practice

in which the planning choices that are made are value-laden and mutable.

V. Radical philosophy

In contrast to the philosophies discussed above which maintain a "neutral, objective,
and apolitical" approach to curriculum development, the radical ideology is politically
subjective (Null, 2011:87). This philosophy is particularly concerned about the

influence of curriculum designers and the curricula they develop in terms of race,
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class and gender issues (Null, 2011; Slattery, 2006). Examples of outspoken radical

curriculists include Michael Apple, George Counts, Paulo Freire and Harold Rugg.

Radical curriculum designers emphasise moral values that should underpin the
curriculum and see it “as a tool for reconstructing society in a manner that would
enhance social justice” (Kridel, 2010:251). Although this in itself seems to be a noble
idea, radical theorists are often criticised for focussing too much on curriculum
problems rather than providing practical solutions. A further censure of the radical
model is that it involves drastic curriculum changes which are implemented during a
short period of time, leaving minimal room for change-over (Reid, 2006). Considering
that the radical approach often fails to put vision into practice, it is rarely used as a

stand-alone curriculum philosophy.

Vi. Deliberative philosophy

Kridel (2010:277) defines the deliberative curriculum design approach as “a formal
process of inquiry about curriculum policy, program development, and other
curriculum activity, including conflicting goals and values in specific situations of
practice.” The deliberate philosophy has much in common with the function of a jury
in the courtroom. After hearing arguments from both sides, a jury deliberates about
the information presented to them. This function of the deliberate model makes it the
most holistic approach to curriculum development. For deliberative curriculum
developers deliberation is the key to a good curriculum (Reid, 2006). The inclusion or
exclusion of curriculum content is based on what is appropriate, ethical and relevant.
This model is usually applied to individual subjects rather than whole curricula
(Kridel, 2010). Although much discussion precedes curriculum transformation, the
deliberative approach does not rely extensively on the general public's involvement
in its discussions. Despite this, the deliberative model has proven to be successful in

linking formal curriculum inquiry with implementation as a result of deliberation.

2.3.3 Music education philosophies

One of the core aspects of Music curriculum development is its underpinning music
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education philosophy. The past 60 years or so have been dominated mainly by three
schools of thought: utilitarian, aesthetic and praxial music education philosophy.
Before the 1950s, music education was informed by “functional values, reflecting its
role in social, physical, moral, and intellectual development” (McCarthy & Goble,
2005:19).

i The utilitarian ideology

The utilitarian philosophy is the oldest of the three philosophical strands of music
education. It is characterised by content-based education which values rote learning
above contextual learning. It is therefore rooted in both idealism and realism.
Utilitarianism focuses on the extrinsic value of music, in other words non-musical
areas that benefit from music education. These include self-discipline, self-esteem,
academic achievement and the social worth gained through participating in music
activities (Westerlund, 2008).

il. The aesthetic view

The aesthetic school emerged in the 1960s following the Second World War and the
Cold War when people were seeking new meaning to personal and societal life. This
philosophy attracted people who were susceptible for a new educational philosophy
which would suit their search for new meaning to life (Slattery, 2006; Elliott, 2005;
Mark, 1982). Prominent figures in aesthetic music education include Allen Britton,
Charles Leonard, Bennett Reimer and Abraham Schwadron whose philosophical
foundation is firmly rooted in Dewey's pragmatism (Kertz, 2005). Several scholars
such as Nor (2011), Costa-Giomi (2004) and Vaughn (2000) are in favour of
aesthetic education philosophy. Conversely, scholars like Finney (2002) recognise

the value of an aesthetic approach but support it in a broader context.

This music philosophy involves the musical and artistic outcomes of music education
which include the intrinsic value it holds for the music learner, for example to
comprehend and experience the worth and principles of music (Elliott, 2005). Strict

aesthetic education philosophy has been widely criticised in recent years by scholars
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like David Elliott. In his Praxial music education: Dialogues and reflections, Elliott
points out that the aesthetic view has been accepted by many without sufficient
deliberation. Although the aesthetic ideology contains some elements of
progressivism, it presents an imbalanced value of aesthetic education. Examples of
this are found in its overshadowing bias towards traditional Western music versus
that of non-Western cultures (Elliott, 2005) and the German Music curriculum which
was implemented during the 1930s by Hitler (Kertz, 2005). In addition, Vernon
Howard, a former singer and widely acclaimed scholar, objects to Reimer's aesthetic
philosophy for four reasons (Bowman, 2003:4): aesthetic philosophy is not needed to
justify music education; a false impression is created in comparing the effect of that
music on emotions to "writing and reading [on] reason"; Reimer fails to give proper
recognition to Schiller who was the first person to refer to "aesthetic education” in the
late 18" century; and too little emphasis is placed on the role of the "imagination on

music and in learning [in general]".

Considering the divergent views of the scholars mentioned above, it is clear that
aesthetic education philosophy can benefit from further refinement or at least not be

presented as the only foundation for music education as argued by Roberts (1991).

iii. The praxial/pragmatic approach

Praxial education is rooted in Dewey's pragmatism. The term “praxial” was coined by
Philip Alperson, Professor of Philosophy at the University of Louisville, Kentucky. He
derived this from the word “praxis” which was used by Aristotle in his Poetics to refer
to “voluntary or goal-directed action, although it sometimes also includes ... an
action done for its own sake” (Blackburn, 1996:360). Alperson (in Mark, 1982:242)

writes:

On the praxial view, a music education program which aims to educate students about
musical practice in its fullest sense must take into account, not only the history and
kind of appreciation appropriate to the musical work of art, but also the nature and
significance of the skills and productive human activity that bring musical work into

being.
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This is evident from Regelski's interpretation of praxial music ideology which involves
"all manner of down-to-earth and everyday musical 'doings' that bring about 'right
results' of all kinds for all kinds of people, whether or not educated musically in
performance" (2005:233). Praxial music education allows learners to self-discover
rather than teachers dictating abstract information not necessarily relevant from the
learners' perspective. Today, praxial ideology forms the basis of numerous music
school curricula since it entails a more all-inclusive meaning, approach and purpose
to music and music education than a solely utilitarian or aesthetic view. It can
therefore be said that, to some extent at least, praxial music education philosophy
connects the utilitarian extrinsic view with the aesthetic approach (McCarthy &
Goble, 2005).

Regardless of the ideological approach to music education, Woodford (2005:51),
states that a large percentage of music education philosophers share a common
“‘interest in the same ultimate values, which are equality and freedom, and how they

might realistically be achieved”.

This concludes different literature that has been reviewed pertaining to general world
philosophy, but in particular education philosophy and music education philosophy.
This, to some extent, sheds light on some historical developments in South Africa’s

schooling system.

24 Historical outline of formal schooling in SA

South Africa's schooling background consists of two overarching cultural
approaches: African and European (predominantly British and Dutch cultural
influence). Traditional African schooling occurred informally, being community led
and culturally orientated, while European schooling is mainly academically rather
than culturally inclined (Woolman, 2001; Mugo, 1999; Rupeti, 1999). In 1652, the
Black people of SA were introduced to European schooling for the first time following
the arrival of the Dutch settlers in SA. However, Britain invaded SA by the end of the
18™ century and as a result became a key role player in education. By the middle of

the 19" century Britain introduced and established formal schooling as known today.
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2.4.1 Education before 1900

Education has become progressively formal in SA. Although occurring in different
ways (mainly through parents and Sunday school) prior to the 19" century, it was not
until the middle of the 19" century that formal school education was introduced by
the British colonists (Giliomee & Mbenga, 2007; Reader’s Digest, 1994). The four
British colonial provinces (Cape, Natal, Orange Free State and Transvaal) had a
non-racial foundation and education was open for all people in the colonies. Despite
this, segregation existed to some degree in practice. Colonists’ children,
representing the elite of different cultures but mainly the Whites, attended schools
like Bishops Diocesan College, St Andrews in Grahamstown and Grey Institute in
Port Elizabeth which were established around the middle of the 19™ century, while
missionary schools catered mostly for so-called non-Whites who could not afford

these elite schools.

The mission schools seldom went beyond Standard 4 (nowadays Grade 6). This led
to Indian communities establishing their own schools (Giliomee & Mbenga, 2007).
Although the colonists' school system was constitutionally non-racial, other cultures'
ethnology, philosophy and language were not integrated in the mission schools
(Lewis, 2007). British colonial schools exhibited clear bias towards English traditions
and language. Poor literacy levels among the Black and Coloured population did not
keep them from their drive for education and by the 1890s this need surpassed that
of the Whites (Giliomee & Mbenga, 2007; Saunders & Derricourt, 1974).

2.4.2 Pre-Apartheid education (1900-1947)

SA's schooling during the 20" century can be divided into three historical periods:
pre-Apartheid education (1900-1947), education during Apartheid (1948-1994) and
post-Apartheid education from April 1994 following the country’s first democratic

elections.

At the turn of the 19™ century an estimated 75% of the White population was
illiterate. After the 1899-1902 Second Anglo-Boer War the division between the
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English and the Afrikaners widened. As a result of the war and British dominion prior
to the war, most Afrikaners were illiterate and poor in comparison with the British
who had economic power and were generally more literate. Schools were still
dominated by English ethnicity and language. In reaction to this, Afrikaners
established the Christian National Education (CNE) policy and implemented it in their

own private schools (Giliomee & Mbenga, 2007).

In 1905 a mere 2% of the South African Black population were enrolled in school
(Troup, 1976). During the same year the Cape Colony made education compulsory
and free of charge for White people. This decision had an extremely negative impact
on the quality of education as well as employment opportunities for the majority of
the Black, Coloured and Indian population of SA (Giliomee & Mbenga, 2007; Human
& Rousseau, 1999). By 1917 four out of five White children attended school
(Giliomee & Mbenga, 2007). The same could not be said of non-White'® education.
Concern about the education of their own people was among the main reasons for
several Black political organisations such as the African National Congress (ANC)

which were founded in the early 20" century.

Racial discrimination and segregation were increasing. A different school curriculum
was introduced for non-Whites during the early 1920s although at that point it was
not significantly different from the "White" curriculum (Mandela, 1995; Troup, 1976).
Despite the fact that taxes were imposed on all South Africans, the large part of the
education budget was allocated to White education. In 1922 Coloured teachers
requested half the value of state subsidy for White learners to ensure quality
education. This request was declined by the South African Party (Giliomee &

Mbenga, 2007). By 1928 only a quarter of the Black population received some level

10 According to the Separate Representation of Voters Act (Act No. 45 of 1951), "non-White" or "non-
European" is defined as "a person who is not a white person and who is not a native". According to
the Population Registration Act (Act No. 30 of 1950) South Africa's population was divided into three
main races: Black ("native" in apartheid legislation), Coloured and White. This act defined a White
person as "a person who in appearance obviously is, or who is generally accepted as a white person”,
a Black person as "a person who in fact is or is generally accepted as a member of any aboriginal
race or tribe of Africa" and a Coloured person as "a person who is not a white person or a native".
Evidently, the definitions were not consistent in these acts or in the Apartheid legislation that followed.
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of formal schooling provided by church or mission schools (Mandela, 1995). Despite
this, Mandela states in his autobiography Long walk to freedom that "we were limited

by lesser facilities, not by what we could read or think or dream" (1995:166).

Contrary to the then opposition United Party's apathy towards Black and Coloured
South Africans, the government was more lenient towards Indian education
(Giliomee & Mbenga, 2007; Grundlingh, in Human & Rousseau, 1999). During the
first half of the 20™ century, 80% of Indian schools in Natal (now Kwazulu-Natal)
were funded by government while Indian communities provided land and funded the
building of their own school facilities (Giliomee & Mbenga, 2007). In the early 1940s
education for Blacks was fully or partially subsidised by government, seeing that the
Black people were among the poorest of the South African population (Troup, 1976;
Birley, 1968).

2.4.3 Education during Apartheid (1948-1994)

It is distressing that a small group of White South Africans were the creators of
Apartheid which would be the cause of senseless deaths, poverty, injustice, division,
racial tension, bitterness and inequality stretching into the 21%' century. They were
blind to the fact that they "recapitulated the dispossession and immiseration of Native
Americans" without considering the far reaching aftermath of their self-seeking
decision at the cost of other races (Hughes, 2011:142). The Apartheid school
curriculum was permeated with discrimination against non-Whites. In Long walk to
freedom Mandela (1995) writes that the Parliament, dominated by Afrikaner
nationalists, forced church and mission schools to turn themselves over to the
government or face decreased government subsidy. Although this policy was

opposed by most churches representing different cultures, few churches resisted it.

After implementing the Bantu Education Act (Act No. 47 of 1953), government
funding was increasingly withdrawn from the mission schools until 1958 when all
subsidies were terminated, forcing most of them to hand over their schools to the
Department of Bantu Education (Cross in Blumfield, 2008; Mandela, 1995; Troup,

1976). H.F. Verwoerd, an Afrikaner nationalist fighter and Prime Minister of SA from
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1958 until his assassination in 1966, made the following statement about his
government’'s new education policy in the South African Parliament in 1954
(Verwoerd, 1966:83):

There is no place for [the Bantu] in the European community above the level of certain
forms of labour. For this reason it is of no avail for him to receive training which has its
aim in the absorption of the European Community, where he cannot be absorbed.
Until now he has been subjected to a school system which drew him away from his
community and misled him by showing him the greener pastures of European Society
where he is not allowed to graze. What is the use of teaching the Bantu child
mathematics when it cannot use it in practice? That is quite absurd. Education must
train people in accordance with their opportunities in life, according to the sphere in

which they live.

The ANC, realising the threat to quality black education, proposed the establishment
of alternative schools for Black learners to ensure quality education. Legislation at
the time made this almost impossible since non-White private schools could not be
set up unless they were registered with the Native Affairs Department which closely
monitored schools (Reader's Digest, 1994; Troup, 1976). This had serious
repercussions for the majority of black learners and, to a greater or lesser extent,
learners from other non-White cultures. Black communities started informal schools
under the name of “cultural clubs” in order not to expose themselves to heavy fines

or even imprisonment (Mandela, 1995; Reader’s Digest, 1994).

Following a statement by the Deputy Minister of Bantu Administration and Education
in 1967 that Black people were responsible for their own education, as well as poor
Standard 10 (Grade 12) results of Black learners, Black parents realised they had to
take greater responsibility for the education of their children (Mandela, 1995; Troup
(1976; Birley, 1968). In 1967 Black parents founded the Association for the
Educational and Cultural Advancement of the African People of South Africa

(ASSECA), born from an urgent need to improve education.

In the 1970s non-White, but especially Black education, was characterised by weak
academic performance. The foremost reason was the language of instruction being

either Afrikaans or English. This language barrier impeded the learning of especially
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the majority of Black learners whose mother tongue was neither Afrikaans nor
English. In addition, non-White learners' education was jeopardised by adverse
teaching conditions like overcrowded classrooms, incompetent teachers and limited
subject choices (Reader's Digest, 1994). This led to the Soweto uprising on 16 June

1976, marking the beginning of a new era in South African education.

After 1976, South Africa's education system began to gradually move towards non-
racial discrimination. In 1977, following the Soweto uprising, the Human Sciences
Research Council (HSRC) conducted a study in which the state of Black education in
SA was investigated (Umalusi, 2006a). The Education and Training Act (Act No. 90
of 1979) announced compulsory school attendance for all South African learners
regardless of race, as well as free tuition and textbooks (South Africa, 1979). In 1982
a quota system was introduced whereby a number of non-Whites, which included
children of non-White diplomats, were allowed to attend former Whites-only schools;
however, this was effectively implemented in the Cape only (Cross in Blumfield,
2008). The administration of Prime Minister P.W. Botha increased the education
budget for Black schools from R68.84 million in 1978 to R237 million by 1985.
Although this brought some relief, the government’s annual spending per learner
was still determined by race. In 1986 the South African Certification Council Act (Act
No. 85 of 1986) was passed to "ensure that the certificates issued by the council at a

point of withdrawal represent the same standard of education and examination".

F.W. de Klerk, South African president from 1989 to the beginning of May 1994, took
a bold stand against Apartheid in 1990 when he lifted the ban on organisations such
as the ANC and gave instruction for political prisoners to be released (Pakendorf in
Human & Rousseau, 1999). Racial barriers started to crumble and learners from
different races were allowed to attend the same school. This was welcomed by Black

parents who sought superior education by better qualified teachers for their children.

In 1991 the Curriculum Model for South Africa (CUMSA) was published. This was a
revision of the Résumé of Industrial Programmes in School, the South African school
curriculum at the time. The main goal of CUMSA was to slim down the curriculum
and to make it more applicable to learners (Hoadley, 2010; Umalusi, n.d.). Galant (in
Pinar, 2010:135) observed that CUMSA coincided with curriculum developments at
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the time in the USA and the United Kingdom (UK) which explored constructivism and

progressivism.

2.4.4 Post-Apartheid education (after 1994)

1994 marked the beginning of far-reaching change in SA, not only in terms of its
transforming political setting but also in terms of its economy, society and education.
In his autobiography Long walk to freedom, Mandela states that "Education is a great
engine of personal development. It is through education that the daughter of a
peasant can become a doctor, that the son of a mineworker can become the
president of a great nation. It is what we make out of what we have, not what we are
given, that separates one person from another" (1995:166). In addition, Z.K.
Matthews, first graduate of the University of Fort Hare, mentions that education is the
‘prime means of solving the problem of the juxtaposition of White and Black” (in
Gilliomee & Mbenga, 2007:261). In order to understand the drastic change from
traditional schooling to outcomes-based education (OBE), this section, apart from a
historical perspective, also examines the systematic model of education from which
OBE originated.

i. Birth of outcomes-based education

William Spady and Burrhus F. Skinner are often referred to as the fathers of OBE
(Jansen and Christie, 1999). Fraser and Bosanquet (2006:276) explain that
curriculum development is either "process orientated" or "product orientated". The
process model pays particular attention to the curriculum’s activities and effects,
while the product (outcomes) orientated model involves the plans and purposes of

the curriculum.

Two American curriculists, Franklin Bobbitt and Wallace Charter, are associated with
the initial formulation of the systematic curriculum development model which is
profession orientated. This model was refined by Ralph Tyler and later by Spady and
Burrhus. The systematic model, nowadays better known as the outcomes-based

model, entails the philosophy that educational institutions are businesses and should
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be managed accordingly (Null, 2011; Kridel, 2010; Reid, 2006; Apple, 1990). It is

therefore often referred to as a bureaucratic system.

The systematic or outcomes-based education model stipulates the outcomes of
activities or assessment tasks prior to their commencement. This provides learners
with academic direction and clear criteria of what is expected after activities or
assessments have been completed. There are three main levels of outcomes:
developmental outcomes which are set to develop the individual, critical outcomes
which refer to the goal of the curriculum or programme and learning outcomes which
are subject or unit orientated. Figure 2.1 explains the different levels of outcomes

and the levels of planning associated with each one of them.

LIFE AND
CAREER ROLES

V/

Determine programme
outcomes, assessment
criteria and strategies
Determine learning units
(modules) by clustering outcomes

Determine unit (module) outcomes, %’
assessment criteria and strategies

Choose teaching and learning strategies %
=
Plan and design leaning activities
f Choose and/or develop learning materials

Plan learning opportunities

Mediate learning

Continuous assessment of learners

Figure 2.1:  OBE curriculum model"

The primary goal or developmental outcome of the outcomes-based model is to

"prepare students to compete economically in the global marketplace" (Null,

" Dreyer, 2008:8.
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2011:38). The model emphasises social control and relies on scientific research
rather than "what works". Curriculum designers using this model embrace
"scientifically proven research", in other words, an experimental research design
which depends on the behaviour of a randomly selected control group. The results of
such a study are used as the only foundation on which the ideal school system is
built (Reid, 2006). Although research fulfils a vital role in curriculum design, it cannot
be used as the sole determiner of a curriculum. This model is often criticised for
being too linear (O’Neill, 2010). A further concern is raised by Null (2011): business
leaders, for example, although they may know little about curriculum development,

are relied on to bring about educational reform.

ii. Implementation of OBE in SA

Following South Africa's first democratic elections on 27 April 1994, Apartheid was
officially abolished and a new democratic and non-racial government was elected.
This led to an interim school curriculum, the NATED Report 550 (89/03), which was
instituted in 1995. It replaced the Résumé of Industrial Programmes in Schools.
Sibusiso Bengu, Minister of Education at the time, established the National
Education and Training Forum (NETF) in 1995. This Forum removed "racist and
insensitive gender undertones" from the South African school curriculum
(Department of Education, 2002:6). This applied to all school subjects and all school
grades (Department of Education, 2002:6). However, since this was a transitory

curriculum, the philosophical foundation and core content remained unchanged.

Despite criticism, the NATED Report 550 was replaced with Curriculum 2005
(C2005) in 1997. Christie (1997) points out that the designing of C2005 was not
thoroughly thought through and educators were not sufficiently consulted. The
implementation of C2005 brought about major changes in terms of ideology and
classroom practice. C2005’s aim was to link theory with practice through
competence-based education and to allow teachers to form their own learning
programmes. However, teachers found this new "open" content approach abstract,
especially in terms of what would be tested in the final Grade 12 examinations. This

led to a refined version of C2005, the National Curriculum Statement (NCS), which
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provided clearer guidelines in terms of subject content and what should be taught in
each grade. The new curriculum specified which outcomes had to be achieved
during each grade, rather than each phase which consists of three grades. The
following table outlines the key differences between the NATED Report 550 and
NCS (Dreyer, 2008:4):

NATED Report 550 NCS

Curriculum imposed from above Curriculum supposed to be developed by different
stakeholders, although this was (and is) not always

applied in practice

Content-based education: teacher leads the | Outcomes-based education (OBE): learners are

way, learners follow, having a broad idea of | informed of the outcome and work towards reaching

the outcome only the goal

Mostly focused on content Focus on content, skills and values

Assessment normally done by teacher Assessment by teacher, learner him/herself, peer or
group

Assessment based on learners demonstrating | Assessment based on learners demonstrating what

how well they know the learning content they have achieved

Summative assessment Continuous assessment thorough a variety of

assessment tools

Table 2.1: Comparison between the NATED Report 550 and the NCS

As stated by Van Deventer (2009), the most important aim of OBE is to provide
quality education to all South African learners. Yet, contrary to this ideal, "numerous
schools in SA have been unsuccessful in implementing the concept of outcomes to
drive the educational programmes and state resources have not been sufficient to
bring all schools up to the standard that was enjoyed by former Model C schools
prior to 1994" (pp. 127-128).

Instead of focusing on quality education and successful implementation of NCS, the
South African school curriculum has seen yet another transformation as the NCS is
gradually being phased out over a period of three years (2012-2014) and replaced
with CAPS or, technically more correct, NCS CAPS. The name itself is conflicting.

Mrs. Angie Motshekga, Minister of Basic Education, states the following in the
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foreword to Music CAPS (Department of Education, 2011)"%:

The National Curriculum Statement Grades R-12 accordingly replaces the subject

statements, Learning Programme Guidelines and subject Assessment Guidelines with

the

(a) Curriculum and Assessment Policy Statements for all approved subjects listed in
this document;

(b) National policy pertaining to the programme and promotion requirements of the
National Curriculum Statement Grades R-12; and

(c) National Protocol for Assessment Grades R-12.

This is confusing in terms of the name stated on the cover of the document: NCS
CAPS of which its predecessor is already known as NCS, while one of this new
curriculum’s subsections is CAPS. To make sense of this, the document can be
compared to a CD album. Despite different tracks, one of the tracks often becomes

the album title.

While the school curriculum and other education policies are democratically aligned,
the efficiency of SA's school system is debatable. According to the South African
Yearbook 2011/12, 95.5% of children in SA were enrolled in schools in 2009. It is
also stated that 4% of the gross national product is allocated to education versus the
more usual 3.1% in overseas developing countries and 2.9% in sub-Saharan Africa.
Furthermore, 60% of the education budget goes towards 40% of the total number of
learners in SA who are considered poor versus 5% of the budget being allocated
towards “rich” learners. These statistics seem questionable considering the efficiency
of the country’s education system which is rated 123™ of 187 countries (Seroto,
2012; UNDP, 2011:160). lronically, SA’s previous government also denied the true
state of education in the country. For example, in 1970 an estimated 48% of Black
people were literate based on the United Nations’ criterion, meaning a minimum of
four years schooling. In five years this figure jumped to a disputable 80% (Troup,
1976).

' No page number is displayed.
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iii. OBE in SA: criticism

The evaluation of OBE's implementation was done in two ways. Firstly, the DoE
conducted a pilot study involving schools across SA's nine provinces. The study
involved Grade 1 teachers who were trained in OBE and provided with the
necessary resources. After the training, the teachers were expected to implement
OBE in the classroom. The Department of Education was determined to convince
South Africans about the advantages of OBE and therefore ensured that all
resources were visually appealing. The researcher agrees with Jansen (1999:13)
who puts it, “this was a public relations campaign designed to seek political
advantage for a Ministry widely criticised both from within and outside for bungling

the implementation process”.

After three months the teachers, principals and parents were surveyed regarding
their opinion of OBE (Jansen & Christie, 1999). The survey was filled with questions
soliciting the desired responses. Other points of concern involve the short piloting
period and the fact that pilot schools were handpicked in terms of classroom sizes,
ensuring that learners could get individual attention (Jansen & Christie, 1999).
Secondly, a few global organisations provided funds for conducting various
assessments of the implementation of OBE in Grade 1 classrooms. Several studies,
‘commissioned through the Presidential Education Initiative and managed by the
Joint Education Trust” (Jansen & Christie, 1999:14) were conducted. As pointed out
earlier, the South African government was adamant to convince its citizens about
OBE’s advantages and therefore bias towards OBE was evident in the studies.
Furthermore, a serious weakness, with both methods of evaluation which preceded
the implementation of OBE in SA, is that only Grade 1 classes were used in the
evaluation. Taking into consideration that the intention of the investigation was to
change the country's education system, this was statistically a clearly

disproportionate population sample.
Kraak (1999:46) states that South African OBE is characterised by three

fundamental problems: “[its] genesis in the discipline of behavioural psychology; its

false claims regarding knowledge transferability; and, lastly, its diminution of the
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contribution made by teachers and the curriculum in the learning process and, in

contrast, its privileging of assessment technologies”.

Jansen points out that the proposal for OBE which was published in 1996 was
characterised by a number of threats including teachers being faced with an entirely
unfamiliar approach to teaching; insufficient connection between the OBE proposal
and its initial implementation and “competency debates”; OBE having a different
meaning in schools than in tertiary education institutions and the workplace; a
significant difference between the proposed OBE in SA and OBE in Australia;
introduction of intricate and extensive vocabulary, change of educational
terminology, for example “competencies” became “outcomes”; and the introduction
to C2005 was insufficiently linked "to OBE in official documents and discourses”
(Jansen & Christie, 1999:7).

Dreyer (2008:2) supports Jansen's view concerning the intricacy and jargon of OBE.
He is furthermore sceptical of the success of OBE due to challenges such as
overcrowded classrooms; a significant number of "unqualified and under-qualified
teachers"; lack of resources in underprivileged schools; "the heavy burden of
assessment"; and "the lack of a learning culture in many schools". Dreyer's claims
are supported by numerous scholars including Jansen in many of his writings;
Mouton, Louw & Strydom (2013) and Singh (2013).

In addition, Knight (2001) is sceptical of OBE since it involves intricate learning which
cannot be contained and explained by mere learning outcomes, especially in higher
education courses. Practice, especially in light of the failure of OBE in South African
government schools, demonstrates the truth of Knight's argument (Mouton, Louw &
Strydom, 2013; Jansen & Christie, 1999).

One of the strongest indications of the failure of OBE in SA is the poor academic
level of performance among many Grade 12 learners who wish to embark on tertiary
studies at universities (Mouton, Louw & Strydom, 2013). These authors point out that
the new learner-centred curriculum was implemented at the cost of reading, writing

and mathematical competence. This is distressing considering the fact that the HDI
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is statistically based on the level achieved by young people in Science, Mathematics
and reading (UNDP, 2010).

Following the marking of the final Grade 12 examinations, Umalusi (the body
responsible for setting and monitoring GET and FET standards in SA) adjusts marks
to "mitigate the effect of factors other than learners' knowledge and aptitude on their
performance" through standardisation, also known as statistical moderation
(Umalusi, 2006b:5). Although this is standard practice around the world, it is of great
concern as to the degree to which standardisation is applied, especially when the
process is undisclosed. Considering this and the low standard required to pass
Grade 12 (four subjects at 40% and three subjects at 30%), it is not surprising that
universities are concerned about the calibre of first year students produced by the
DoE (Mouton, Louw & Strydom, 2013). Ramphele (2009:3) rightfully states, "Where
in the world can such a low standard be regarded as adequate preparation for the
21% century knowledge society? [...] Our education system is socially engineering the

continuation of inequalities that leave the majority of Black poor children behind."

Spady, who is often referred to as one of the fathers of OBE, acknowledges the
failure of OBE in SA and ascribes it to the following reasons: C2005 was not aligned
strongly enough with real OBE; the implementation of OBE was not accompanied by
the necessary "paradigm shift in educational thinking and practice"; inequalities in
the South African schooling system made the “reform strategy and implementation
schedule completely unworkable"; and the unwillingness of C2005 critics like Jansen
and Chisholm to engage in constructive discussion (Spady, 2008:11). Ironically, the
reasons Spady cites for the failure of OBE in SA are among the concerns which led
to criticism by scholars like Jansen and Chisholm when Spady first visited the

country in 1997.

Regardless of the type of education system in SA, South African policymakers and
people in power ought cautiously to consider their responsibility in light of local and
global spectators who carefully observe, investigate and evaluate the successes
and/or failures of a post-Apartheid SA as mentioned by Napier, Lebeta and Zungu
(2000). Keeping this in mind, it is important to consider international curriculum

development trends and to be familiar with school systems around the world.
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25 Different "Worlds"

The concept of First, Second and Third World countries came into existence during
the Cold War. According to the One World Nations Online Project (2012) this
concept is an “outdated model of the geopolitical world”. Nowadays the classification
of countries belonging to different “Worlds” has more to do with political and
economic climate, as well as literacy. Indicators such as gross domestic product
(GDP), gross national income (GNI) and human development index (HDI) are often
used to determine a country's ranking as First, Second and Third World. Depending
on the indicator that is used, a country's World ranking can vary significantly. It is
therefore important to understand general characteristics of the different Worlds to

ensure a more comprehensive perspective.

Investopia (2012) defines a First World country as “a country characterized by
political stability, democracy, rule of law, a capitalist economy, economic stability and
a high standard of living”. First World countries generally include Australia, Canada,

Japan, New Zealand, the USA and Western European nations.

“Second World” previously referred to communist states. After the fall of Communism
in the early 1990s the meaning of Second World shifted to a country being “more
stable and more developed than a third-world country but less stable and less
developed than a first-world country” (Investopia, 2012). By and large this definition
includes SA, Thailand, Turkey and most Latin American or South American

countries.

Third World countries are considered to be developing countries. Many such
countries were formerly led by imperialism. After these countries (colonies) gained
independence, they had no other choice but to survive on their own. Due to a lack of
support, many became synonymous with high birth rates and infant mortality, low
economic development, high poverty levels, low natural resource exploitation and
strong economic dependence on First World countries (One World Nations Online
Project, 2012). Third World countries are commonly found in Africa, Asia, Latin

America and Oceania.

37



According to SA’s GDP it is rated 27" of 214 countries (World Bank, 2011a) and 28™
of 238 countries according to GNI (World Bank, 2011b). However, its HDI proves to
be significantly lower: 123 from the top of 187 countries (UNDP, 2011). SA’s
“World” ranking is further complicated, and perhaps different from other countries, in
terms of disproportion which continues to exist post-Apartheid. On the one hand,
parts of SA’s urban areas are comparable with First World countries concerning
quality education, health, infrastructure, housing and economic growth to mention
but a few aspects. On the other hand, its rural areas exhibit inequality and
characteristics of Third World communities. Since this study aims to make
recommendations towards an improved South African Grades 10-12 Music
curriculum, it is imperative to keep South African Grades 10-12 music education

inequalities in mind when comparing the CAPS policy to different “Worlds™ Music

curricula.

Since this study is of educational nature, the HDI is nevertheless the most
appropriate rating indication. Thus the “World” ranking of countries mentioned from
this point onwards is informed by this index. The HDI divides countries into four
groups: very high human development, high human development, medium human
development and low human development. Before the 2011 HDI report, countries
with a very high human development and high human development were jointly
categorised. Therefore, from a logical point of view based on the characteristics of a
First World country, these countries are for the purpose of this study classified as
First World. Countries with medium human development constitute the Second
World, while Third World countries are typified by low human development. Thus,

based on its HDI, SA is considered a Second World country.

2.6 School systems of selected countries of the different "Worlds"

The main aim of this study is to compare SA's Music CAPS to the curricula of other
countries from different "Worlds". In order to compare the Music curricula of these
countries’ secondary schools later in the data analysis, each country is discussed in
terms of its education system and its underpinning curriculum philosophy which, in

turn, influences its Music curriculum. Furthermore, an overview of the various
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countries' Music curriculum is given. In order to provide a realistic picture of the true
state of the countries' education, specifically concerning their music education and
Music curricula, curriculum strengths and weaknesses associated with their school

systems are investigated.

Through reviewing literature on the education systems, particularly the Music
curricula, of the countries in question, as well as comparing these to CAPS in
Chapter 4, well informed recommendations could be made towards an improved

South African subject Music curriculum in Chapter 6.

2.6.1 First World countries

South Africa's music CAPS is compared to three First World countries: Australia,
which is a former British colony, England and lastly, Trinidad and Tobago which was

also previously under British rule.

i. Australia

Australia is a federation and former British colony which, today, comprises six states:
Australian Capital Territory, New South Wales, Northern Territory, Queensland,
South Australia, and Tasmania. Its education is ranked second in the world
according to the HDI (UNDP, 2011). Each state government administers its own
school system by providing funds and regulating the schools within the state
(Australian Government: Department of Immigration and Citizenship, n.d.). Although
a national school curriculum is in place and the same learning areas apply to the

whole of Australia, the curriculum may vary from state to state.
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Figure 2.2:  The education system of Australia'

Figure 2.2 provides an overview of the South Australian education system which can
be considered representative of the other Australian states. Similar to many
countries, Australia's education system is divided into three phases: primary school,
secondary school and tertiary education. Its tertiary education consists of two
subsections: Vocational Education and Training (VET) and Higher Education. VET
prepares students for careers that do not require a university degree (MyQual,
2012).

The Australian Curriculum, Assessment and Reporting Authority (ACARA) is
responsible for developing the Australian school curriculum. This national curriculum

is rooted in the 2008 Melbourne Declaration on Educational Goals for Young

¥ UNESCO, 2006:1.
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Australians (MCEETYA) which aims to "promote equity and excellence" and to
ensure that “all young Australians ... become successful learners, confident and
creative individuals, and active and informed citizens" (MCEETYA, 2008:7). Despite
these aims, the curriculum has been criticised by various institutions. In response to
a draft version of the curriculum that was published in 2010, the Australian
Curriculum Coalition (ACC, 2010) raised concerns in a letter to the Minister for
School Education, Early Childhood and Youth: insufficient consultation with teachers
and professional associations; the curriculum content being too extensive; the
curriculum lacking a solid theoretical foundation; assessment and achievement
standards being ambiguous; and implementation flaws. John Muskovits agrees with
these concerns and further points out that special education is not sufficiently
catered for'®. The curriculum is also condemned for some content being irrelevant to

practice®.

Although not directly related to the curriculum but rather to the country’s overall
success in education, teacher competency levels have also been questioned
(O’Meara, 2011). Despite being ranked second on the HDI, former Australian Prime
Minister, Kevin Rudd, stated in 2008 that Australia must employ the Finnish
education system if it wishes to "save [its] failing students" (Fineran, in Rousi,
2009:1).

A further challenge which is faced by Australia's education is its ignorance regarding
its Asian population. Like most other countries, Australia experiences an increase in
its Asian population. The Australian (2010) suggests that it is therefore “vitally
important that Australians become more Asia-literate" (Salter, 2013:3). Although
government is aware of the challenges concerning Asia literacy and acknowledges it
should be a requirement of the Australian education system, policies do not

consistently provide for Asia literacy. If Asia literacy is sufficiently dealt with in the

" Education Today, Term 3 2010.
1 Sydney Morning Herald, National Times, 2" March 2010.
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general Australian school curriculum, it would also have implications for its Music

curriculum.

As far as the researcher could determine, ACARA has an Arts curriculum for
Foundation (Year K) to Year 10 but not for subject Music Years 11-12. Each state
designs and implements its own curriculum and therefore subject Music curriculum.
The current subject Music curriculum of Western Australia is of particular interest
since it is similar to CAPS in that it contains a Western Art Music (WAM) and a Jazz
section. Nevertheless, in order to provide an overview of subject Music and subject
Music curricula in Australia, strengths and weaknesses of various states’ curricula

are discussed.

Since the Australian education system is outcomes-based, the Arts curricula of the
different states are underpinned by praxial philosophy. This is evident from the
rationale stated in the School Curriculum and Standards Authority (SCSA) of
Western Australia (SCSA, 2012a:5) which is similar to the curriculum rationales of

the other states:

In studying music, students develop physical and intellectual skills which are extended
by a balanced program of study. Central to this is performance and creativity.
Performance allows students to actively participate in a wide range of music activities.
Creativity drives both interpretation of existing music in performance, and stimulates
self-expression in improvisation and composition. Creating, composing and
performing draw on existing music that is studied through responding, listening,
analysis and also through engagement with the context in which the music was
produced. Each activity informs the others as musicians explore the range of musical
contexts to which libraries, the media, technology, their peers and teachers provide
access ... It may serve as a pathway for further training and employment in a range of

professions within the music industry.

According to the Queensland Studies Authority (2012:6) the feasibility of the
rationales mentioned above are challenged by insufficient time to cover the full
curriculum content, availability of resources, vague achievement standards and
varying teacher competence. Scholars such as Southcott and Joseph (2007) state

that subject Music in Australia is generally characterised by an overcrowded
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curriculum. Furthermore, Australia's upcoming classical musicians are not always
sufficiently guided in terms of commencing their careers, while music learners
residing in remote areas are often faced with difficulty in furthering their studies
(Kartomi, 2008).

The subject Music curriculum content of the various states is generally similar but
specifically dissimilar concerning clear demarcation. The Music curriculum content of
Queensland, Western Australia and Victoria has a clear chronological rationale and
definite content descriptions for each year (Queensland Studies Authority, 2012;
SCSA, 2012a; Victorian Curriculum and Assessment Authority, 2010). Queensland
specifically emphasises practical musicianship (Queensland Studies Authority, 2012)
while the Music curricula of New South Wales, Northern Territory and Tasmania
contain vague content delineations (New South Wales Government, 2013; Northern
Territory curriculum framework, 2009; TQA, 2010). The various states update and
refine their subject Music curricula on an ongoing basis, for example, the subject
Music curriculum of Western Australia was accredited by the SCSA and
implemented in 2011 (SCSA, 2007). Since then, minor changes were twice made to
the curriculum. The first refinements were published in 2011 for implementation in
2012. These refinements were followed by more modifications in 2012 which were
implemented in 2013. Ongoing curriculum refinement contributes to quality music
education which is in line with international standards. Consequently, Australia’s

school grades are acknowledged and accepted by most other countries.

ii. England

Based on the HDI, the UK's education is ranked 28" in the world (UNDP, 2011).
According to the 2011 census in England (ONS, 2012) and the World Bank (2013),
England comprises the largest population of the UK. Subsequently, it was decided to

use England’s subject Music curriculum in the current study.

England and Wales share the same curriculum, known as the National Curriculum.
This curriculum is divided into primary and secondary education. Primary school

education generally involves children between 4-11 years of age, while secondary
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school caters for 11-18 year olds. Table 2.2 shows detail and terms associated with
the English school system. Children are compelled to attend school until 16 years of
age. For most learners this will mean completing Key Stage 4 after which the
General Certificate of Secondary Education (GCSE) examination is taken. Although
Sixth Form is optional, most learners complete it in order to gain entrance into higher
education. At the end of Lower Sixth Form, the Advanced Subsidiary (AS) General
Certificate Education (GCE) is offered as a separate qualification or as a stepping
stone for Upper Sixth Form after which learners can sit for the final school
examination, the Advanced (A) GCE.

Child’s Age School Year Curriculum

on 31st Aug Group Stage School Type
3 Nursery Foundation Nursery school
4 Reception Stage
| 5 || Year 1 \ Key Stage 1 Infant school
6 Year 2
7 Year 3 Primary school
| = ” 1oard ‘ Key Stage 2 ||Junior school
9 Year 5
10 Year 6
11 Year 7
12 Year 8 Key Stage 3 = d
13 Year 9 chtrl]r;mary
14 Year 10 Key Stage 4 / Secondary school
15 Year 11 GCSE

Year 12 (Lower

" Sixth Form) || Sixth form /| Sixth form
17 Year 13 (Upper A’ level college
Sixth Form)

Table 2.2:  The English schooling system'®

In a national survey of England's National Curriculum, certain key aspects were
highlighted: 35% of the respondents were positive about the curriculum content
being extensive, while 27% said that the content could be narrowed down; 49% of
the respondents indicated that the curriculum is too descriptive and that teachers

should be allowed more freedom to create a broad learning experience (Department

16 Itper, n.d.
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for Education, 2011a). In addition, 14% of the participants indicated that they
favoured the curriculum's outcomes-based approach. The survey also found that in
relation to skills development, knowledge and comprehension are not overly

emphasised.

According to the national survey too many changes, often politically motivated, are
made to the curriculum. In addition, Smith (n.d.) points out that although cultural
diversity, respect and understanding should be cultivated through any curriculum, it
can pose a threat to the UK education system since its own culture and identity is
compromised. In addition, the House of Commons Children, Schools and Families
Committee (2009:3-4) raised its concerns regarding the excessive content of the
curriculum, the fact that not all schools offer a wide variety of subjects, a "poor level
of continuity and coherence in the National Curriculum”, as well as fluctuating
degrees of teacher competence. According to England's Department for Education,
universities, colleges and employers expressed their apprehension regarding school
leavers’ literacy and numeracy (Department for Education, 2013). Employers often
need to enrol new employees, joining the company straight after school, for
additional courses. Realising this, the Department for Education aims to reform Key
Stages 4 and 5 to provide a stronger foundation for further studies by collaborating

with universities (Department for Education, 2013).

England's Music curriculum is similar to Australia in that it is built on a praxial music
education approach. The curriculum aims to develop learners both personally and
socially. These aims, as stated in the OCR’s GCE Music booklet (2008:6), are listed
below.

1. Extend the skills, knowledge and understanding needed to communicate through
music and to take part in making music;

2. Engage in, and extend their appreciation of, the diverse and dynamic heritage of
music, promoting spiritual and cultural development;

3. Develop particular strengths and interests encouraging life-long learning and
providing access to music-related and other careers; and

4. Recognise the interdependence of musical skills, knowledge and understanding
and the links between the activities of performing/realising, composing and

appraising.
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Through exploring England’s curriculum policies and documents but particularly its A
level and AS level Music curriculum, it is evident that the English government is
continually looking for ways to improve the curriculum by identifying weaknesses in
the curriculum and school system through ongoing research, discussion and
comparison to other curricula (Department for Education, 2013; Ofsted, 2012; Smith,
n.d.). In 2011 a National Plan for Music Education was published to address music
education inequalities which will also improve learners’ achievement in other

subjects (Department for Education, 2011b).

Ofsted, the official body for school inspections in the UK, published a report in 2012
after conducting 194 specialist music inspections in schools between 2008 and
2011. According to this report too much emphasis is placed on discussion and
written work without listening examples, practical demonstration or actual music
making. It shows, too, that vocal instruction is insufficiently exploited and assessed,
while music technology'” is also marginalised. It is insufficiently used in the
classroom, causing barriers to pupils’ musical development. Darren Henley (2011),
author of several music publications and Managing Director of Classic FM in
England, supports these findings and makes consequent recommendations towards
improved music education in England. These recommendations include a vision of
what can be expected by learners from their music education; creating an
opportunity for all learners to engage in entry level music activities; creating an
awareness of the importance of organisations funding the Arts; suggesting ways in
which music educators can become more effective; and making music education

information more accessible.

Considering the literature, as well as other sources, it can be stated that England’s
subject Music is faced with implementation issues rather than curriculum content

problems.

' "Music technology encompasses all forms of technology involved with the musical arts, particularly
the use of electronic devices and computer software to facilitate playback, recording, composition,
storage, analysis, and performance" (Answers, 2014).
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iii. The Republic of Trinidad and Tobago (Trinidad and Tobago)

Trinidad and Tobago (T&T) are two islands seven miles off the coast of Venezuela.
The Island of Trinidad was a Spanish colony from 1594-1802 after which it became a
British colony. The Island of Tobago was colonised by the Dutch in 1630, then by the
French in the middle of the 18" century, after which it ceded to British dominium in
1814. In 1888 the islands became one colony (Trayte, 2008). T&T remained a British

colony until its independence in 1962.

According to the HDI, Trinidad and Tobago's education is ranked 62" in the world
(UNDP, 2011). Unlike some colonies, T&T managed to maintain its education
standards after independence. Today, the country has a literacy rate of 98%. This is
mainly as a result of free schooling and compulsory education from ages 5-16
(Smith, 2013:284). The country follows either the Caribbean Examinations Council
(CXC) or the Cambridge General Certificate of Education (GCE) curricula for their
various school subjects. Since the Cambridge Music curriculum is similar to the
English National Curriculum which was discussed under England, the CXC

curriculum is examined pertaining to T&T.

The CXC is an accredited examination board that sets school curricula, as well as
the final school examination for the various subjects. After completing their final
school year, Grade 12 learners write the Caribbean Secondary Education Certificate
(CSEC) Advanced examination. Most Caribbean countries, for example Antigua and
Barbuda, Dominica and Jamaica follow the CXC curriculum (CXC, 2009a). This
curriculum emphasises well-formed learners who are produced by following a praxial
education approach. According to UNESCO (2010d:2), the aim of T&T's school
education is to:

...enable individuals to maximise their life opportunities. It is hoped that the education
system will establish and maintain the ethical and moral values necessary for civilized
interpersonal and inter-group relationships in a multi-cultural, multi-ethnic and multi-

religious society.
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Any education system exhibits strengths, weaknesses, opportunities and threats

(SWOT) when examined closely. This is no exception with T&T's schooling system.

According to the Education sector strategic plan: 2011-2015 (GORTT'® Ministry of
Education, 2010:46) qualified staff, substantial resources, efficient social support
services and a good education policy framework are among the strengths of its
education system. In addition, the CXC curriculum is child-centred and aims to
develop children through self-exploration. This is evident from the Music curriculum’s
rationale (CXC, 2009a). Children are expected to take responsibility for and control
of their own learning. The curriculum emphasises the holistic development of
learners and therefore embraces UNESCO's Pillars of Learning which are learning to
know, learning to do, learning to live together and learning to be (Delors et al. 1996).
Weaknesses include underdeveloped policy analysis and review capacity, as well as
various managerial challenges in areas such as performance appraisal, human
resource processes and utilising information and communication technologies for the
purpose of management. Opportunities involve education and child development
being among government's key priorities, high HDI and GDP ratings, as well as
decreasing levels of poverty. A high HIV/AIDS rate among young people, crime and

child abuse are among threats impeding the education system.

In terms of schooling structure, T&T's system is similar to that of most countries
discussed in this study but particularly Australia, India and S&moa since it offers
technical education and vocational training as one of its tertiary education options. Its
primary education comprises five years (Standard 1-5), for ages 7-11. Junior
secondary school is compulsory and stretches over five years (Form 1-5) generally
for ages 12-16. Senior secondary school is optional. It stretches over two years for
ages 17-18, referred to as Form 6. Up to the end of junior secondary school, the
Ministry of Education provides its own curriculum. The GCE or CXC curricula are
used for senior secondary school and conclude with either the GCE Advanced
Levels examination or CXC Advanced Levels examination. A detailed explanation of

T&T's education system can be viewed in Figure 2.3.

'® Government of the Republic of Trinidad and Tobago.
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Figure 2.3:  The education system of Trinidad and Tobago'®

Towards the end of the 19" century, subject Music was introduced as school subject
in T&T. Similar to other Commonwealth Caribbean countries previously under British
control, T&T was forced to follow the British curriculum content which focused on
British choral music, vocal technique and music literacy. After these countries gained
independence, other education philosophies were explored and traditional Caribbean
music was gradually phased into the Music curriculum (Tucker & Bowen, 2001).
Having said this, it is important to understand that subject Music in T&T cannot be
separated from other Caribbean countries due to the bond they share in terms of

their colonial past, culture, education and modern day challenges.

After an extensive search for information, the researcher was able to locate only one
relatively recent study by Tucker and Bowen (2001) reporting on the state of subject

Music in the country. In fact, the Declaration of the 2" Caribbean International Arts

Y UNESCO, 2010:5c.
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Education Symposium by UNESCO emerged from this investigation. It states various
communal problems associated with Caribbean countries such as "increasing levels
of crime and violence; decreasing levels of literacy; drug related issues; communal
[and] gang warfare; gender inequalities and male under achievement; domestic
violence; child abuse and barrel children; political corruption; unemployment; [and]
health and natural disasters" (UNESCO, 2005:1-2). At the symposium the
implementation of international arts education programmes was emphasised as a
way to address the problems and as a medium whereby youngsters could be guided
towards becoming reputable citizens. The following recommendations were sent to
relevant authorities of various countries, including T&T (UNESCO, 2005:2):

1. Arts education policy acknowledge and articulate the links between communities,
educational and social institutions and the world of work;

2. The arts be implemented throughout the Caribbean school system, within the
curriculum and as positive alternatives outside of the school environment;

3. Trained human resources, inside and outside of educational institutions, be made
available in order to permit and foster the growth and promotion of Caribbean
arts education;

4. Professional training for artists and teachers be made available to enhance the
quality of arts education delivery in the region;

5. Material resources necessary for the effective delivery of the arts: space, media,
tools, books etc., be produced and made available to all Caribbean schools and
libraries;

6. A complete databank of Caribbean human and material arts education resources
be researched, documented and made available to all educational institutions and
on the internet;

7. The current oral culture of societies-in-crisis be documented.

Today, Music is offered up to Form 6 in a limited number of schools and T&T is one
of only a few Caribbean countries that do offer subject Music in senior secondary
school. The CXC syllabus is used for Grade 10-11 (Form 4-5) after which learners
may continue with the GCE Advanced levels since the CXC do not provide a music

syllabus for Grade 12.

According to Tucker and Bowen (2001), learners often receive substandard music

education in the grades preceding subject Music. They also identified a lack of music
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specialists who are able to teach subject Music in senior secondary school and "the
absence of a shared understanding of the aims and content of secondary music" as
key obstacles in the survival of subject Music (2001:6). School governance's
ignorance in terms of music staffing is a further challenge since often only one music
teacher is appointed per school. Apart from the high demands associated with music
education, music teachers are burdened with additional extra-curricular non-music
activities which impacts on the quality of lesson preparation. As a result, the multi-
level growth of music learners which music education is supposed to offer is
compromised (St. Lucia Commission on Music Education, in Tucker & Bowen,
2001).

Despite the challenges mentioned above, the introduction of the CXC curriculum in
1997 contributed to a better image of subject Music in terms of its recognition as
formal school subject in senior secondary schools. This is due to the fact that
performing, composing, listening and music appreciation were placed at the core of
the curriculum since implementation of the CXC curriculum. Especially the
composition component was previously neglected. The CXC curriculum introduced
and standardised formal assessment. Since implementing the CXC curriculum,
"Caribbean upper-secondary music education became a unified concept and force to
be reckoned with as a regional corporate entity; and students of the region could
embrace a new option upon which to focus career goals or gain additional artistic
enrichment" (Tucker & Bowen, 2001:9).

2.6.2 Second World countries

In this section, three Second World countries' education systems and Music curricula
are discussed. These are the Independent state of S&moa, the Republic of South
Africa and India. All three countries were under British imperial governance at some

time in the past.

i The Independent State of Sdmoa (Sdmoa)

In 1962, Samoa gained independence from New Zealand, a former British colony.
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Before independence, Sdmoa was known as Western Sdmoa which constituted the
western Samoan islands (CountryWatch, 2013; Frommer's, 2013). Sdmoa passed
through various colonial hands in the 100 years preceding independence. British
settlers arrived during the 1830s but by the middle of the 19™ century Britain,
Germany and the US all had consular representation. Tension between the countries
intensified and peaked in 1889. The situation was resolved by signing of the Final
Act of the Berlin Conference on Sédmoan Affairs. However, after the death of
Samoan king Malietoa Laupepa in 1898, the power struggle continued. In 1900
Germany took control of Western Samoa, while the US took charge of Eastern
Samoa. In 1914 New Zealand colonised Western Samoa and remained in power
until Samoa's independence in 1962. This marked the beginning of a new era in

Sa&moan governance, education and various other sectors.

Samoa’s education is ranked 99" in the world according to the HDI (UNDP, 2011).
Its schooling comprises eight years of primary school education and five years of

secondary education. The Sdmoan education system is explained in Table 2.3.

Year 1 Age 5/6
Year 2 Age 7
Year 3 Age 8
Year 4 Age 9
Year 5 Age 10
Year 6 Age 11
Year 7 Age 12
Year 8 Age 13
Year 9 Age 14
Year 10 Age 15
Year 11 Age 16
Year 12 Age 17
Year 13

Primary education

Secondary
education

Table 2.3:  The Samoan education system?

Despite the fact that Sdmoa relies heavily on New Zealand to support its primary

school education, it enforces its own secondary school curriculum (Ministry of

20 UNESCO, 2013c:6.
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Foreign Affairs and Trade, 2012). Education is compulsory for all children up to 14
years of age. However, an estimated 65% of Sdmoan learners attend secondary
school (Ministry of Foreign Affairs and Trade, 2012). After completing secondary
school, learners have the option to continue with tertiary studies at either the Sadmoa

Polytechnic (vocational education) or the National University of Sdmoa.

According to UNESCO (2012) there has recently been a considerable improvement
in the S&moan schooling system. Based on the latest statistical analysis, Sdmoa
now has a secondary school literacy rate of 77%. This is based on school
attendance (UNESCO, 2012). However, this does not reflect quality of education or

curriculum problems that exist in the country.

In 2007, the S&moan Ministry of Education, Sports and Culture published a progress
report on its education goals. (Unfortunately, more recent information than 2007
could not be retrieved.) According to this report insufficient funding impedes the
quality of facilities, equipment, learning resources and adequately trained teachers.
In addition, concern is raised about the literacy levels being achieved, especially in

primary schooling, and the gap between these levels and the curriculum.

The principles that underpin Sa@moa’s Music curriculum are not as clearly defined as
those of the countries which have been discussed thus far. Despite this, pragmatism
threads through the following principles which are stated in the Music curriculum,
taken from the Sdmoan secondary school curriculum overview document without any
adaption to fit a “musical glove” (MESC, 2004:7):

1. Provides challenge for all students and allows for individual differences,

2. Fosters and enhances the self-concept of all learners, and encourages them to
be self-directed in their learning,
Will be based on what is best in [Sdmoa],
Will be responsive to change so that it is relevant to the needs of the individual
learner, to the well-being of the community, and ultimately to national

development.

In addition, the Music curriculum provides a set of general Arts education aims
(MESC, 2004:10):

53



1. Develop knowledge, creativity and skills in the arts using appropriate terminology,
practices, processes and techniques.

2. Develop ideas and investigate concepts in the Arts by exploring, observing,
reflecting and conceptualising works from a wide range of sources.

3. Communicate and interpret meaning in the Arts by exploring different ways of
conveying ideas and analysing works in response to a wide range of works and
performances.

4. Understand and examine the functions and values of the Arts in the past and

present societies and analyse how cultures express themselves through the Arts.

Considering the praxial foundation of the S&moan curriculum's general principles and
the aims of its Arts education, it is not surprising that its Music curriculum approach
is outcomes-based. The aim for the music strands (outcomes) are as follows (MESC,
2004:18):

1. Strand 1 (General knowledge): Students will explore and expand on their
understanding about what makes music through listening, observing, moving,
singing, writing and performing. Students will develop an understanding of music
symbols and language and use knowledge gained to further interpret elements of
music;

2. Strand 2 (Composition): Students will use known compositional devices to define,
develop and refine their musical ideas. They will learn to arrange, improvise and
compose by using creative and aural skills and the knowledge of instrumentation
and technology;

3. Strand 3 (Performance): Students will develop competency in performance
through practical presentation and evaluation of individual and/or group
performances;

4. Strand 4 (History and research): Students will research to develop their
understanding of music's historical contribution and its significance from past to
present day. They will investigate traditional and contemporary music to develop

a deeper understanding of society and their own community.

The current Music curriculum was published in 2004. No alterations have been made
since then. Furthermore, very little research has been done in terms of music
education in Sadmoa. In fact, after searching for "Samoa" and "music education”
using EBSCOHost (24™ September, 2013), seven results surfaced of which only two
were research reports. None of these involved the actual Music curriculum or

strengths and weaknesses associated with it. Similar searches were conducted
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using alternative search terms. Some searches ended with zero results, while others
produced irrelevant information. Additional searches were conducted using Google
as search engine; these searches also proved to be in vain. After examining the
Education statistical digest: 2012 of Sd&moa which surfaced in one of the searches, it
became apparent why information on subject Music in Sdmoa is extremely scarce.
Of the 24 government secondary schools, six schools offer subject Music in Year 11,
while only two schools offer the subject in Year 12, and merely three schools in Year
13. Considering the fundamental challenges such as funding and school attendance
which the Sadmoan education system faces, music education and research seems
last on a list of the country's concerns. Nevertheless, it is distressing that a subject
such as Music, which can make a difference on multiple levels in the schooling
system, is neglected. Paul Harvey, a syndicated radio show host, rightfully said (as

quoted on Future music educators website, 2013:1):

Should we not be putting all our emphasis on reading, writing and math? The ‘back-to-
basics curricula,” while it has merit, ignores the most urgent void in our present system
— absence of self-discipline. The arts, inspiring — indeed requiring — self-discipline,
may be more ‘basic’ to our nation [sic] survival than traditional credit courses.
Presently, we are spending 29 times more on science than on the arts, and the result

so far is worldwide intellectual embarrassment.

ii. The Republic of South Africa (South Africa)

Based on the HDI, SA’s education is ranked 123" in the world (UNDP, 2011). Its
schooling period consists of 12 grades, each stretching over one year. Like most
other countries it consists of primary school and secondary school, better known as
“high school” in SA. Its school education is divided into two "bands": the General
Education and Training band (GET) and Further Education and Training (FET). GET
is divided into three phases: foundation phase (Grade 0/R-3), intermediate phase
(Grade 4-6) and senior phase (Grade 7-9). Grade 7 is the final grade of most
government primary schools, while Grade 8-9 are the commencing years of high
school. The FET band is the final phase of SA's schooling years and includes
Grades 10-12. Depending on the outcome of their results, Grade 12 learners can

enter higher education at traditional universities, universities of technology,
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comprehensive universities and private colleges. Table 2.4 shows detail pertaining to

the South African education system.

Grade 0/R (age 6)
Grade 1

Grade 2

Grade 3

Grade 4

Grade 5

Grade 6

Grade 7

Grade 8

Grade 9

Grade 10 High school education
Grade 11

Grade 12

Foundation
phase

Primary school education

(GET)
Inter
mediate
phase

General education and training

Senior
phase

Further
educa-
tion and
training
(FET)

Tertiary education

Table 2.4:  The South African education system

Before SA’s first democratic elections in 1994, its school curriculum was based on an
idealist-aesthetic curriculum ideology which focused on intellectual learning imparted
by the teacher to the learner (Education Information Centre, in Jansen, 1998:4;
Hoadley & Jansen, 2009:173). This changed after the abolition of Apartheid in 1994

which marked the beginning of a new era in South African schooling.

The idealist-aesthetic curriculum ideology was replaced with OBE which is rooted in
progressivism. Following this drastic change, a considerable amount of literature has
been published on the processes of curriculum reform from Apartheid to post-
Apartheid. Scholars and authors like Jansen, Chisholm, and Christie "have provided
trenchant commentaries and criticism of policy processes from the mid-1980s to the
current period from a political sociology and historical perspective" (Hoadley,
2010:135). However, since the initial implementation of OBE, SA’s education system
and curriculum have undergone significant change. Today, some of its fundamental

values include democracy, equality, non-racism and social justice.

In March 1960, Music was introduced as school subject (Transvaal Education

Bulletin, in Blumfield, 2008). Up to 1994, music education was an elite school subject
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associated with White education and the curriculum was aimed at the White learner.
The core of the Music curriculum was WAM, while other music styles were excluded.
Most non-Whites did not have the opportunity to take music as a school subject and
if they were fortunate enough to take music, the choice of instruments was limited to

either voice or recorder (M. Feenstra. Personal communication. 2 April 2013).

As mentioned earlier, the previous South African school curriculum was replaced
with the NATED Report 550 in 1995. However, this curriculum did not involve subject
content changes. It was only with the introduction of Curriculum 2005 in 1998 that
the subject content was expanded. Although WAM was still the main emphasis,
other styles were also included. Another change involved the inclusion of music
technology, composition and improvisation in the curriculum. The new curriculum
was better aligned with the “scale of change in the world, the growth and
development of knowledge and technology and the demands of the 21%* Century”
(Department of Education, 2008:2). C2005 and its revised version, the NCS, made
subject Music a more attractive elective subject choice for Grades 10-12 since
learners from different cultures could relate to it. CAPS on the other hand allows
learners to specialise in one strand: WAM, IAM or Jazz. No matter the choice of
strand, learners are also exposed to some information regarding the other strands.
However, in comparison to NCS, less attention is given to secondary strands.
Another big change is the omission of music technology from CAPS. To complicate
matters further, equal inclusion of all South African cultural groups’ music in CAPS

remains a point of dispute.

There has been much discussion and debate since 1994 concerning the content of
SA's subject Music curriculum which, until today, remains a controversial issue and a
headache for curriculum designers. Two focal questions remain: "What content
should be included in SA's subject Music curriculum?" and "for what reason?". On
the one hand, the majority (79.6%) of the South African population is Black
(Statistics South Africa, 2012). This might be used in favour of advocating curriculum
content which is African dominated. On the other hand, keeping pace with
international requirements through producing competent professionals is equally
important. It is therefore not surprising that the balance and inclusion of cultural

heritage versus modernity in numerous curricula have been identified as a dilemma
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by many researchers and will remain contentious (Mangiagalli, 2005; Carver, 2002;
Woolman, 2001).

The South African school curriculum, but in particular its subject Music curriculum, is
no exception. Other aspects to consider include style preference by educators and
learners as pointed out by scholars like Nompula (2012), Matthews (2011) and
Mangiagalli (2005). Although subject Music under NCS and CAPS is culturally more
inclusive, minority groups such as those of Coloured and Indian descent are still
overlooked. Exposing South African learners to diverse cultures can serve as a
powerful tool to enhance learning, build national pride and construct an all-inclusive

South African cultural identity which speaks of a true united nation.

Although the development of CAPS aimed to place more emphasis on IAM and Jazz
than its NCS predecessor, specialists in these fields were not consulted sufficiently
(I. Ngwane, GDE?'. Personal communication. 30 August 2013). As a result, the 1AM
and Jazz sections of CAPS are either inadequately (if at all) specified. In fact, the
lack of detail is so severe that CAPS is currently being reviewed by a national
assessment team appointed by the DBE of which the names may not be revealed as
requested by the DBE. At the same time, the DBE have confirmed that it is
particularly interested in the findings and recommendations of the present study (I.
Ngwane, GDE. Personal communication. 30 August 2013). Therefore, after
completing the study, the researcher intends to present it to the national assessment

team in order to contribute towards a comprehensive review of Music CAPS.

Apart from curriculum problems, insufficient teacher competence adds to the current
crisis in South African education. After nearly 20 years of post-Apartheid education,
teacher competence and resources in subject Music (but also other subjects) remain

a serious concern, especially in rural schools (Seroto, 2012; Jansen, 1998).

Although a choice between WAM, IAM and Jazz may be inherently good, the

21 Although Mr Ngwane is a fulltime employee of the GDE, he served as member of the DBE's
National Training Team that provided CAPS training for the different South African provinces.

58



exclusion of contemporary music? lessens CAPS’s compatibility with countries such
as Australia, England and T&T. A further distressing point is the minimum level for
Grade 12 subject Music which is a mere Grade 5% practical and music theory
standard. This is in contrast to most other countries which require a minimum of
Grade 7 practical and Grade 6 theory standard. Consequently, more pressure is
placed on first year students and lecturers at tertiary institutions to produce

satisfactory results, not to mention excellent results.

Despite the challenges faced by subject Music in SA, learners are, apart from WAM,
exposed to IAM and Jazz which was not the case with subject Music during
Apartheid. The South African subject Music curriculum challenges fascinate local
and international scholars and therefore incessant research is generated. Although
research provides new insight and recommendations towards solving subject Music

matters in SA, putting theory into practice remains a challenge.

Finally, in terms of Music CAPS’s philosophical approach, no specific aims are
stated concerning Music per se. A set of general aims contained in the National
Curriculum Statement Grades R-12 is restated in the Music curriculum from which a
praxial ideology is evident. The aims are as follows (Department of Education,
2011:5):

1. Identify and solve problems and make decisions using critical and creative
thinking;

Work effectively as individuals and with others as members of a team;

Organise and manage themselves and their activities responsibly and effectively;

Collect, analyse, organise and critically evaluate information;

o~ DN

Communicate effectively using visual, symbolic and/or language skills in various
modes;
6. Use science and technology effectively and critically showing responsibility

towards the environment and the health of others;

*2 Contemporary music refers to "popular music from the 1950s to the present day" (SCSA, 2012a:7).
2 Referring to grading according to external examination boards such as ABRSM, Trinity Guildhall
and UNISA.
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7. Demonstrate an understanding of the world as a set of related systems by

recognising that problem solving contexts do not exist in isolation.

iii. India

During the 16" century, European countries started to expand their empires to India.
By the middle of the 18" century, Britain and France were competing for colonial
ascendancy. During the second half of the 18" century, Britain's dominance
increased and by the 19" century Britain secured governance of the south-eastern
part of India (CIA, 2013b; BBC, 2011). The colony stretched "up the Ganges valley to
Delhi and over most of the peninsula of southern India" (BBC, 2011). Britain's
military presence enabled them to colonise most of the remaining parts of India over
the 50 years that followed. India remained a British colony until gaining

independence in 1947.

Based on the HDI, India's education is ranked 134" in the world (UNDP, 2011). Its
school education is divided into elementary and secondary education. Elementary
education is free and compulsory for children up to 14 years of age (UNESCO,
2010a; Government of India, 2008b) and is divided into primary school and upper
primary school or middle school. Secondary education is divided into general
secondary school (Grade 9-10 or 8-10, depending on the State and Union
Territory)®* and higher secondary school (Grade 11-12) which offers the option of
either academic or vocational education (UNESCO, 2010a). Academic education
allows learners to further their education at a university or other tertiary institution,
while vocational education prepares learners to enter the workplace or attend further
vocational training at a polytechnic or industrial training institution. A detailed
representation of the Indian education system can be viewed in Figure 2.4 on the

next page.

 India is divided into 35 States and Union Territories (S/UTs). In 23 of the S/UTs secondary school
consists of Grade 9-10, while secondary school stretches from Grade 8-10 in the remaining 12 S/UTs
(UNESCO, 2010a).
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Figure 2.4:  The education system of India®

Another problem, linked to equal education opportunities, is a shortage of qualified
teachers and resources. Although this is true, it also needs to be stated that the
number of teachers has shown a steady increase from 1990-2005. The number of
secondary teachers steadily increased from 1.3 million in 1990-1901 to 2.25 million
in 2006-2007 (Government of India, 2006; Government of India, 2008a).
Unfortunately, the number decreased in 2007-2008 to 2.13 million teachers
(Government of India, 2009). Apart from the challenges listed up to this point, the
Government of India (2008b) points out that access to education; quality and
relevance of education; resources; as well as "planning and management of

educational programmes" are also areas of major concern (p. 70).

% UNESCO, 2010a:8.
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Lastly, India’s unique and rich cultural heritage is increasingly threatened by
modernisation and a “growing distance between the arts and the people at large”
(National Council of Educational Research and Training, n.d.:1). Considering the fact
that 2013 was the first implementation year of a new school curriculum, a serious
question remains: to what degree were the above mentioned challenges addressed
before constructing and implementing the new curriculum? This is particularly
relevant and concerning since the researcher was unable to locate any reports
dealing with problems concerning the previous curriculum or any reports providing

evidence of successful problem combating.

As mentioned previously, India’s culture is under threat. Consequently, a raising of
awareness of the value of Arts education has emerged in recent years. The
introduction to the Arts curriculum states that “the need to integrate arts education in
the formal schooling of our students now requires urgent attention if [India] is to
retain [its] unique cultural identity” (National Council of Educational Research and
Training, n.d.:1). Despite this, Arts education has often been the centre of debates

concerning its inclusion in the school curriculum.

Today, India embraces a praxial philosophy for its school curriculum. In the early
1990s, the National Advisory Committee investigated curriculum problems. In their
report, the Committee revealed that children should not be seen as reservoirs of
knowledge through traditional textbook drilling. Instead, more emphasis had to be
placed on using educational tools such as children’s creativity and ability to construct
knowledge through their personal experience (Government of India, 1993). Since
then, India's school curriculum has been transformed to serve pragmatism. The Arts
curriculum supports this by stating the following in the introduction to the Music and

dance section of the Senior school curriculum 2015 (Government of India, 2013:5):

Education ... aims at making children capable of becoming active, responsible,
productive, and caring members of society. They are made familiar with the various
practices of the community by imparting the relevant skills and ideas. Ideally,
education is supposed to encourage the students to analyse and evaluate their
experiences, to doubt, to question, to investigate — in other words, to be inquisitive and

to think independently.
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In order to achieve these aims, the following curriculum goals were set (Government
of India, 2013:6):

—_

To enhance self-awareness and explore innate potential;

2. To develop creativity and the ability to appreciate art and showcase one's own
talents;

3. To promote capabilities related to goal setting, decision making and lifelong
learning;
To nurture assertive communication and interpersonal skills;
To learn to be empathetic towards others, display dignity and respect to the
opposite gender, to contribute for the community, and focus on preserving
environment;

6. To foster cultural learning and international understanding in an interdependent
society;
To strengthen knowledge and attitude related to livelihood skills;
To acquire the ability to utilize technology and information for the betterment of
humankind;

9. To inspire the attitude of functional and participatory learning; and

10. To develop abilities related to thinking skills and problem solving.

Being conscious of the imperative role of the Arts in securing its cultural legacy, the
content of India's Arts curriculum is structured around Indian culture rather than
cosmopolitanism. Learners are exposed to the Arts in elementary school in order to
motivate them to continue with the Arts in secondary school (National Council of

Educational Research and Training, n.d.).

Despite an increased awareness, appreciation and recognition of the value of the
Arts among stakeholders such as learners, parents, teachers and policy makers, the
National Council of Educational Research and Training (n.d.:1) warns that before the
2008 Arts curriculum was implemented, recommendations towards the integration of
the Arts as school subject rather than an extramural activity were unsuccessful.
Being aware of the gap between theory and practice, the National Focus Group on
Arts, Music, Dance and Theater made the following suggestions in the National
Curriculum Framework 2005 (National Council of Educational Research and
Training, 2005) to strengthen the case for formal Arts education: it must be a

compulsory subject in all schools up to Grade 10; schools should emphasise the
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value of Arts education apart from serving as entertainment; instruction should be
interactive and performance orientated rather than prescriptive. The remaining

question is to what extent these resolutions have been put into practice?

2.6.3 Third World country: Kenya

In 1894, Kenya was formally colonised by Britain. It remained under British rule until
its independence in 1963. After independence, Kenya continued to follow the British
education structure known as the 7-4-2-3 system?®, while simultaneously

implementing drastic reforms (Buchmann, 1999).

Many sources state the importance of education to the Kenyan government.
Although this might be true, the efficiency of its education system is debatable when
considering Kenya's low HDI classification — ranked 143" in the world (UNDP, 2011).
Scholars around the globe have concluded that, similar to most other former
colonies, Kenyan authorities often make empty promises of "improved material
welfare and economic growth but seldom have the resources or organizational
capacity to fulfil these promises" (Buchmann, 1999:95). Milligan (2011:279) stresses
that adequate educational policymaking is imperative to Kenya's "national growth
and poverty reduction, future employment, and adaptability to global changes".

Mungai (2002:i) adds that Kenyan education must:

Serve to foster national unity; serve the needs of national development; foster,
develop, and communicate the rich and varied cultures of Kenya; prepare and equip
the youth of Kenya with expertise to play an effective role in the life of the nation;
promote social justice and morality by instilling right attitudes; and foster positive

attitudes towards other nations.

Following its independence, a significant number of Kenyan learners failed to

complete primary school education, often due to financial constraints. As a result, a

% Seven years of primary education, four years of junior secondary education, two years of senior
secondary and three to five years of tertiary education.
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commission was established to "build a national identity and to unify the different
ethnicities through subjects in school such as history and civics, and civic education
for the masses" (Wosyanju, n.d.:2). As incentive to complete primary education, the
Kenyan Government decided to provide primary education free of charge for all
learners (Milligan, 2011; Oketch & Rolleston, 2007). By extending education to its
larger population, Kenyans were provided with the opportunity to become skilled
workers who were able to fill vacancies previously occupied by the British
(Buchmann, 1999). This ambitious reform in education also brought a number of
serious challenges. There were not enough schools or teachers to cope with the
drastic increase in pupil numbers. Non-qualified teachers were employed by the
state to meet the demand but this axiomatically harmed the quality of education. At
the same time, it led to the establishment of private schools charging mandatory
school fees but offering better quality education through significantly smaller class

sizes (Wosyanju, n.d.).

The 8-4-4 system?’, which is based on the USA's education model, was introduced
in 1985. The reason for this reform was to put in place practice-orientated education
which would enhance economic growth through providing a better skilled labour
force (UNESCO, 2010b). The new education system, which is still in use today,
emphasises subjects like Mathematics, English and vocational subjects (Wosyanju,
n.d.). In addition, primary education concludes with learners writing the Kenya
Certificate of Primary Education (KCPE) "to determine placement at secondary
school on a merit basis" (Wosyanju, n.d). After 4 years in secondary school, learners
have to successfully complete the Kenya Certificate of Secondary Education (KCSE)
examination to continue with tertiary education. Figure 2.5 shows the various

education options the system offers learners.

o Eight years of primary education, four years of secondary education and four years of tertiary
education.
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Figure 2.5:  The Kenyan education system?®

In theory the curriculum and education system is informed by progressivism.
However, Benoit (2013) states that, based on her personal experience with the
Kenyan education system, education in Kenya is in effect leaning towards
essentialism rather than progressivism. However, it needs to be pointed out that
Benoit's observation is based on her visit to nine schools which included both public
and private schools in Nairobi and Mombasa and, therefore, not necessarily

representative of the majority of Kenyan schools.

After half a century, Kenya's ability to successfully improve and reform its school
system and curriculum is still crippled by a lack of funding due to the government's
inability to provide sufficient subsidy to support free education (Buchmann, 1999;
Frederiksen, n.d.). Other aspects threatening education include adequately trained
teachers in upper primary and secondary levels, the distance learners have to travel
to school, the HIV/AIDS pandemic, poverty, lack of nutrition, as well as computer and
internet access (UNESCO, 2004; Buchmann, 1999, Frederiksen, n.d.). Additionally,
Bettmann, et al. (2013) assert that the dropout rate among female learners, mostly
due to labour shortage, early marriage and pregnancy, is of further concern. Despite

these challenges, Kenyan schools are characterised by good discipline and well

2 UNESCO, 2010b.
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behaved learners who are focused and respectful (Benoit, 2013). Benoit ascribes
this to the application of corporal punishment, although the researcher, based on her
personal experience of the "old" South African education system, also ascribes it to

essentialism which is effectively still in practice.

Kenya's secondary school Music curriculum is not available from its Ministry of
Education's website and the researcher's attempt to obtain it from the Ministry
through personal correspondence was also unsuccessful. Despite the unavailability
of the official curriculum document, the researcher was able to locate the curriculum

online at the Elimu Network.

Kenya's secondary subject Music curriculum is outcomes-based. Its underpinning
praxial philosophy is evident from its "General objectives" as stated in the Kenyan

secondary school music syllabus (Elimu Network, 2013:1):

Read and write music;
Use musical instruments, costumes and decorations;
Express own ideas, emotions and experiences through composing music and
dance;
Appreciate and contribute to development of different types of music;
Acquire a sense of co-operation by participating in musical activities;
Promote and enhance national unity by identifying through exploration,
appreciation and performance of indigenous music from all parts of Kenya;

7. Contribute to the world of music through study and participate in the country’s
music and that of other nations;

8. Use acquired music skills for his/her well being and of others in society;

9. Use music to acquire better mental and physical health;

10. Compose music to educate society on issues affecting them;

11. Perform and enjoy song, dance and instrumental music;

12. Develop/improve own creative skills/talents through the composition of music and

dance.

Despite the Music curriculum’s evidently praxial approach, Akuno (2005) states that
in practice, music education is theoretically rather than practically inclined. Another
point of concern is that, despite Kenyan indigenous music being a component of the

KCSE Music syllabus, it is not emphasised as much as Western music (Odwar,
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2007; Wanyama, 2006; Opondo, 2000). According to Wanyama (2006) leaders in
education are often under the illusion that music education is costly and therefore not
feasible. These leaders are often ignorant of the fact that less expensive traditional
instruments can be utilised in preference to more expensive Western instruments.
Another problem is that in 2000 Kenya's Ministry of Education made music an
elective and non-examinable subject at primary school level (Wanyama, 2006). As a
result, teachers and learners often do not take subject Music seriously. This attitude
has a detrimental impact on the number of secondary schools offering subject Music
and learner enrolment, not to mention higher music education (Benoit, 2013;
Wambugu, 2012; Wanyama, 2006).

After studying literature related to each country's general school curriculum and
subject Music curriculum, it became evident that most countries envisage a society
that is diverse in terms of ethnicity, culture and religion. On the other hand, countries
like England and India are weary of a multicultural school curriculum which might
impede on its own culture. It is therefore necessary to consult previous research

concerning multicultural education.

2.7 Multicultural curriculum studies

Curriculum development requires the understanding of a particular country, its
educational challenges, values, history, needs and aims to improve its current
curriculum. Multicultural curriculum-making remains a challenge in South Africa. It is

therefore imperative to turn to research on the topic.

Prasad and Kaushik (1997:2) warn that curriculum designers should guard against
bias towards their own cultures when designing a curriculum. A good example of
cultural favouritism can be found in the NATED 550 Music Curriculum which was in
use before 1994 in SA. It focused on WAM which was of little relevance to the vast

majority of South African learners (Hauptfleisch, 1993:2).

James A. Banks, a citizenship education theorist, has written several articles and

books on multicultural education. In a recent study (2013) he outlines the key
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developments in multicultural education which took place in the USA from 1962-
2012. This is particularly relevant to South Africa since its segregation history is
similar to that of the USA, with one significant difference: the majority of the USA’s
population is White, while the majority of South Africa’s population is Black. Despite
this, Banks's valuable contribution in multicultural education is still very useful in the

South African context.

The African American struggle for civil rights reached a climax during the 1950s and
1960s (Divine et al., 1995). African Americans and other minority groups demanded
representation in the school curriculum and textbooks. As a result, “ethnic studies
were the first phase in the historical development of multicultural education” (Banks,
2013:74). Although information relating to minority groups was integrated into the
curriculum, it remained separate from the mainstream curriculum and information on
freedom activists referred to in curriculum content were relatively neutral; in other
words, they “did not question or challenge the status quo” (Banks, 2013:74). Even
though there was an awareness among teachers and other professionals in the
education field of the inclusion of content which is culturally representative of the
American nation, it would not solve educational inequality and improve academic
results of students from different ethnic groups. Scholars like Delpit, Gay and
Ladson-Billings (Banks, 2013) identified a number of “school variables” that had to
be transformed (Banks, 2013:75):

School policy and politics, school culture and hidden curriculum, learning styles of the
school, languages and dialects of the school, community participation and input,
counselling programs, assessment and testing procedures, instructional materials, the
formalized curriculum and course of study, teaching styles and strategies, and school

staff: attitudes, perceptions, beliefs, and actions.

Banks (2013) points out that learners from low-income homes are more likely to be
faced with academic challenges and behavioural problems as a result of genetic
characteristics or social setting. He also states that schools have both the
responsibility and ability to assist such learners and to "enable them to acquire the
knowledge, skills, and attitudes needed to function effectively in the mainstream

society, including the schools" without trying to separate them from their social
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background, culture and language (Banks, 2013:75-76). Although this is a realistic
expectation of schools in First World countries, it is far more complicated in countries
like SA where teacher competence remains a huge challenge, not to mention being
adequately trained to deal with learners' academic problems holistically. To make
matters worse, a large percentage of learners come from low-income homes,

especially in the township schools.

Since the turn of the century, there has been an increasing awareness in the USA of
the influence of aspects such as race, class and gender, their interaction and how
they together affect behaviour of learners and educators (Banks, 2013). In other
studies, Banks (2009, 2012) argues that the concept of democracy and a unified
nation will remain abstract for learners from marginalised cultures unless "important
aspects of their ethnic and community cultures" are integrated at the core of
mainstream education (2012:469). Mncwango (2009), from the Department of
General Linguistics at the University of Zululand, and Mansfield (2002) concur with
Banks's view. Boon (2009:10) states that an individual considers the importance of
knowledge based on "personal needs and experiences". Researchers such as
Mehta (2013), Bradley (2006) and Foder (2005) also emphasise the importance of
cultural education becoming a reality rather than a mere goal. At the same time,
Jenks, et al. (2001:87) refer to research which shows that teaching practices often
fail to attend to the diverse learning styles of [...] students who differ culturally,
racially, and socially". It is therefore important for curriculum designers to consider
this, as well as that "cultural identity, national identity, and global identity [are] highly
interconnected, complex, changing, and contextual". This also applies to music

education.

Rideout (2005:39) cautions "that the aesthetic justification we give to music
education and the highly personal and reflective musical meaning we claim" to
produce through music education is bias towards WAM at the cost of other music
styles. Linked to this, Bradley (2006) wrote an article about multiculturalism in music
education. One of the central themes of the article is to "decolonize our
understandings of multiculturalism in music education" (p. 2). Another important
aspect of this article is that she warns against using politically correct terminology

which is technically non-racist but implying the opposite. She argues that WAM is
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often directly or indirectly regarded as superior to other styles in traditional
musicology. Considering the fact that British culture, including its music (inherently
WAM), went together with racism in the form of White elitism and dominion during
colonialisation of other countries, Bradley's argument is particularly valid. Having
said this, without defending colonialism, one cannot overlook the fact that colonialism
also brought economic development through the establishment of infrastructures,

buildings, various institutions and formal schooling.

Nompula (2011) conducted a study in the Eastern Cape province of SA involving
Grade 5 Xhosa children. The aim of the study was to investigate whether the
children "sing Xhosa indigenous songs significantly better than European folk songs"
and whether there is any significant difference in the "development in the cognitive,
psychomotor and affective skills of learners when taught African music as opposed
to western European music" (p. 369). Employing the Wilks Lambda Criterion, the
results indicated that the children sang the Xhosa songs considerably better and with

more emotion than the European songs.

A serious point of criticism regarding Nompula's study is that she failed to include her
findings regarding the second aim of the study. Another weakness is that she
compares the children's performance to WAM only. Including participants from other
cultures and additional music styles, for example popular music®, might have
influenced the outcome of her study significantly. Also, after reading Bradley's article,
Nompula's study exhibits traces of subtle negativism towards WAM which borders on
using politically correct terminology while stating the opposite as pointed out by
Bradley (2006). Nevertheless, based on her findings, she is in favour of the inclusion
of African music in education. In her conclusion she states that "The results of this
study provide evidence that young people find singing indigenous music to be an
enjoyable and fulfilling experience" (p. 378). In saying this, she applies her findings

to learners from different cultures which is in contrast to her methodology which

? The Harvard Dictionary of Music (2003:670) defines popular music as “[...] a musical idiom of
recent centuries whose mass-disseminated works appeal to a broad public.”
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involved Xhosa learners only. Despite this, there might be truth in arguing that
learners connect better with music from their own culture, that is, if they do have a
sense of culture. Also, multicultural education can be used as a powerful learning

tool for a culturally diverse nation as suggested by Banks (2013).

Despite the challenges associated with multicultural music education, it must be
faced and promoted by curriculum developers and stakeholders alike. The story of
the success of Black musicians such as Stevie Wonder and Smokey Robinson who
were raised during the 1950s in the greater Detroit, better known as Motown, speaks

of such endeavour.

McCarthy (2013) describes the events in Motown during this period in an article in
the Music Educators Journal. Music education was an essential part of both the
curriculum and the culture of schools. This era was preceded by the development of
outstanding music programmes reaching back as far as the 1920s. During the first
half of the 20" century, Detroit was characterised by a cosmopolitan population
which resulted in diverse musical entertainment, from jazz clubs to orchestra halls.
School education was supported by a strong economy; an active and diverse music
environment and a supportive community. Music was part of everyday life for the
people of Motown and youngsters were exposed to different music styles at home
and in school while both environments encouraged and supported their talent.
Gerald Early states that the success of musicians from the Motown era can be
greatly attributed to a "strong public school music program" which provided many
well-known artists with their first formal music training (McCarthy, 2013:38). Learners
were provided with a strong theoretical basis while teachers provided them with
enough freedom to practise their popular music despite the fact that it did not form
part of the formal Music curriculum. Both Smokey Robinson and Mary Wilson of the

group the Supremes stated that music broke barriers of segregation.

The collapse of segregation in countries such as the USA and SA not only lead to
the upliftment of suppressed cultural groups, but also to broadening the perspective
of its people towards the acceptance and appreciation of other cultures. In SA in
specific, it meant a better understanding of African traditions which form an integral

part of traditional African education.
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2.8 Traditional African education

Mugo (1999:227) states that “Africa has to design a development process that is so
holistic and people centred that inequalities in production, wealth, ownership and
social opportunity are uncompromisingly addressed”. As pointed out by Mugo (1999)
and Hoppers, et al. (in Makgoba, 1999), African education should contain a cultural
element. Mugo (1999) also points out that an eagerness to acquire knowledge
should be fostered and that education must be production orientated, in other words,
relevant to practice. Although referring to Africa in general, much of Mugo’s
statement is of particular relevance to SA. Having said this, the need for curriculum
development to be overseen by superb leadership in education, especially in terms
of existing turmoil in the South African education system, is essential. This is
emphasised by Jansen (2007) who investigated transitional leadership in South
African education. Considering the various factors pertaining to curriculum
development and the literature that was studied, informed recommendations can be

made towards an improved South African FET Music curriculum.

Woolman (2001) did a comparative analysis of the post-colonial curriculum
developments in Kenya, Mali, Mozambique and Nigeria in which he examined the
"inclusion of African culture, history and language in curriculum and innovation in
methodology" (p. 27) as a way to empower the people of these countries and to
claim back what colonialism has stolen from Africa. He states that the aim of
"educational reconstructionism" is to create a national culture "based on mutual
respect for cultural differences and acceptance of a social compact based on global
standards for human rights" (pp. 27-28). There is a correlation between Woolman's
point of view and that of African intellectuals who suggested that present-day
education in African would be "most effective when it integrates the values and
strengths of traditional culture with the knowledge and skills required by new

conditions of modern life" (Woolman, 2001:28).

Dr. Emeka Emeakaroha identified African cultural values which include a sense of
community life; good human relations; sacredness of life; hospitality; religion; time;
respect for authority and the elders; and language and proverbs (n.d.:1). Many of

these values are in line with "ubuntu" which is defined by Bhengu (1996:10) as the
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“art of being a human being”. However, this is not a cultural phenomenon unique to
Africa. The majority (if not all) world cultures embrace these values by and large.
However, cultural values across the world are challenged and often contradicted by
the cultures' ability to practise what they preach. Broadway dancer Fred Astaire, who
died in 1987, once said "The hardest job kids face today is learning good manners

without seeing any" (Wikiquote, 2013b).

Traditional African education is the responsibility of the family and the village. In
comparison to Western education which is academically inclined, African education
is virtue orientated. It is viewed as a lifelong process which involves "progression
through age groupings that are correlated with the acquisition of experience,
seniority and wisdom" (Woolman, 2001:30). In addition to this, Mungazi (1996:40)
explains that a "person's place in society [is] determined more by his contribution to
its well-being than by his birth or role in life". This is often contradicted by corruption
in African governments (Arbache, 2010). Several decades ago, it might have been
easier to increase the role of the community in the educational process but
urbanisation and economic growth drained many communities especially of their
female population to become part of the national workforce. Kanu (2007) points out
that the idea of traditional African education should not be romanticised since it
conflicts with "the requirements of living successfully in postcolonial and global
times" (p.65). He also draws attention to the fact that critical questioning is
discouraged in traditional African education since questioning the authorities would
imply disrespect. Ironically this is similar to realism which underpinned Apartheid

education in SA.

In contrast to the absence of critical questioning, Todd (2010:7) emphasises "guided
inquiry" as a means to develop appropriate questioning skills which are a
requirement for successful global citizenship. Another criticism of traditional African
education is gender bias as noted by Bettmann et al. (2013). Consequently,
recommendations towards an improved curriculum cannot be based on traditional
African education since this would deprive South Africans of the skills required by

global modernity.
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When developing a new curriculum, it is important to embrace modern times, but
without turning our backs on our cultural heritage, language or religion. Kanu
(2007:80) therefore states:

Cumulative events such as the European infiltration into Africa, the subsequent
colonization of the African continent, the Western-style education that colonization
brought, and the current forces of economic and cultural globalization have all led to a
present that differs from our past and to changed and changing concerns shaping our
future. This invites questions about how to educate students so they become able to

function meaningfully and effectively in these new contexts.

Kanu refers to the example of Jomo Kenyatta who succeeded to "promote progress
and preserve all that is best in the traditions of the African people and assist them in
creating a new culture which, though its roots are still in the soil, is yet modified to

meet the pressure of modern conditions" (Kenyatta, in Kanu, 2007:81).

2.9 Curriculum development

Before discussing curriculum development and its multiple facets, it is necessary to
first establish the meaning of the term "curriculum". Table 2.5, as explained in
Glatthorn, et al. (2012:4-5), provides definitions of “curriculum” that have been

formulated over the past century.

Based on the definitions above, the researcher concludes that the term "curriculum”
involves a structured plan describing the content, outcomes, resources, approaches
to learning and assessment methods employed during the formal learning process of

a child or student.

Societal philosophy, values and behaviour are largely the product of education,
whether directly or indirectly. In the preface of Advanced curriculum construction
(1997:v), Prasad and Kaushik state that "Among the accepted criteria for the
measurement of human progress are those connected with educational values,
educational systems, applications of higher learning, the lab-to-land networks and

management of research and development." These authors (1997:2) also state that
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the primary function of a curriculum is to “stimulate the growth of children by

designing experiences from which children can learn, fulfil their needs, and pursue

their interests”. Once the influence of education has been considered, one can start

to grasp the immense responsibility that rests on the shoulders of curriculum

developers who endeavour to alter the cornerstones of education.

Date Author Definition

1902 | J. Dewey Curriculum is a continuous reconstruction, moving from the child’s present
experience out into that represented by the organized bodies of truth that we
call studies.

1918 | F. Bobbitt Curriculum is the entire range of experiences, both directed and undirected,
concerned in unfolding the abilities of the individual.

1927 | H.O. Rugg [The curriculum is] a succession of experiences and enterprises having a
maximum lifelikeness for the learner ... giving the learner that development
most helpful in meeting and controlling life situations.

1935 | H. Caswell in | The curriculum is composed of all the experiences children have under the
Caswell & guidance of teachers ... Thus, curriculum considered as a field of study
Campbell represents no strictly limited body of content, but rather a process or

procedure.

1957 | R. Tyler [The curriculum is] all the learning experiences planned and directed by the
school to attain its educational goals.

1967 | R. Gagne Curriculum is a sequence of content units arranged in such a way that the
learning of each unit may be accomplished as a single act, provided the
capabilities described by specified prior units (in the sequence) have already
been mastered by the learner.

1970 | J. Popham & | [Curriculum is] all planned learning outcomes for which the school is

E. Baker responsible ... Curriculum refers to the desired consequences of instruction.

1997 | J. L. McBrien | [Curriculum] refers to a written plan outlining what students will be taught (a
& R. Brandt course of study). Curriculum may refer to all the courses offered at a given

school, or all the courses offered at a school in a particular area of study.

2010 | Indiana Curriculum means the planned interaction of pupils with instructional content,
Department materials, resources, and processes for evaluating the attainment of

of Education

educational objectives.

Table 2.5:

Definitions of “curriculum”

Considering the responsibility of curriculists, curriculum development must have a

solid philosophical basis which envisages “attitudes or desire and purpose that are to
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be created” (Dewey, 1961:165). Although the present study only aims to make
recommendations towards an improved South African FET Music curriculum, it is
necessary to briefly consider the overall curriculum development process while
keeping in mind that a large amount of literature has been published on the matter
which involves different approaches (Null, 2011; Franklin, 2010; Reid, 2006; Wilks,
2005 and Apple, 1990).

Ornstein and Hunkins (2009:15) state that a curriculum development process entails
the method by which a "curriculum is planned, implemented and evaluated, as well
as what people, processes and procedures are involved". Curriculum philosophies
enable designers to formulate the rationale for the use of a particular approach to
teaching, learning and assessment. Although Ornstein and Hunkins (2009) value the
theoretical benefit of philosophies underpinning curriculum development, they
emphasise that human attitudes, feelings and values play an integral part in

curriculum making.

Null (2011) investigated different curriculum practices which are closely related to
education philosophies which have been discussed earlier. These include the liberal
curriculum, systematic curriculum, existentialist curriculum, radical curriculum,
pragmatic curriculum and deliberative curriculum. Similar to Prasad and Kaushik
(1997), Null identified five commonplaces of the curriculum which comprise the
teacher, learner, subject matter, context and curriculum making. He then discusses
each of these commonplaces in terms of their roles in the various curriculum

practices. This has also been discussed under education philosophies.

The Queensland Department of Education (Queensland, 1990) compiled a
curriculum development guide which states five main areas which should be
considered when designing a curriculum (1990:6): policy, understanding individuals,
content, worthwhile activities and evaluation. Linked to this, Pillai (n.d.:40) maps the
following sequential activities concerning the development process: “planning,
preparing, designing, developing, implementing, evaluating, revising and improving”.
He also emphasises that basic needs; social aspects; cultural factors; individual
talents; and intellectual, moral, aesthetic, religious and traditional ideals are

important aspects of curriculum development (n.d.:40).
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Pillai (n.d.:50) states that each subject contained in a curriculum ought to have a

clear structure which stipulates the following aspects:

1. Function of the subject in terms of the overall development of learners;

2. General and specific objectives;
A clearly structured and specified content which refers to outcomes with detailed
objectives; relevant resources; transactional strategies3°; media integrated
learning; progressive self-assessment tasks; and suggested time allocations;

4. Percentage of knowledge, skill and attitude in resources;

Integrating the subject with other subjects.

Considering the curriculum development literature that has been reviewed up to this
point, the researcher identified several key aspects pertaining to curriculum design:
curriculum designers; sustainability of humankind; consultation with stakeholders
and the industry; content; knowledge; approach to teaching, the role of the teacher;
learners; learning; and assessment. Each of these aspects is discussed below. It
should be noted that all of these key aspects are integral to the curriculum
development process. The order in which they are discussed is not intended to

indicate a hierarchy of importance.

2.9.1 Curriculum designers

In his book Cry, the beloved country Alan Paton (1987:64) states that "it is an irony
that it was my sympathy for the renascence of Afrikanerdom that enabled me to
escape from the narrow British nationalism of God, king and empire, only to find that
Afrikaner nationalism was just as narrow." Any culture which seeks to uplift its people
(a noble cause in itself) runs the risk of doing so at the cost of other cultures or
regarding itself superior to other cultures. At the same time, based on SA’s education
history, Paton’s words are true of education in the years following the Second Anglo-

Boer War. To avoid history repeating itself, a curriculum designers’ panel which is

% Transactional strategies involve “[coordinating] traditional memory and comprehension strategies
with interpretive processes” (Pressley et al., 1992:513).
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diverse in terms of cultural heritage; knowledge of the subject; experience in the
field; professional aims; and vision for the subject is most likely to construct a well-
balanced all-inclusive curriculum. Additionally, curriculum designers must consider
contemporary curricula and curriculum making trends to ensure global curriculum
compatibility (Prasad & Kaushik, 1997).

Prasad and Kaushik (1997) mention four types of curriculum designers which include
the social efficiency developer, the scholar academic developer, the child study
developer and the social reconstruction developer (1997:2). The "social efficiency
developer" aims to "[create] curricula [that] efficiently and scientifically carry out a
task for a client (usually taken to be society)". The "scholar academic developer"
focuses on curriculum development which will ensure the continuation of his or her
subject through imparting knowledge and an understanding of the importance of the
subject on students and ensuring "future members of the discipline". The third type
of curriculum designer, the "child study developer", focuses on the developmental
purpose of the curriculum through which meaningful learning experiences are
created for children. Lastly, there is the "social reconstruction developer” who
identifies and assists children in need of physical or emotional support. Such a
curriculum developer also ensures that the good characteristics rather than the

unattractive characteristics of a culture are included in the curriculum.

Regardless of the type of curriculum designer mentioned above, such professionals
must be acquainted with present education trends across the world and integrate
these into the curriculum. It is the view of the researcher that the majority of core
curriculum developers ought to be specialists in the relevant subject or field. Core
curriculum designers should also be passionate about the subject and have an
overall vision which includes the subject's historic background, where it is heading
and how to secure its place in the curriculum based on the demand in the industry.
Except for educational trends, it is essential that curriculum designers are familiar
with local and global industry demands in the particular field in order for the

curriculum to be industry aligned.
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2.9.2 Sustainability of humankind

As explained earlier, OBE is founded on a "design down" approach. In other words,
outcomes are the focal point of OBE and refer to goals that are set at different
educational stages which were discussed under "Birth of outcomes-based
education" (2.4.4, no. i). According to Dreyer (2008) life roles and career roles are at
the top of the OBE pyramid. Cloud (2010), however, adds another level on top of life
roles and career roles, which are set by society and involve the sustainability of
humankind. Cloud (2010:170-171) set the following questions addressing the

sustainability of humankind:

1. What kind of future do we want?
What do we want to sustain, for whom, and for how long?
What does our thinking have to do with our current reality and our ability to
achieve the kind of future we want?

4. What does our education have to do with our thinking?

2.9.3 Consultation: stakeholders and the industry

Consultation with stakeholders has been emphasised by writers such as Slattery
(2006), Davis & Ellison (2003) and Marzano (2003). These authors agree that by
involving a variety of people during curriculum making, the curriculum is likely to be
wide-ranging. Stakeholders include parents, educators, learners, the public, as well
as other experts and professionals in the industry or particular field who are not
necessarily involved in education. Learners and their parents can make valuable
contributions towards a new or revised curriculum since they are able to identify
shortfalls in the curriculum based on their own experience. Experts and professionals
include people from academia and the particular industry. Academia is able to
contribute through faculty members who can function as curriculum planners or
serve as invaluable resources for acquiring information and most recent research
regarding curriculum design. Two important aspects which Slattery (2006), Davis &
Ellison (2003) and Marzano (2003) authors fail to include in their writing concerns the
profile of stakeholders and consultation with the music industry. The researcher,

therefore, wish to add that it is preferable for stakeholders to come from different
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cultures, religions and socio-economic backgrounds. Consultation with the industry is
essential since it determines the overarching outcome of what should be achieved
through the curriculum. In other words, curriculum designers have to ensure that the

content and skills which the curriculum employs are industry-adequate.

2.9.4 Content

Depending on the underpinning education philosophy, curriculum content or subject
matter is linked to each of the key aspects of curriculum design to a greater or lesser

extent. Its importance varies considerably between the different ideologies.

Null (2011:1) states that curriculum content is determined by three core elements:
"thought, action, and purpose". These elements are subject to education philosophy,
curriculum developers, the industry, global trends and political agendas.
Furthermore, content is subject to the ratio of traditional subject matter, projects,
activities and assessment. Conversely, the content of a programme following a
progressive and existentialist model is determined by empirical analysis. In other
words, content is not based on traditional fields of study such as mathematics or
history but on "activities and experiences that empirical researchers have discovered
through inductive means" Null (2011:60). According to pragmatism, the purpose of
subjects is not to serve the subject and knowledge linked to it but to use the
"information, skills, and experiences" associated with it to "[inform] the solution of

social, political, and economic problems" (Null, 2011:144-145).

A good curriculum is all-inclusive, industry directed and contributes towards a better
society. The inclusive curriculum is sensitive to and accommodates the needs of all
learners through providing them with quality education (Opertti et al., 2009;
UNESCO, 2009). It is the view of the researcher that curriculation ought to be
directed primarily at the development of learners’ self-realisation, social interaction,
academic progress and technological skills to generate competent citizens who, in
turn, can contribute towards the growth and success of a country. In order to achieve
this, curriculum designers ought to realise and take into account that the personal

growth, as well as spiritual, physical and intellectual needs of learners, differs from
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theirs. In addition, Prasad and Kaushik (1997) state that a good curriculum will, apart

from developing the learner, stimulate educators’ personal growth.

2.9.5 Knowledge

Knowledge and content are closely linked. "Knowledge — that is, education in its true
sense — is our best protection against unreasoning prejudice and panic-making fear,
whether engendered by special interest, illiberal minorities, or panic-stricken leaders"
(Franklin D. Roosevelt, in Baker, 1992:61). In addition, the Oxford advanced
learner’s dictionary defines knowledge as the "information, understanding and skills
that you gain through education or experience". As explained under the different
education philosophies, the interpretation of “knowledge” and how it is acquired
differs considerably among the various education ideologies. Irrespective of the
philosophical approach, curriculum designers ought to consider the following
questions by Prasad and Kaushik (1997:3,6) in terms of knowledge imparted by the

curriculum:

What is the nature of knowledge?

What kinds of abilities does knowledge give to a person?
What is the source of knowledge?

From where does knowledge derive its authority?

How is its truth verified?

2B o

Where does worthwhile knowledge reside, within the individual or outside the
individual?
7. What is more important about knowledge, the source from which it originates or

the use to which it can be put?

These questions, if answered honestly, can ensure that knowledge that is created
provides a true account of information and events without prejudice. This, however,

is often not the case due to political subjectivity.

2.9.6 Approach to teaching

The approach to teaching is determined by the education philosophy which
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underpins the curriculum. Since a detailed account of different education philosophy
has been discussed earlier, it would be redundant to discuss it once again under this

heading.

2.9.7 Therole of the teacher

The role of the educator varies depending on the ideological views of the curriculum
designers. Regardless of the philosophical foundation of an education system,
Prasad and Kaushik (1997:22-23) put the following fundamental questions to
curriculum developers concerning the role of educators. Once again, it is important
that these questions should be answered by curriculum designers when developing

a new curriculum:

1. What is the role of the teacher (specifically with respect to students)?

2. Is the primary job of the teacher one of preparing and supervising an educational
environment or one of delivering learnings?
According to what standard is teacher effectiveness measured?
Is the teacher to stimulate diversity or uniformity among students?
Is the teacher viewed primarily as an implementer of the developer's curriculum
as it is or primarily as a creative adapter of the developer's curriculum to his or
her own situation? At issue here is whether the developer does or does not try to
create a "teacher proof" curriculum.

6. Is it the job of the teacher or developer to plan for individual differences among
students?
What type of media are usually employed during teaching?
What is the intent of teaching?
Is the teacher to be concerned with the whole child (e.g., cognitive, affective,
social, or physical attributes) or only with a single dimension of the child?

10. Does the developer view the attitudes, beliefs, interpretations, and visions of
teachers to be of crucial importance?

11. Does the developer believe that part of the teacher's job is to do research into
such things as the nature of children or appropriate learnings for children to

acquire?

Null (2011) suggests that teachers are often viewed as the element responsible for

learning instead of the medium between the curriculum and the learner. Teachers
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are often the first to be blamed for weak academic achievement or poor performing
schools. Although there might be a degree of truth in such an assumption, it is also
true that teachers' role is to "increase the likelihood that learning will take place"
(Null, 2011:58) while relying on the cooperation of learners to achieve their goals.
Except for their role as mediators of learning, teachers are an asset to curriculum
development. They know which aspects of the curriculum work well, as well as the
areas which call for improvement or enhanced efficiency. They can also make

valuable contributions towards the implementation of new ideas.

Teachers are also responsible for “importing the culture and everyday experiences of
the students” (Ladson-Billings, 1994:117) in order to allow learners to get the most
out of their learning. This is particularly important and applicable to multicultural
classrooms which are on the increase worldwide. In order to achieve this, teachers
need to move beyond their own views and experiences. Slattery (2006) and Milner
(2005) are among many scholars who emphasise the necessity and benefit of
multicultural education in order to achieve maximum academic and social success
among learners. Milner (2005) conducted a study in which he interviewed Wilson, a
Black teacher in a principally White school. Wilson (in Milner, 2005:391-392) made

the following statement:

You teach what you know; you teach what you've experienced; you teach who you
are. And when we have White teachers who don’t deal with race and culture and
difference, it’s really a handicap to the students because they are not teaching reality.
My students know me. They know how | live, and there’s no misunderstanding, no
misinterpretations about that. | am a Black woman, and they need to understand that
there are some differences between myself and them ... My experiences aren’t exactly
like theirs and part of that has to do with the fact that | am Black. Racism does exist; it

existed decades ago, and we’re still grappling with it.

Although Wilson is describing her experience from her perspective as a Black
teacher in a predominantly White school, it can be applied to any racially or culturally

diverse setting in countries such as SA.
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2.9.8 The learner

Similar to the role of the teacher, the role of the learner in his or her learning differs
considerably depending on the education philosophy in place. For example,
according to the free-market systematic view, learners and their parents are seen as
customers who decide on the curriculum they want to use. This particular view has
many potential dangers such as that there is "no set body of knowledge, or
curriculum, that learners must acquire to become citizens" and that "learners
possess the power either to keep schools in business or destroy them based on their
consumer choices” (Null, 2011:69). The other extreme is that learners are viewed as
mere pawns that "are produced by culture" or society and are therefore indoctrinated
to serve society rather than to develop themselves and create their future through
freedom of choice (Null, 2011:109). Considering these extreme views of the learner's
place in the curriculum, pragmatic curriculists provide a more balanced perspective
which is learner-centered and corresponds with Wilson's account above. Pragmatic
curriculists argue that by integrating the learners' background with their learning

experience, their education becomes meaningful to them.

In 2010, Feichas conducted a study in which she examined the attitudes of students
studying music at a Brazilian university. She divided the students into three groups
according to their music background preceding their tertiary education. The three
groups involved students with formal music training (mainly dominated by classical
music); students with informal music training (mainly dominated by popular music);
and students who had undergone both formal and informal music training. The result
was that students with informal or mixed music backgrounds found it harder to
connect with traditional teaching approaches. The researcher also established that
incorporating informal music learning can enhance cultural inclusion and broaden a
music department’s scope. Although this study was conducted at a higher education
music department, its results correspond with the views of scholars such as Banks
(2013) and Bradley (2006).

Putting aside the ideological view of curriculum designers, Prasad and Kaushik
(1997:14-15) formulated the following questions which should be asked and

answered by curriculum designers in terms of their perception of the learner:
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Is the child treated as an active or passive agent in his world?

2. Is the child viewed as having something of worth or as missing something of
worth?

3. Is the developer's concern with processes internal to the child or with processes
external to the child?

4. Is the developer's concern focused primarily on the child's mind or primarily on
the child's behaviour?

5. Is the child viewed as an integrated organism or as an atomized and partitionable
organism?

6. Does the developer focus his efforts on the child himself or on the acts or
attributes of the child?

7. Is the concern with the child as he or she is or with the child as he or she ought to
be?
Is the child thought to exist for himself or to further an end external to himself?
Is each child viewed as a unique individual or is each child viewed as he or she
relates to standardized norms?

10. Is the child viewed within a social context (and if so of what type) or is the child

viewed outside of an independent of a social context?

Above all, learners must be actively involved in their learning experience. The
degree to which learners participate in their education is greatly influenced by the
underlying education philosophy on which the curriculum rests and the method of

learning.

2.9.9 Learning

"The value of a college education is not the learning of many facts but the training of
the mind to think" (Albert Einstein, in Wikiquote, 2013a). Einstein's view is contested
by realism which employs rote learning and relies on passive learners who do not
apply critical thinking. Rote learning in itself is, however, not harmful if it is purpose-

driven and supported by a valid rationale.
Prasad and Kaushik (1997:10-11) identify the following questions in terms of how

learning takes place. The answers to these questions depend on the underpinning

education philosophy.
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1. Does the curriculum developer view learning through the eyes of the teacher
(adult) or through the eyes of the learner (child)?

2. Is learning viewed primarily as a natural function of growth or as an artificial
function of societal transmission? Here the question is one of whether the
developer believes that the type of learning his curriculum provides for is the
same as or different from the type of learning the child can naturally acquire while
growing up outside of the formal schooling context.

3. s learning treated as an integrated process or as an atomistic process? That is,
can one break the learning process down into individual and disjoint (i.e.,
atomistic) acts or must one treat the learning process in a holistic (i.e., integrated)
manner?

Is learning primarily a process of changing mind or changing behaviour?

Is the desired result of learning a change of mind or a change in behaviour?

Is the primary actor during learning the learner himself or some agent outside of
the learner who does something to the learner?

7. s there a concern with formal learning theory? What type of learning theory does
the developer utilize, whether or not he is concerned with formalized learning
theories?

How is the issue of readiness for learning treated?
How is individualized instruction visualized? Or, is the individual learner taken into

account while the developer is planning his curriculum?

In addition to the questions above, there is the question whether to use technology in
the learning process. It is widely accepted that technology can be used as a powerful
tool to aid learning. Gall (2013) conducted a study in which she examined the
perspective of trainee teachers regarding the use of technology in the music
classroom. The students concurred that computer-integrated learning is of the
essence in music education. Researchers such as Sheskey (2010) have shown how
learners' interest and marks increase when technology is integrated in the
classroom. He argues that the way to the minds of today's technologically "savvy"
generation of learners, is through technology. Sheskey's findings are challenged by
the Waldorf method which opposes merging technology with learning. According to
an article by Richtel (2011) in the New York Times, those in support of the Waldorf
approach, including staff members of Google, Apple, Yahoo and Hewlett-Packard,
say "computers inhibit creative thinking, movement, human interaction and attention
spans". This is supported by Noeth & Volkov (2004) who refer to research that

concludes that technology integrated learning does not necessarily enhance
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academic achievement. Another counter argument against the use of technology
during school years is the fact that technology is easy to use and to decipher and
therefore failure to expose school children to it will not deprive them from catching up

with technology after school.

The researcher is of the opinion that computer-integrated learning can serve as
powerful tool in the classroom. However, she agrees with the Waldorf method in that
technology can curb creativity, kinetic activity, interpersonal skills and concentration
if it is not sufficiently managed through a balanced teaching approach which employs

various learning strategies.

2.9.10 Assessment

Huba & Freed (2000:8) describe assessment as:

The process of gathering and discussing information from multiple and diverse
sources in order to develop a deep understanding of what students know, understand,
and can do with their knowledge as a result of their educational experiences; the
process culminates when assessment results are used to improve subsequent

learning.

Assessment is a fundamental part of the curriculum which affects its success. Like
most other key aspects, assessment is viewed differently by curriculum developers
and theorists of the various education ideologies. Depending on the underpinning
education philosophy, assessment’s importance with regards to other key aspects of
the curriculum can vary considerably. Irrespective of the philosophical view, the
rationale for assessment should serve a developmental purpose. Some ideologies
argue that this can be achieved only once the learners have reached a certain goal
or mastered a particular skill, meaning not all learners will reach this goal at the
same time. Hence, assessment will take place at different times for different learners

depending on their readiness (Kauchak & Eggen, 2011; Slattery, 2006).

A central part of assessment is that assessors must make learners aware of the

purpose of a particular assessment and ensure the assessment is accompanied by
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clear instructions and sufficient feedback in order to serve its developmental
purpose. This is underlined by numerous authors and academic institutions such as
Dreyer (2008), UNISA (2006) and Huba & Freed (2000). Pertaining to the
assessment process, the researcher identified six key questions that need to be
answered when planning or designing an assessment. These questions are given in
Table 2.6 below.

Question Answer
Who assesses? The teacher, the learner himself/herself, a peer or group of learners.
Who is assessed? The learner or group of learners.
What is assessed? Skills, knowledge, attitudes, values and behaviour.

Why does assessment To grade or to sort; promote or to select; evaluate; predict; control; diagnose;

take place? guide and motivate and to learn (UNISA, 2006).
How will assessment Assessment can be conducted informally (not recorded or counting towards the
take place? learner’s achievement) or formally (recorded and counting towards the learner’s

achievement). Regardless whether assessment is formal or informal, different

assessment methods are applied through using a variety of assessment tools.

Frequently used assessment methods and tools are listed below.

e Assessment methods: giving an account through writing reports, articles,
tests, and so forth; practical demonstration; interview; display; oral
presentation and role-play.

e Assessment tools: rubrics, reports, observation sheets; checklists; rating

scales.

When will assessment Assessment can take place before, during or after the learning process.

take place?

Table 2.6:  Questions and answers pertaining to the assessment process

There is a distinct similarity between the research’s list of key questions concerning
assessment and that of Diamond (2008), as well as Prasad and Kaushik (1997).
Prasad's and Kaushik's list is more comprehensive than Diamond's and is therefore
given below (1997:24):

1. What is the purpose of student evaluation as it relates to the person who receives
the results of the evaluation?

2. What is the intent of student evaluation as it relates to the evaluee?
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3. Is the development of formal evaluative measures for student evaluation
considered to be an integral part of the curriculum development process?

What is the nature of the evaluative instruments used in evaluating students?

Are subjective or objective instruments used to evaluate students?

Is student evaluation viewed from an atomistic or holistic perspective?

To whom are the results of student evaluation to be directed or beneficial?

© N o o &

During student evaluation is the focus on the individual; group norms; or a fixed
criterion?

9. Does student evaluation take place during the instructional process or after the
instructional process?

10. When are the criteria for successful student work defined?

Assessment can take different forms and serve different purposes. Different forms of
assessment include continuous, baseline, formative, summative and diagnostic
assessment. Continuous assessment is done on an ongoing basis; baseline
assessment determines what a learner already knows; formative assessment
assesses the achievement of learning outcomes during the learning process;
summative assessment refers to overall achievement and is associated with the
issuing of a report statement, while diagnostic assessment is used to determine
barriers to learning. Irrespective of the underlying education philosophy, these forms

exist in all assessment settings to a greater or lesser extent.

Another level pertaining to assessment involves critically reviewing and scrutinising
the existing curriculum’s assessment procedures when the time comes to revise the
curriculum or to develop a new curriculum all together. Prasad and Kaushik (1997)
point out that one way to determine the success of assessment is to determine how
well it tests fundamental content and knowledge relevant to the particular subject. In
addition, they formulated the following questions to assist curriculum designers in
determining effectiveness and applicability of a curriculum's assessment component
(pp. 27-28):

1. Is the development of formal evaluation measures for the purpose of curriculum
evaluation considered an integral part of the curriculum development process?
Is formative evaluation of curriculum considered important?
Why is formative evaluation considered important?

Is accountability a central issue during formative evaluation? If yes; to whom?
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5. Are subjective or objective instruments used during formative curriculum
evaluation?

6. Are the norms for formative curriculum evaluation determined before; during; or
after evaluation takes place?
Is formative evaluation primarily conducted in an atomistic or holistic manner?
What type of information results from formative evaluation: binary "it's OK or it
needs revision" information or specific information on the individual successes
and failures of each component of the curriculum?

9.  What methodology or criteria are used to determine a curriculum's success or
failure during formative evaluation?

10. Is summative curriculum evaluation considered important?

11. Why is summative evaluation considered important?

12. Are subjective or objective instruments used during summative curriculum
evaluation?

13. Is accountability a central issue during summative curriculum evaluation?

Answers to these questions vary considerably depending on the ideology of the
curriculum developer. For example, the goal of the social efficiency developer is
likely to be to "scientifically determine quality control", while the scholar academic
developer sees assessment as a way to academically rank learners. On the other
hand child study developers ensure that the learner benefits from assessment,
whereas the social reconstructionist considers the learner's relation to the subject as

important during assessment (Prasad & Kaushik, 1997:24-25).

Regardless of the various aspects concerning assessment, particularly in terms of
diverse philosophic views, educators and curriculum developers must ask
themselves if the assessment they advocate is meaningful, fair and constructive,

bearing in mind its main purpose which is to contribute towards learner development.

2.10 Music curriculum development

Music curriculum development is a broad field of study which has produced a
significant amount of research. Although a large number of studies have been
consulted in this section of the literature review, the researcher refers to only the

most relevant and most recent studies. Nevertheless, before discussing Music
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curriculum development, it seems both suitable and necessary to mention music

education in its broader context.

Music education involves the teaching and learning of music. One of its greatest
benefits is the holistic development of learners on a cognitive, physical, emotional
and social level. Music education can involve individual or group classes in a formal
or informal environment. The pace at which the learner progresses is often
negotiable and determined by the learner or teacher and formal assessment is
negotiable. Subject Music, on the other hand, is a formal school subject where style,
progress, pace and graded formal assessment is predetermined. These core facets

of subject Music differ from country to country.

Some regard the purpose of music education as serving the music itself, while others
place emphasis on its aesthetic value. At the same time growth in the music industry
is often jeopardised by conflicting viewpoints about whether music "is to be seen as
cultural expression, or as commodity or service" (UNESCO, 2006:47). The same
report suggests that the music industry would be quite different if the "ors" in the
quotation above are replaced with "ands". The researcher concurs with this and

supports a balanced approach to music education and Music curriculum making.

As observed by Woodford (2005), there is an increasing awareness among music
educational authorities in the West to extend curriculum content and educational
practices to include cultural diversity. As explained previously, learning is more
meaningful when learners can connect to aspects pertaining to their own culture in
the curriculum (Banks, 2012; Mncwango, 2009). Burnard et al. (2008) investigated
the development of pedagogies which promote inclusive music education. In their
study they compared four teachers' perceptions and approaches to inclusive
education practice. In addition, inclusivity in the music classroom is also supported
by music scholars such as Georgii-Hemming and Westvall (2010) who wrote an
article on music education in Sweden. Woodford (2005) is among several
postmodern music education critics who argues that “we live in a postaesthetic world
in which notions of beauty and universality and transcendence of time, culture, place,

and biology are passé” (p. 38). Therefore, the modern call for multiculturalism in
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music education makes traditional or aesthetic music education philosophy

redundant.

A present-day music education trend, evident in several countries, is to employ an
informal teaching approach with the aim of enhancing learners' “motivation,
participation and inclusion” (Georgii-Hemming and Westvall, 2010:21). However,
based on their experience in Sweden, Georgii-Hemming and Westvall (2010) warn
against such an approach. They reveal two main concerns regarding an informal
teaching approach. Firstly, it is senseless to emphasise learners' personal
experience and allow them freedom of choice without providing a curriculum which
includes at least some aspects of their culture. Scholars such as Banks (2012),
Bradley (2006), Leung (2004) and Mansfield (2002) concur with this view of Georgii-
Hemming and Westvall. Also, apart from the exclusion of some learners’ own
culture, learners do not necessarily connect with the content of the curriculum since
it is out-of-date and lacking stylistic diversity. Secondly, the informal approach to
music education in Sweden led to a lack of direction due to teachers’ roles being

diminished to enhance learner participation.

Leung (2004) proposes a multifaceted Music curriculum model which is built on four
dimensions, “(a) the importance of popular, traditional (including folk and classical),
and contemporary music (CM); (b) music at the local, national, and global level; (c)
embedding academic studies in appreciation, composition, and performance
activities; and (d) integrating elements of other cultural subjects in the teaching of
music” (p. 2). Although these elements are not revolutionary and as a matter of fact
obvious to most people involved in music education, the balance between them is
the real quandary. Leung put the four dimensions in a three dimensional cube (refer
to Figure 2.6 on the next page). Leung suggests that the proportions between the
elements contained in dimensions (a) and (b) can be adjusted according to

“particular situations but without damaging the overall balance of the contents” (p. 4).

Leung points out that curriculum developers must be careful to overstate WAM and
CM at the cost of traditional music which would “deprive the students of their
understanding of the inheritance from tradition that has shaped society today” (p. 6).

At the same time, some cultures' music has not been standardised and consequently
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threatens its existence and inclusion in the curriculum. This is particularly true of
traditional African music, mainly because reading and writing did not form part of the
traditional African education process before colonialisation and therefore music was
not recorded and formal music systems were not developed. In addition, Ngwane
repeatedly pointed out during personal communications during 2013 that tribal

constrictions limited (and in some cases still limits) the distribution of African music.
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Figure 2.6:  Leung’s multifaceted Music curriculum model*’

While Africa is challenged with standardisation issues in incorporating its music in a
graded system, it does not mean its traditional music culture is on the verge of
extinction. On the contrary, its music is still raw, pulsating and treasured by its
people in especially unscathed Western parts. At the same time, traditional music is
also part of modern culture and music education in schools in other parts of the
world such as Lithuania and Finland which managed to find an equilibrium between

different music genres (BalCytis, 2006; Smith, n.d.).

*" Leung, 2004:4.
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Formulating a new Music curriculum should coincide with sufficient policy
development which clearly stipulates each aspect of the curriculum. On the one
hand, Jorgensen (2010:21) points out that music teachers are not properly consulted
during the curriculum making process in terms of teacher qualification requirements,
curriculum approval, teacher appraisal and learner assessment. In the case of SA's
Music CAPS, teachers were given the opportunity to comment on the draft version
but after the final version was released, it became evident that none of their
comments or suggestions was incorporated. This led to a curriculum pervaded by
ambiguity and deficiency. SA's Music CAPS, however, is not an isolated case; it is
also evident from studying the Music curricula of other countries such as those of
Kenya (Elimu Network, 2013) and Greece (Forari, 2007). Even if Music curriculum
policies are adequately designed, Forari (2007) asserts that successful music
education is subject to efficient policy implementation by teachers and positive

reception by the learners.

Forari (2007) rightfully points out that although Music curriculum policies might be
clearly differentiated, it is not to say they will be implemented as intended. For
example, music making is often placed at the core of the Music curriculum, while in
practice theory triumphs. Earlier this year, the researcher met two students from the
Netherlands and one student from Finland. Although they were impressed by South
African schools' discipline, varied content and miscellaneous activities, they all
commented on some music classes being theoretically rather than practically
orientated. Georgii-Hemming and Westvall (2010:22) identified the same problem in
Sweden where teachers often "focus on musical activities, skills and reproduction,
rather than on the development of artistic and creative competencies by means of
activities such as composition and improvisation". Linked to this, BalCytis (2006:13)
encourages teachers to allow learners to "[think] in musical sounds" through

extending theoretical verbal explanations to practical demonstrations.

Similar to McCarthy’s (2013) account of the success of the musicians of Motown and
to some extent the experience of Georgii-Hemming and Westvall (2010), Wright
(2008) conducted a study involving a music teacher in Wales and her Year 10 music
class of which she managed to attract 25% of the learners to choose music versus

an average of 8% of other teachers' learners. Her success lay in her ability to put her
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classically-drenched practices aside to make room for her learners’ music
preferences. This included a more informal approach which allowed learners to
create their own curriculum to a certain extent which meant they also had more
control over the “pace and sequence of their learning” (p. 389). At the same time
they were provided with the opportunity to play in groups while sharing their own
experiences and techniques with the other learners. Considering the success of the
Welsh teacher, Wright states that if this example were to be replicated and extended
to other areas and countries, it would have drastic implications for music teacher

training.

Curriculum reform without adequate teacher training is futile. Once again, the
researcher draws from the existing subject Music curriculum scenario in South
Africa. Music CAPS provides schools and/or teachers with a choice between |IAM,
Jazz and WAM. However, the majority of music teachers in SA are classically-
trained and therefore would naturally choose the WAM stream. This might have been
different if the curriculum change was preceded by sufficient teacher training. Shieh
(2012) accentuates that curriculum renewal needs to be supported by and go
together with teacher training programmes. This leads to an important question: to
what degree can the practicing music teacher and the aspiring music teacher be
sufficiently trained in different styles before becoming the proverbial jack of all
trades, master of none? Another question is whether music teachers can be
expected to teach styles they have an aversion to. After all, they were trained in a

style which they found appealing.

A considerable amount of literature has been published on assessment which is
another aspect of Music curriculum development acquiring special attention. Many
scholars have investigated the topic, especially in terms of limiting subjectivity
through employing different rating methods (Latimer et al., 2010; Wrigley, 2005;
Bergee, 2003). Scholars like Bergee (2003) and Saunders and Holahan (1997)
advocate the use of criteria-specific or segmented assessment, while others like
Mills (1991) are in favour of a holistic approach to assessment. Regardless of the
assessment tool being used, practical music assessment always contains a level of
subjectivity depending on the examiner’'s background, experience and perception
(Platz & Kopiez, 2013; Hellberg, 2011; Wrigley, 2005). The Center for Educator
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Development in Fine Arts (n.d.:86) provides the following general guidelines to assist

teachers in developing assessment methods:

1. Provide regular, formative student evaluations based on the integration of
instruction and assessment.

2. Assess students only on the content/skills they have had adequate opportunity to
learn.

3. Base student assessments on multiple sources of evidence of student
performance, whenever possible.
Clarify the criteria for satisfactory performance before beginning tasks.
Teach students strategies for self-assessment and for explaining their thinking
processes.

6. Communicate student performance clearly to students, parents, and other
professionals.
Give targeted feedback, in addition to praise, to improve student performance.
Include students’ growth in self-evaluation in final project grades.
Provide descriptive evaluations and avoid rigid numerical or alphabetical grading

systems.

Another highly debatable matter, as pointed out by Salaman (2008), is the
assessment of learners’ music compositions. While this can be constructive, it can
also restrain the learner's creativity, unique composition ideas, innovation and
motivation. This is particularly likely if the teacher does not approach assessment
and feedback proficiently without overwhelming the learner with his or her ideas and

expectations.

Various aspects involving Music curriculum development have been discussed
above. While there is much to gain from the various studies that have been
conducted, the challenge is to join effective policy making in terms of curriculum
development to practice. At the same time, it is essential to align teaching practices
and teacher training programmes with curriculum development and industry
requirements while ensuring music learners connect with the Music curriculum based

on its applicability.
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2.11 Comparative Music curriculum research

Despite the significant number of studies in the field of Music curriculum
development, the researcher was unable to locate cross-national qualitative
comparative music studies similar to the present study. Nevertheless, a brief account
is given of the studies that exhibited some degree of relevancy. In 2004, Heimonen
conducted a comparative study involving extra-curricular music practice in Sweden
and Finland. The fact that the study involved extra-curricular music education made
it irrelevant to the present study. Scholars like Burnard et al. (2008) and Woolman
(2001) conducted comparative music investigations but not in terms of cross-national
qualitative comparative curricular music education. However, their studies are
mentioned for different reasons elsewhere in the literature review. The fact that no
studies could be traced bearing methodological similarity to the present study
reveals a strand of music education research that can be further exploited. Despite
this, much literature has been published on various other aspects of Music
curriculum development since music education and Music curriculum development is
undertaken for different reasons depending on the philosophical convictions of the

educator and curriculum designer.

2.12 Conclusion

A broad spectrum of literature was discussed in this chapter. This included
philosophy; historical outline of formal schooling in SA; different "Worlds"; school
systems of several countries; multicultural curriculum studies; traditional African
education; curriculum development in general and Music curriculum development
specifically. Based on the literature study, the researcher concluded that curriculum
development, in specific music curriculum development, is a vast field which requires
careful thought, especially in light of its philosophic foundation, choice of curriculum
designers, knowledge of the particular country's historical background, present
education setting, and socio-economic needs. The review of literature enabled the
researcher to consider different perspectives concerning curriculum development in
order to make informed recommendations towards an improved South African

subject Music curriculum.
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The literature review formed part of the data gathering process. Other data included
Music curricula from different countries, as well as questionnaires. The next chapter

explains the methodology that was applied in the present study.
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CHAPTER 3

METHODOLOGY

3.1 Introduction

This chapter describes the methodological approach which was employed to answer
the research questions. Key aspects include participants who were involved in the
study; consultation with the DBE; the selection process; procedures; data
presentation; and findings. Lastly, data verification methods and ethical

considerations are discussed towards the end of this chapter.

3.2 Participants

In this section, the involvement of the various participants is discussed. Firstly, an
overview is given to provide an understanding in terms of the participants. The

overview is followed by a detailed account of the different sample groups.

3.2.1 Overview

Subject Music curricula of seven countries were compared, while five sample
questionnaires were circulated and analysed. Participant samples comprised a
selection of individuals involved at various levels in music education in South Africa.
Participants were recruited for completing questionnaires. One person from the DBE

was consulted on two separate occasions to gain more clarity regarding IAM.

During the course of the study, the researcher was informed by the DBE that they
were unable to reveal the names of Music CAPS curriculum developers. However,
being involved in music education for the past 17 years, the identity of one of Music
CAPS curriculum developers was known to the researcher. Although this curriculum

developer was contacted via email and requested to complete the questionnaire, the
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person did not respond to the request. Similarly, the identities of the national
assessment team for Music CAPS are not public, yet the researcher is personally
familiar with one of the members of the team who agreed to complete the
questionnaire. The curriculum assessor completed the questionnaire for curriculum
assessors and distributing it to the other members of the team. The curriculum
assessor completed the questionnaire and confirmed that it was delivered to the

other team members, but unfortunately, they did not complete it.

3.2.2 Sampling

The main purpose of the study was to compare Music CAPS to the Music curricula
from other countries and, based on this comparison, to make recommendations
towards an improved SA Music curriculum. However, as mentioned by Slattery
(2006), Davis & Ellison (2003) and Marzano (2003), stakeholders' input can be
valuable. Therefore, the researcher decided to extend the study to include the views
of stakeholders through questionnaires. The population was limited to Music
educators, learners, parents of music learners, lecturers and one curriculum
assessor. Hard copy questionnaires were delivered to various schools. The total
number of questionnaires which were distributed among stakeholders who were
willing to participate in the study included 17 questionnaires for educators, 25
questionnaires for subject Music learners and 20 questionnaires for parents of music

learners.

Owing to the fact that the questionnaires were not the key data gathering method,
the distribution area was limited to Music educators and learners from four schools in
Pretoria and Johannesburg located in the Gauteng province of SA. The schools
comprised two co-educational schools, one in Johannesburg and one in Pretoria, as
well as one boys' school and one girls' school in Pretoria. All these schools' Music
heads agreed to take part in the study and to distribute questionnaires among their
educators, subject Music learners and their parents. Despite several attempts by the
researcher to collect questionnaires from one of the Johannesburg schools, the
school failed to return any questionnaires. Additionally, the boys' school delayed the

returning of questionnaires that were delivered to it. After the head of the Music
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department assured the researcher that the questionnaires would be distributed
among its Music staff and learners, the questionnaires were completed by two Music
educators only. Since the last mentioned school delayed submitting its
questionnaires until the last minute and failed to distribute them among its Music
learners and their parents, the researcher was forced to hastily secure the
cooperation of another school. Due to a limited timeframe, it was decided to select
another Pretoria-based school since the researcher is based in that city. It was also
the only school that was willing to distribute and collect the questionnaire on short
notice, as it was one week prior to the closing of the government schools for the
annual summer holidays. This brought about the final selection of schools
comprising two co-educational urban schools, one in Pretoria and one in
Johannesburg; one girls' school situated in the inner-city of Pretoria and one boys'
school in urban Pretoria. The number of respondents were as follow: music
educators (n=7) currently involved in teaching subject Music; Grades 10-12 subject

Music learners (n=20); and parents of Grades 10-12 subject Music learners (n=5).

In terms of music lecturers currently or recently employed at South African
universities, five hardcopy questionnaires were distributed among music faculty
members of a university in Pretoria while a further 14 questionnaires were
electronically distributed via email to lecturers at various universities across South
Africa. These included the following universities: Cape Town, Free State, Nelson
Mandela Metropolitan, North West University, Pretoria, South Africa, Stellenbosch,
and Witwatersrand. Despite continuous reminders, a significantly low number (n=3)

of questionnaires were returned.

Three questionnaires were emailed to three members of the national assessment
team for Music CAPS, as well as one of the curriculum designers of NCS for Music.
In an attempt to broaden the population sample, the researcher posted a notice on
the South African Society of Music Teachers' Facebook page. In total, four people
responded to the notice and provided their email addresses to which the relevant

questionnaires were sent.
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3.3 Consultation

Mr Ngwane, the GDE'’s subject advisor for Music, was consulted twice. These
conversations were of an open-ended nature. He provided more clarity concerning
various aspects of the IAM stream in Music CAPS. On behalf of the GDE, he granted
permission for the distribution of the questionnaires. Being a member of the National
Training Team that facilitated the implementation of CAPS, he also confirmed the

interest of the DBE in the current study.

3.4 Selection process: Countries from different “Worlds”

The HDI was the seminal factor in selecting countries for comparison with SA’s
Music CAPS. However, the final selection of Music curricula was subject to two key
aspects: whether the country in question offers subject Music in their senior
secondary school phase and if so, the availability of the country’s Music curriculum in

English.

Since SA is a former British colony it was decided to compare its subject Music
curriculum to that of England. Furthermore, Music CAPS was compared to five other
countries with a British colonial history. These countries included Australia, India,
Kenya, Samoa and T&T. It was decided to limit the study to countries previously
under Britain rule since these countries are often faced with similar challenges

resulting from colonialism.

3.4.1 Selection according to HDI

The latest HDI figures are available for 187 countries (OECD, 2011). As explained in
Chapter 2, countries with a high to very high human development ranking (countries
1-94 on the HDI) are regarded as First World countries, while countries with a
medium human development ranking (countries 95-141 on the HDI) are considered
Second World and countries with a low human development ranking as Third World
(countries 142-187 on the HDI).
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After using the HDI to categorise countries as First, Second or Third World, three
countries qualifying as First World and three countries meeting the criteria of Second
World were selected, based on their placement in the particular World bracket. This
was done as follows: one of the top five countries in the World bracket, one country
approximately in the middle of the bracket and one country towards the end of the
bracket. This meant that approximately every 30" country on the HDI would be used
in the comparison to SA’s Music CAPS. Only one Third World country was selected
due to subject Music not being presented for religious reasons; unavailability of the
subject Music curriculum; or the curriculum being unobtainable in English. Other
reasons for not considering Third World countries include the poor state of their
education systems which suffer from insufficient government funding for schooling
and teacher compensation, mismanagement of education, defective teacher training,
as well as poor school attendance. Consequent to these fundamental challenges,
music education is not a high priority and is not presented in their senior secondary

schools.

Countries that were considered include Australia (2)*2, New Zealand (5), UK
(England) (28), T&T (62), Kuwait (63), Libya (64), Belarus (65), the Russian
Federation (66), Grenada (67), Belize (93), Tunisia (94), Jordan (95), Dominican
Republic (98), Samoa (99), Indonesia (124), Vanuatu (125), Vietnam (128), Cape
Verde (133), India (134), Ghana (135), Kenya (143), Sdo Tomé and Principe (144),
Nigeria (156), Nepal (157), Cameroon (150), Yemen (154), and Lesotho (160). Due
to the fact that not all countries offer subject Music in senior secondary school,
religious restrictions, accessibility of information, availability of Music curricula in
English and the subject Music curriculum in use, many of these countries were

eliminated.

3.4.2 Countries not offering subject Music in senior secondary school

Religion was a determining factor in the selection of countries. Not all countries offer

%2 Numbers in brackets indicate the various countries' HDI ranking.
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subject Music as in senior secondary school due to religious restrictions. For
example, an estimated 92% of Jordan’s population is Muslim (CIA, 2013c). Due to its
religious views government schools in Jordan do not offer music as a subject in
senior secondary school. This explains why countries like Kuwait, Libya, Tunisia,

Indonesia and Yemen, all subject to Islamic constraints, do not offer subject Music.

Apart from religion, subject Music is not offered in some countries’ senior secondary
school due to a lack of interest which makes it unfeasible to present the subject from
an economic perspective. For instance, Belize and Grenada, two of several
Caribbean countries, do not offer subject Music even though they use the CXC

curriculum of which subject Music is one of the examinable subjects.

3.4.3 Accessibility of information

Accessibility of information was another key reason why several countries were not
considered for inclusion in the comparative part of the present study. The lack of
response from the Vietnamese and Nigerian education departments was
disappointing. The Vietnamese Embassy did not respond to the email that was sent
on 17 February 2013 and the Ministry of Education and Training did not respond due
to an incorrect contact email address provided on its website. Faulty telephone
numbers and email addresses provided on the Nigerian Ministry of Education’s
website made communication impossible. Despite this setback, | contacted Prof.
Meki Nzewi, currently a lecturer in African Music at the University of Pretoria but
originally from Nigeria (Personal communication. 10 April 2013). He kindly emailed
some of his previous colleagues in Nigeria to assist the researcher who was copied
in this correspondence. This too, was a dead-end due to no response by the
recipients. As a result, the researcher was unable to gather the Nigerian subject
Music curriculum or any other authoritative information. Another country that offers
subject Music in senior secondary school but of which the curriculum could not be

obtained, is Ghana.

105



3.4.4 Curriculum language

Apart from the selection criteria mentioned up to this point, the selection of countries
was further influenced by the language (languages) in which countries’ secondary
subject Music curricula are available. For example, the Russian Federation is known
for its rich history of music education and it would therefore be worthwhile using its
subject Music curriculum in the present study. However, Tania Tsaregradskaia from
the Gnessin State Musical College stated via email (16 February 2013) that Russian

schools set their own Music curricula which are available in Russian only.

As a result of language barriers, viability of translation and the prominence of
imperialism in the study, the researcher decided to keep to subject Music curricula
which are available in English. This decision was also made as a measure to avoid
inaccurate translation, as well as to ease the task of future English researchers who
might want to further explore the topic. Countries which were eliminated as a result
included Belarus (Belarusian and Russian), Cape Verde (dominantly Portuguese),
Sado Tomé and Principe (principally Portuguese) and Nepal (Nepali and other

indigenous languages) (Government of Nepal, 2012).

3.4.5 Applied subject Music curriculum

Lesotho, Vanuatu and Cameroon were disqualified due to the subject Music
curriculum in use. Lesotho uses the Cambridge curriculum (similar to England's
National Curriculum) while Vanuatu and Cameroon use both the English and French
education system and curriculum. Since Music CAPS is already compared to the
music section of England's National Curriculum, it would be pointless to include
these countries. Furthermore, examining the French system posed two problems: an
incomplete picture of the scope of the countries’ Music curricula, as well as the fact

that the French Music curriculum is available in French only.

Lastly, the Dominican Republic was disqualified owing to the fact that very few
schools offer subject Music. The schools that do offer subject Music each design

their own curriculum due to the absence of an official curriculum. Choosing only one
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of these curricula would not contribute to a representative depiction of subject Music

in the Dominican Republic.

3.4.6 Final selection of countries

After eliminating many of the countries which were initially considered for
comparison with SA’s Music CAPS, only six countries remained. These countries
can be viewed in Table 3.1. Although both Australia and New Zealand are former
British colonies and were both considered during the initial selection phase, it was
decided to use Australia since it has a slightly higher ranking. They countries were
investigated in terms of their education systems, underpinning curriculum philosophy

and their Music curricula in particular.

First World countries Australia (2), UK (England) (28) and T&T (62)
Second World countries | Sadmoa (99), SA (123) and India (134)
Third World country Kenya (143)

Table 3.1:  Final country selection used in subject Music curriculum comparison

35 Procedures

Two procedures were implemented: a comparison was made between the subject
Music curricula of seven countries, while five sample questionnaires were distributed

and analysed.

3.5.1 Comparison between different subject Music curricula

After determining the selection of countries, SA’s Music CAPS was compared to the
subject Music curricula of the other countries. Depending on the country, the various
subject Music curricula stretch over a different number of years. It was therefore
decided to compare the Music curricula in terms of content and the level achieved at

the end of the final school year, rather than in terms of particular school grades.
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3.5.2 Questionnaires

Questionnaires were distributed among different groups, including music educators
currently involved in teaching subject Music; Grades 10-12 subject Music learners;
parents of Grades 10-12 subject Music learners; lecturers presently or recently
involved in tertiary music education and curriculum assessors. Although the
questionnaires for the various participant groups (samples) shared core questions,
group-specific questions were added to the different questionnaires, for example, the
learner questionnaire was similar but also different to the other group-specific

questionnaires.

The main purpose of the questionnaires was to gain the input of various
stakeholders regarding their opinion of Music CAPS and to learn of their
recommendations towards an improved Music curriculum. To achieve this, the Likert
scale method was employed to gather quantitative data and open-ended questions
were used collect qualitative data. The question sequence was sometimes changed
to enhance formatting and to avoid an excessive page count that might discourage
participants from providing quality answers. A comparison of the main differences
between Grades 10-12 NCS for Music and Music CAPS was attached to each
questionnaire in order to put Music CAPS into perspective of its NCS predecessor

and to provide participants with some degree of reference.

In total, 11 core questions overlapped between different participant samples. Based
on estimated insight of a particular sample, the researcher in some cases limited the
questions to a given selection of choices; given choices with supporting reasons; or
open-ended questions. In the case of open-ended questions, the researcher sorted
the answers (if possible) according to criteria that were provided to other samples.
For instance, if the answer to an open-ended question was "yes ...", the quantitative
part of the question was counted with Likert scale-only responses, while the

qualitative data was analysed separately through a coding process.
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3.6 Data presentation

Data that was collected and presented included a comparison between the subject

Music curricula of seven countries and five sample questionnaires.

3.6.1 Subject Music curricula

Subject Music curricula of the various countries were compared in terms of two main
categories: determinants and content. Determinants included the countries'
curriculum rationales and its aims and objectives. Curriculum content was compared
in terms of general features and contextual framework. General features that were
compared included style, sections (outcomes or topics) and instruments offered. The
contextual framework comparison concerned the different countries' music work
schedule, subject matter, performance standards, and assessment strategies.
Demographic data was gathered to determine possible trends between cultural

distribution ratios and styles included in the Music curricula.

3.6.2 Questionnaires

Six questionnaires were designed and distributed among six samples which included
music educators currently involved in teaching subject Music; Grades 10-12 subject
Music learners; parents of Grade 10-12 subject Music learners; lecturers presently or
recently involved in tertiary music education; curriculum assessors; and one
curriculum developer. Data was gathered from each of the various sample units and
put into a separate table. Except for the curriculum assessor (which was the only
questionnaire received from the group of participants), each table was followed by

further explanation.

3.7 Findings

Data that was collected from the Music curriculum comparison and questionnaires

were analysed employing different qualitative and quantitative strategies. Once a
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clear understanding was reached concerning the critical facets of successful Music
curriculation and gathering the input from the different samples, recommendations
could be made towards an improved Grades 10-12 South African Music curriculum

which is linked to entry levels standards for tertiary institutions.

3.7.1 Subject Music curricula

Data pertaining to various components of each country's Music curriculum was
analysed. This involved a comparison between the curricula in terms of rationale;
sections (outcomes or topics); instruments offered; work schedule; link between style
and demographics, subject matter; and assessment strategies. Analysis methods
included manual comparison and electronic topic-specific terminology. As a result,
trends, similarities, and differences among the various countries, Music curricula

could be established.

3.7.2 Questionnaires

Each of the different samples' questionnaires was individually analysed. Data was
coded according to different categories. Among others, these categories included
race, gender, sample classification, age and answers to specific questions. After
data coding, questions occurring in all five samples' questionnaires were extracted
and analysed. The same was done with reference to questions only some samples’

questionnaires had in common.

Some questions involved quantitative data and were analysed in Microsoft Excel
through simple descriptive analysis methods. This included different columns, lines
with markers, pie charts, and radar with markers. Qualitative data was analysed
manually and by conducting word searches that included synonyms, word
inflections, and topic-specific vocabulary. The same process was followed for
questions that occurred in some questionnaires only. Once all questions were

analysed, significant findings could be established.
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3.7.3 Critical analysis of South Africa's Music CAPS

Music CAPS was compared to its predecessor, NCS for Music. Based on this
comparison, and further investigation of Music CAPS by itself, a SWOT analysis was
conducted. The acronym "SWOT" refers to strengths, weaknesses, opportunities
and threats. The SWOT analysis is frequently used as an instrument to analyse
favourable and unfavourable factors which affect a business internally and
externally. Although primarily associated with the business world, principles of the

SWOT analysis can be applied to different fields including education (Orr, 2013).

3.7.4 Validity

As far as the questionnaires were concerned, the researcher did not have control
over their completion. All three distributing teachers (including the researcher)
handed the questionnaires to learners who were willing to participate in the study.
Validating questions were built into questionnaires to cross-check answers.
Quantitative data analysis was verified through tabulating information concerning the
different sample sizes, as well as participant particulars. All analyses were compared

to these tables to ensure accuracy.

Pertaining to Music curricula comparison, the researcher referred to authentic
curriculum documents only. During data collection, text was often copied from

original curriculum documents to ensure accurate analysis.

3.7.5 Ethical considerations

Ethical clearance was sought from the subject Music advisor for Gauteng who is
employed by the provincial DBE. Questionnaires were submitted for his approval.

After minor changes, permission was granted for distributing the questionnaires.

A letter of introduction accompanied all questionnaires. In the letter, the researcher
explained the purpose of the study, guaranteed anonymity, and provided participants

with the necessary contact details. Participation was voluntary and participants were
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under no obligation to complete or return the questionnaires. School names were

kept anonymous.

Legal copies of the various countries' Music curricula and supporting documents

were downloaded from official websites.

3.8 Conclusion

This chapter explained the research design that was employed in order to address
the research question and be able to submit research-based recommendations to
the DBE concerning suggestions towards an improved South African subject Music
curriculum. To accomplish this, relevant literature was reviewed and data was
meticulously analysed. Chapter 4 provides a comprehensive presentation of all data

to ensure accurate data analysis in Chapter 5.
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CHAPTER 4

DATA COLLECTION

4.1 Introduction

This chapter presents data that was collected during the course of the study. Data
mainly included a comparison between different countries’ subject Music curricula
and the collection of five sample groups’ questionnaires. This is followed by data that

was gathered during consultation with the GDE’s subject advisor for Music.

4.2 Comparison of the various countries' subject Music curricula

The subject Music curricula of the various countries have been compared in terms of

determinants and content which are both divided in subcategories. This is illustrated

Curriculum

in Figure 4.1.

. . . General Contextual
I Rationale I Aims/objectives I features amenerk
sections/ Instruments Work Subject Performance

I shyle .outcomes/ . offered .schedule . matter . standards IAssessment
topics

Figure 4.1:  Comparison of countries' subject Music curricula: key components

4.2.1 Determinants

There are three curriculum determinants which were compared: rationale, aims or

objectives, and general features. The various countries are compared below in terms
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of these determinants. Countries are listed according to their HDI rankings (from

highest to lowest).

i. Rationale

A curriculum rationale provides the underlying principles or reasons for a particular
curriculum. Table 4.1, stretching over one and a half pages, compares the various
countries' rationales as stated in their Music curricula. Text from the original
curriculum documents is copied exactly for precise analysis purposes. Such text is

indicated in a different font (Calibri) and cited at the end of each section.

Australia

Music involves the organization of sound and silence in structures that have deep meaning for participants and
listeners. Consequently, music has a universal place in every culture across the globe and throughout history.
Studying music provides the basis for a lifetime of further participation which contributes to the musical culture of

the future.

Students engage with music through movement, both in responding to its rhythms in dance and physical sensation,
and by making movements that allow them to produce music on a wide variety of instruments, including the voice.
Students engage in music on their own, or in groups, both large and small. Therefore, the social dimension to music
is inseparable from its function in culture. Music is processed through aural discrimination, memory and emotional
response, all of which interact with each other and with physical processes as a means of perceiving, learning and

performing.

In studying music, students develop physical and mental skills which are extended by a balanced program of study.
Central to this is performance and creativity. Performance allows students to actively participate in a wide range of
music activities. Creativity drives both interpretation of existing music in performance, and stimulates self-
expression in improvisation and composition. Creating, composing and performing draw on existing music that is
studied through responding, listening, analysis and also through engagement with the context in which the music
was produced. Each activity informs the others as musicians explore the range of musical contexts to which

libraries, the media, technology, their peers and teachers provide access.

The Music course is designed to encourage students to participate in musical activity as both a recreational and a
vocational choice. It may serve as a pathway for further training and employment in a range of professions within
the music industry, or as a means of experiencing the pleasure and satisfaction that comes from listening to and

making music (SCSA, 2012a:5).
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England

None provided.

T&T

Music education contributes to the enhancement of aesthetic and intellectual development as well as social skills.
As a part of general education, music is pleasurable to and suitable for students with different aptitudes and
abilities, including those students who are physically and emotionally challenged. The nature of Music education
allows students to develop their capacity to manage their own learning, work together with others and engage in
activities that reflect the real-world practice of performers, composers and audiences. Music is also known to
contribute to the development of qualities that other disciplines aim to develop, namely: creative and inventive
thinking, self-control, self-expression, disciplined thinking, problem-solving abilities, teamwork and sensitivity to

the needs and contributions of others.

In offering the CSEC Music syllabus, the Caribbean Examinations Council is providing opportunities for the
development of a practical knowledge of music and of the skills of analysis that can form the basis for further
studies in teaching, performing, conducting, composing and arranging, the music business and other music-related
fields. The syllabus is rooted in Caribbean musical expressions, as well as in the musical expressions of other
cultures. Further, the syllabus enables regional peoples to participate in the continuing development of Caribbean
musical culture and to contribute to, and draw from, the pool of knowledge that constitutes world music (CXC,

2009a:1).

Samoa

The Arts curriculum is based on the Principles of the Sdmoan Secondary School Curriculum stated in the Sdmoan

Secondary School Curriculum Overview Document. The principles are that the curriculum:

1. Provides a challenge for all students and allows for individual differences.

2. Fosters and enhances the self-concept of all learners, and encourages them to be self-directed in their
learning.

3. Provides all learners with a broad and balanced general education.

4. Will be based on what is best in fa'asamoa.

5. Will be responsive to change so that it is relevant to needs of the individual learner, to the well-being of the
community, and ultimately to national development.

6. Provides for flexibility taking into account the context in which schools operate and the resources available to
them.

7. Establishes a direction for learning and ensures each learner's school experience progresses in a systematic
and coherent way.

8. Promotes the presentation of essential knowledge by means of a systematic bilingual methodology.

9. Promotes language learning in all areas of the curriculum.

10. Encourages the use of good assessment practice.

11. Reflects the need to be inclusive (MESC, 2004:7).
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SA

None provided.

India

The paramount guiding principles as proposed by NCF-2005 are:

1.

2
3
4.
5

Connecting knowledge to life outside the school.

Ensuring that learning is shifted away from rote methods.

Enriching the curriculum to provide for overall development of children rather than remain textbook centric.
Making examinations more flexible and integrated into classroom life.

Nurturing an over-riding identity informed by caring concerns within the democratic polity of the country

(Government of India, 2013:3).

Kenya

None provided.

Table 4.1: Comparison of countries' subject Music curriculum rationales

Aims or objectives

Aims or objectives state the overall goals the (music) curriculum envisages
achieving. Table 4.2 which stretches over two pages explains the aims or objectives
as they appear in the curriculum documents of the various countries. Text from the
original curriculum documents is copied exactly, indicated in a different font (Calibri)

and cited at the end of each section.

Australia

None provided.

England

The AS and A Level specifications encourage students to:

e Extend the skills, knowledge and understanding needed to communicate through music and to take part in

making music.

e Engage in, and extend their appreciation of, the diverse and dynamic heritage of music, promoting spiritual

and cultural development.

o Develop particular strengths and interests encouraging life-long learning and providing access to music-related

and other careers.

e Recognise the interdependence of musical skills, knowledge and understanding and the links between the

activities of performing/realising, composing and appraising.
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England (continued)

They also encourage students to broaden experience, develop imagination, foster creativity and promote personal
and social development.
The A Level specification also aims to:

e Extend the skills, knowledge and understanding developed in the AS and provide a basis for further study

(OCR, 2008:6).

T&T

The syllabus aims to:

1. Encourage the desire to continue learning in formal and informal music settings during and after school.

2. Provide knowledge and skills to critically analyze and evaluate music.

3. Provide opportunities for the development of personal values about music.

4. Provide opportunities through which students can develop creativity, manage their own learning, work
together with others and engage in activities that reflect the real-world practice of performers, composers and
audiences.

5. Provide opportunities for informed decision-making through the development of skills in critical thinking,

problem-solving, research and communication (CXC, 2009a:1-2).

Samoa

From their study in the Arts students will:

1. Develop knowledge, creativity and skills in the arts using appropriate terminology, practices, processes and
techniques.

2. Develop ideas and investigate concepts in the Arts by exploring, observing, reflecting and conceptualising
works from a wide range of sources.

3. Communicate and interpret meaning in the Arts by exploring different ways of conveying ideas and analysing
works in response to a wide range of works and performances.

4. Understand and examine the functions and values of the Arts in the past and present societies and analyse

how cultures express themselves through the Arts (MESC, 2004:10).

SA

Grades 10-12 Music learners will develop:

1. Technical control over one or more music instrument(s) or the voice.

2. Performance skills by way of performing a wide variety of musical works, in solo and group (ensemble)
context, ranging from Western Art Music and Jazz to Indigenous African Music (IAM).

3. Ability to read music notation(s).

4. Creativity through improvisation and working with own music ideas.

5. Understanding of existing works of music with regard to compositional techniques used, application of musical
elements in existing musical works and placing these in a specific historical and cultural context.

6. Awareness of various musical traditions.

7. Appreciation for various styles of music (Department of Education, 2011:8).
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India

Central Board of Secondary Education (CBSE) set the following curriculum goals:

1.

2
3
4.
5

w o ® N o

10.

To enhance self-awareness and explore innate potential.

To develop creativity and the ability to appreciate art and showcase one's own talents.

To promote capabilities related to goal setting, decision making and lifelong learning.

To nurture assertive communication and interpersonal skills.

To learn to be empathetic towards others, display dignity and respect to the opposite gender, to contribute for
the community, and focus on preserving environment.

To foster cultural learning and international understanding in an interdependent society.

To strengthen knowledge and attitude related to livelihood skills.

To acquire the ability to utilize technology and information for the betterment of humankind.

To inspire the attitude of functional and participatory learning.

To develop abilities related to thinking skills and problem solving (Government of India, 2013:5-6).

Kenya

By the end of the course, the learner should be able to:

1
2
3
4.
5
6

10.
11.
12.

Read and write music.

Use musical instruments, costumes and decorations.

Express own ideas, emotions and experiences through composing music and dance.

Appreciate and contribute to development of different types of music.

Acquire a sense of co-operation by participating in musical activities.

Promote and enhance national unity by identifying through exploration, appreciation and performance of
indigenous music from all parts of Kenya.

Contribute to the world of music through study and participate in the country’s music and that of other
nations.

Use acquired music skills for his/her well being and of others in society.

Use music to acquire better mental and physical health.

Compose music to educate society on issues affecting them.

Perform and enjoy song, dance and instrumental music.

Develop/improve own creative skills/talents through the composition of music and dance (Elimu Network,

2013:2).

Table 4.2:  Comparison: subject Music curriculum aims or objectives

4.2.2 Content

The content of the different countries’ Music curriculum is compared in two sections:

general features and contextual framework. It was decided to tabulate information to
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enhance clarity of comparison. In each table, countries are listed according to their
HDI rating, from highest to lowest. Due to excessive length and to avoid scaling
problems, all curriculum documents are included on an accompanying CD. As stated
previously, text which is exactly copied from the original curriculum documents is

indicated in a different font (Calibri) and cited at the end of each section.

i. General features

Firstly, general features of each curriculum are contrasted in terms of style (Table

4.3), curriculum sections (Table 4.4) and instruments offered (Table 4.5).

Australia e WAM

o Jazz
e CM (SCSA, 2012a).
England o Western/European music (this includes folk and contemporary popular influences).

e Non-Western music (this includes folk and contemporary popular influences) (OCR,
2008).
T&T e Main focus

— Western Art Music
— Caribbean popular and folk music
e Profile dimension 1 (listening and appraising) and 2 (performing)
Include variety of styles, for example Western Art Music, Caribbean popular and folk

music, African, Latin American, East Indian and indigenous music (CXC, 2009a).

Samoa e Samoan music
— Traditional
— CM (including regional and international influences such as South American and
African)
e WAM (including neo-classical and popular styles)
e CM/popular music (MESC, 2004).
SA e WAM

e Jazz

e |AM (Department of Education, 2011).

India e Hindustani music

e Carnatic music (Government of India, 2013).
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Kenya e African music
e WAM (Elimu Network, 2013).

Table 4.3:  Comparison of Music curricula content: style

The following table covers three pages and contrasts the different Music curricula's
sections.

Sections (outcomes/topics)

Australia

Outcome 1: Performing
e Students apply musicianship skills, techniques and conventions when performing. In achieving this
outcome, students:
— Demonstrate musicianship and control of instrument specific techniques.
— Demonstrate stylistic and expressive awareness.
— Demonstrate awareness of the roles and contributions of other performers and performance contexts.
e Students participate in practical activities in instrumental, vocal and ensemble music in a range of settings
through formal and informal learning processes. This can involve playing from notation, from memory,

improvising, playing by ear and the application of sound/production and technology.

Outcome 2: Composing/arranging

e Students apply music language, stylistic awareness and performance understandings when composing or
arranging. In achieving this outcome, students:
— Use music language, skills, techniques and technologies when composing or arranging.
— Use the elements of music with stylistic and expressive awareness.
— Understand the roles and needs of performers and performance contexts.

e Students engage in the creative process of composing, arranging and transcribing music via notation,
technology and/or improvisation. Students have the opportunity to perform their own works or hear them

performed by others.

Outcome 3: Listening and responding
e Students respond to, reflect on, and evaluate music. In achieving this outcome, students:
— Respond to the elements and characteristics of music.
— Reflect on the elements and characteristics of their own music works.
— Evaluate music using critical frameworks.
e Students engage with the literature, music scores and recorded legacy of music through activities including
aural and score analysis. Responses to listening activate and extend the capacity of students to character,

reflect on and critically evaluate music.
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Australia (continued)

Outcome 4: Culture and society
e Students understand how social, cultural and historical factors shape music in society. In achieving this
outcome, students:
— Understand how the elements and characteristics of music contribute to specific music works.
— Understand the ways in which the elements and characteristics of music reflect time, place and
culture.
— Understand the social significance of music across time, place and culture.
e Students engage with the wider social and cultural contexts within which music is created and experienced

through the study of specific repertoire (SCSA, 2012a:5-6).

England

AS level areas of study:
e  Tonality (the language of Western tonal harmony)

e The Expressive use of Instrumental Techniques.

A (A2) level areas of study:
e  Performing Music (Interpretation)
e Composing

e Historical and Analytical Studies in Music (OCR, 2008:8).

T&T

1. Profile dimension: Listening and appraising
Students should listen to music of different genres and by reference to structural and expressive elements

analyze and appraise them using appropriate language.

2. Profile dimension: Performing
Students should develop the ability to perform vocal or instrumental music, displaying understanding of and

sensitivity to musical structure and style.

3. Profile dimension: Composing

Students should develop the ability to select and sequence sound in order to express and communicate musical
ideas, thoughts and feelings, which include adding new parts or ideas to an existing piece (arranging), as well as
spontaneously experimenting with new ideas, while in the act of performing (improvising) (CXC,

2009a:16,18,20).

Samoa

Strand 1 (General knowledge)
Students will explore and expand on their understanding about what makes music through listening, observing,
moving, singing, writing and performing. Students will develop an understanding of music symbols and

language and use knowledge gained to further interpret elements of music.
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Samoa (continued)

Strand 2 (Composition)
Students will use known compositional devices to define, develop and refine their musical ideas. They will learn
to arrange, improvise and compose by using creative and aural skills and the knowledge of instrumentation and

technology.

Strand 3 (Performance)
Students will develop competency in performance through practical presentation and evaluation of individual

and/or group performances.

Strand 4 (History and research)
Students will research to develop their understanding of music’s historical contribution and its significance from
past to present day. They will investigate traditional and contemporary music to develop a deeper

understanding of society and their own community (MESC, 2004:18).

SA

Topic 1

Musical performance and improvisation

Topic 2

Music literacy

Topic 3

General music knowledge and analysis (Department of Education, 2011:12).

India

1. Theory.

2. Practical Activities (Government of India, 2013).

Kenya

Basic skills

Melody

Harmony

Aurals

Intervals

History and analysis
Western music

Practicals

O O N o vk w NDoR

Project (Elimu Network, 2013).

Table 4.4: Comparison of Music curricula content: sections
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The table below compares the examinable instruments as prescribed by the various
Music curricula.

Instruments offered

Australia Choice of instrument(s) is unlimited — no prescribed instruments (SCSA, 2012a).

England Choice of instrument(s) is unlimited — no prescribed instruments (OCR, 2008).

TaT Presumably the choice of instrument(s) is unlimited since no specific restrictions are
included (CXC, 2009a).

Samoa Unlimited; no specific restrictions are included (MESC, 2004).
Keyboard instruments, voice, recorder, guitar, orchestral instruments, percussion (three

SA instruments), band instruments, drum kit, indigenous African instruments, Indian
instruments and steel pan (Department of Education, 2011).

ndia Vocal; sitar; sarod; violin; dilruba or israj; flute; guitar; hara or pakhawaj (Hindustani
music); and mridangam (Carnatic music) (Government of India, 2013).

Kenya Presumably the choice of instrument(s) is unlimited since no specific restrictions are
included. (Elimu Network, 2013).

Table 4.5: Comparison of Music curricula content: instruments offered

ii. Contextual framework

This section examines the countries’ Music curricula contextual frameworks with
regard to work schedule (Table 4.6), subject matter (Table 4.7), performance
standards (Table 4.8), and assessment (Table 4.9). The first of these tables

stretches over approximately four pages.

Work schedule

Australia

e The subject Music curriculum stretches over 2 years (Year 11-12) and offer 3 levels (stages) of
difficulty. Based on their ability, learners decide which stage they want to enroll for. The levels are:
— Stage 1 (easy): Unit PA, PB, 1A, 1B, 1C and 1D
— Stage 2 (intermediate): Unit 2A and 2B
— Stage 3 (advanced): Unit 3A and 3B

e Learners may transfer between stages by following the next pathways (SCSA, 2012a:9):
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Australia (continued)

Pathway 1
P A/B » 1A/B
(No examination)
Pathway 2
1AB d » 1C/D
(No examination)
Pathway 3
Pathway 4
1C/D 2 A/B
(Stage 2 examination)
Pathway 5
2A/B » 3AB
(Stage 3 examination)
Pathway 1

Typically for students who enter the course to engage in practical music activities and develop a basic

understanding of musical concepts.

Pathway 2

Typically for students who enter the course with limited experience and undertake music for enjoyment.

Pathway 3
Typically for students who enter the course with limited experience, knowledge and understanding of music but
develop sufficiently to access Units 2A and 2B. Students who choose this pathway will complete the external

Stage 2 examination.

Pathway 4
Typically for students with a broad knowledge and understanding of all aspects of music who wish to further
develop their music skills in order to access further music opportunities. Students who choose this pathway will

complete the Stage 2 external examination.

Pathway 5
Typically for students with an extensive and comprehensive knowledge and understanding of all aspects of
music and who aspire to further their music studies to higher levels. Students who choose this pathway will

complete the Stage 3 external examination.

Time allocation
The notional hours for each unit are 55 class contact hours. This does not include additional tuition typically

undertaken out of school hours (SCSA, 2012a:9).

England

The subject Music curriculum applies to the two optional school years (Year 12-13). Year 12 is known
as Lower Sixth Form and Year 13 as Upper Sixth Form. Lower Sixth Form offers the AS levels/units

and Upper Sixth Form offers the A(2) levels/units.
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England (continued)

1. The Three-Unit AS

The Advanced Subsidiary GCE is both a ‘stand-alone’ qualification and also the first half of the corresponding
Advanced GCE. The AS GCE is assessed at a standard appropriate for candidates who have completed the first
year of study (both in terms of teaching time and content) of the corresponding two-year Advanced GCE

course, i.e. between GCSE and Advanced GCE.

The AS GCE in Music is made up of three mandatory units, two of which are externally assessed (Performing
Music 1 and Introduction to Historical Study in Music), and one that is internally assessed/externally moderated

(Composing 1). Together they form 50% of the corresponding six-unit Advanced GCE.

The AS specification is suitable both for candidates who wish to proceed further in their study of music and for

those whose interest is recreational.

2. The Six-Unit Advanced GCE
The Advanced GCE is made up of three mandatory units at AS and three further mandatory units at A2. Two A2
units are externally assessed (Performing Music 2 (Interpretation) and Historical and Analytical Studies in

Music) and one is internally assessed/externally moderated (Composing 2).

The A2 units build directly upon the foundations laid in Performing, Composing and Listening in the AS
specification. They develop candidates’ skills to a level appropriate for entry to courses of study in music in
higher education and provide access to a range of music-related employment, as well as offering an informed
basis for a life-long appreciation and enjoyment of music. Their academic rigour sets out approaches and lays
down standards for critical judgement that may be transferred to candidates’ learning in other subjects (OCR,

2008:4-5).

Time allocation
AS GCE Music requires 180 guided learning hours in total.
Advanced GCE Music requires 360 guided learning hours in total (OCR, 2008:69).

T&T

Subject Music stretches over 3-4 years depending on the choice of curricula: Grades 10-12. The CXC
curriculum is used for Grade 10 and 11, while the Cambridge A levels are used for Grade 12 which

normally stretches over two years if both the AS and A levels are followed.

Time allocation
e CXC: It is recommended that a minimum of seven 40-minute periods per week over two academic years be

allocated to the teaching of music. This should include at least one double period each week or cycle.
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T&T

e AS GCE Music requires 180 guided learning hours in total.

e Advanced GCE Music requires 360 guided learning hours in total.

The syllabus is organised under three Profile Dimensions or major areas of study, namely: Listening and
Appraising (LIAP), Performing (PERF) and Composing (COMP). Candidates are required to complete three
components: a paper based on Listening and Appraising; one practical examination based on Performing and
Composing; and a third component, the School Based Assessment (SBA) based on the research, Listening and

Appraising, Composing and Performing profile dimensions (CXC, 2009a:20).

Grade 12 work schedule: Same as AS/A Units stated under England’s work schedule.

Samoa

Subject Music is offered from Year 9-13. (For the purpose of this study, only Year 11-13 is analysed.)

No work schedule is provided.

Time allocation
Unspecified. (MESC, 2004).

SA

Music CAPS stretches over 3 years, from Grade10-12. The table below is a copy of the annual year
plan for Grades 10-12 (Department of Education, 2011:9). The shaded blocks in Term 1 and first part
of Term 2 in Grade 10 indicate introductory information to IAM, Jazz and WAM which is compulsory for
all three streams. The shaded blocks in Term 4 of Grade 11 indicate an overview of the other two
streams which fall outside the chosen stream of specialization. For example, if the chosen stream is

WAM, an overview of IAM and Jazz is provided.

Term Grade 10 Grade 11 Grade 12
WAM JAZZ 1AM WAM JAZZ 1AM WAM JAZZ 1AM
1 * Classification |+ Classification | = Classification | + Musical *  Musical * Indigenous Development Afrophonia *  Metaphors of
of of instruments of instruments theatre theatre musical of opera PAT: Compare Music as life
instruments * Form = Form Rock and Rock and theatre PAT: The vocal & * Interchangeable
Form * Rockandpop | = Rockand pop pop pop *  Modem sonata or instrumental SA concepts
Rock and pop | + PAT: Study * PAT: Study constructs The oratorio jazz * Role of ances-
PAT: Study of own of own tors in 1AM
of own performance performance performance
performance instrument instrument PAT: Music in an
instrument African ceremony
+  Afrikaans +  Afrikaans » Afrikaans Romantic * Bebop + Function and | Development Afrophonia *  Modem
2a music music music style period * Hard bop value of IAM | of the constructs
Boeremusiek | * Boeremusiek | = Boeremusiek +  Cool jazz * |IAM and symphony * History of
Moppiesand | * Moppies and = Moppies and Themes popular African
Goemas Goemas Goemas music
Indian music | *+  Indian music * Indian music
Introduction to Introduction to Introduction to
2b WAM jazz 1AM
(historical (historical (historical
timeline) timeline) timeline)
Baroque style Early jazz: Classification of Modem style | »+ Free and *  Analytical *  SAmusic *  music *  SAmusic
3 period * Ragtime 1AM: period Avant-garde features industry +  SAmusic industry
Stride piano = Children’s jazz *  Working with industry
songs « Jazz fusion Indigenous
Communal +  Smooth music
S0NgS jazz practitioners
Classical style * New Orleans | Subgenres and Overview of Overview of Overview of jazz | FINAL FINAL FINAL EXAMINA-
4 period and Chicago Terminology from | jazz WAM Overview of EXAMINA- EXAMINA- TIONS
era = Ngunigroups | Overview of | Overview of WAM TIONS TIONS
Swing era = Sothogroups | IAM 1AM
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SA

Time allocation

e Musical performance and improvisation — 2 hours per week — practice time to be added as needed by
learner according to level and skill.

e Music literacy — 1 hour per week.

e General music knowledge and analysis — 1 hour per week (Department of Education, 2011:12).

India

No work schedule is included in the curriculum.

Kenya

The syllabus has been designed taking into consideration the time allocated to the subject, i.e. 3 lessons for
forms 1 and 2 and 4 lessons for forms 3 and 4. Use of double lessons is recommended when dealing with such
topics as practicals, aurals and harmony (Elimu Network, 2013:2).

Table 4.6: Comparison: Music curricula's work schedules

The following table shows a comparison of the countries' Music subject matter. This

table stretches over approximately fifteen pages.

Subject matter

Australia

Refer to Appendix 11 on the CD which is a compressed tabulated version of the Music curriculum’s
subject matter) or to Appendix 10 on the CD (which is the complete version of the curriculum, also

containing examination design briefs and grade descriptions).

1. Course contexts

There are three contexts defined in the Music course:

e WAM
e Jazz
e CM.

At Stages 2 and 3, the contexts are coded as separate units. This enables students to study a particular music
context and have that recorded as such on their WACE [Western Australian Certificate of Education]. For each
context, there are a number of areas of study that enable in-depth investigation of the context. Both the
contexts and their areas of study offered by schools will depend on school resources, staff expertise and

student interest.

At Stage 1, the areas of content can be taught across one or more contexts. This enables teachers to best meet
the interests and needs of their students. In addition, topics such as Music Theatre, Film and Television, and

World and Indigenous Music can be incorporated into the content of the syllabus.
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Australia (continued)

Where appropriate for both school-based and external assessment, students can draw on the content

described in the relevant area of study.

Compulsory areas of study

Context Stage 2 Stage 3
Western Art Music Symphony Concerto
Jazz Big Band/Swing Be-Bop
Contemporary Music Rock Pop

1.1 Western Art Music

For this course, Western Art Music involves the study of the European tradition of art music and its
development over time. The Western Art Music areas of study (genres) are:

e Chamber music

e  Choral music

e Concerto

e QOpera

e Solo works (instrumental/vocal)

e  Symphony.

Two areas of study (genres) must be studied in Stage 2 and two areas of study (genres) must be studied in Stage
3. Symphony is the compulsory area of study for Stage 2 and Concerto is the compulsory area of study for Stage

3. One of the areas of study (genre) completed in Stage 2 may be repeated in Stage 3.

Four designated works are required for Stage 2 and Stage 3 examinations; each area of study (genre) has been

assigned two designated works.

The compulsory areas of study (genre) and the designated works will be reviewed at the end of a three year
cycle. The reviewed works will be published in the designated works guide, located at

www.scsa.wa.edu.au/internet/ Documents/MUS publ ic/Music designated works lists.doc.

1.2 Jazz

Jazz is a musical style with its origin in the mid to late 19" century in America. It is a fusion of African and
European musical traditions. It has a heavy reliance on syncopation, swing rhythms, extended chord

vocabularies and improvisation.
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Australia (continued)

Jazz content can be taught using either an historical or a genre/style approach, or a combination of both. The

Jazz areas of study (eras) are:

Era

e Be-Bop

e Big Band/Swing

e Early Jazz/Blues

e Hard Bop/Cool School

e  Post Bop/Contemporary trends

Two areas of study (eras) must be studied in both Stages 2 and 3. Big Band/Swing is the compulsory area of
study for Stage 2 and Be-Bop is the compulsory area of study for Stage 3. One of the areas of study (era)

completed in Stage 2 may be repeated in Stage 3.

Eight designated works are required for Stage 2 and Stage 3 examinations; each area of study (era) has been

assigned four designated works.

The compulsory areas of study and the designated works will be reviewed at the end of a three year cycle. The
reviewed works will be published in the designated works guide, located at

www.scsa.wa.edu.au/internet/ Documents/MUS public/Music designated works lists.doc.

1.3 Contemporary Music

Contemporary Music encompasses popular music from the 1950s to the present day. It is predominantly
commercial in nature and is constantly evolving through the influence of youth culture and the emergence of
new artists and styles. The Contemporary Music areas of study (styles) are:

e  African-American

e Country

e Electronica

e Folk
e Pop
e Rock.

Two areas of study (eras) must be studied in Stage 2 and two areas of study must be studied in Stage 3. Big
Band/Swing is the compulsory area of study for Stage 2 and Be-Bop is the compulsory area of study for Stage 3.

One of the areas of study (era) completed in Stage 2 may be repeated in Stage 3.
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Australia (continued)

Eight designated works are required for Stage 2 and Stage 3 examinations; each area of study (style) has been

assigned four designated works.

The compulsory areas of study (styles) and the designated works will be reviewed at the end of a three year
cycle. The reviewed works will be published in the designated works guide, located at

www.curriculum.wa.edu.au/internet/ Documents/MUS public/Music_designated works lists.doc.

The knowledge and application of Western staff notation for Stage 1 units is strongly recommended for

students intending to progress to Stage 2.

2. Course content

The course content is the focus of the learning program. The c