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An Investigation of the Curriculum
 
The assignment aims to present a critique of the curriculum design at the University of Wales, Trinity St David’s, Swansea campus. The context of the curriculum is within Sociology, based upon a three-year Undergraduate Degree. 
What does curriculum mean?
‘Curriculum’ is defined as the totality of experiences the pupil has from the provision (Kelly (p.8, 2006). Null (2011) suggests that curriculum encompasses what should be taught, thought, action and purpose instrumental to its development. Stenhouse (1975) argues that curriculum has conflicting meanings, that of an ‘intention, plan or prescription or as an existing situation in schools.’ The educational curriculum is concerned with the opportunity to engage in liberating experiences, with activities permitting freedom of speech, critical thinking, which socially and politically empower the learners, without compromising the respect of others(Kelly, p.3, 2006). Therefore, a conclusive definition of curriculum, is problematic given the range of perspectives involved (Neary, p.38, 2002).  
Characteristics of the Product Model
The contested nature of curriculum is further perplexed by the varying interpretations of curriculum, with recommendations to avoid general purposes and intents; enable precise assessment regarding whether it is representative of a product model, aligned with behavioural outcomes. This developed from the work of Tyler (1949), who proposed greater technological precision to education (Moore, p.154, 2000), or the process model, considered more appropriate for the development of professional  practitioners due to its autonomous structure (Neary, p.62, 2002).
Curriculum Design In line with the Product Model 
In designing the product model emphasis is placed on job analysis; delivering appropriate contents; identifying different types of learning and informing the teaching practice of skill acquisition (Neary, p.61, 2002; Kelly, p.57, 2006).The curriculum at University of Wales Trinity St David’s benefits from adopting elements of the product curriculum through the adoption of a teacher-centred approach. It involves an andragogical style, with learning objectives for modules, with indicative content and prescriptive templates for schemes of work and lesson plans, aligned to behaviourist theories, advocating that learning is managed by the teacher, who controls and regulates the lessons to achieve the desired effects, recognised as effective instructional learning (Race, p.60, 2014; Ulman. 1998). The learning is defined by objectives for desired outcomes:: general aims, supported by specific objectives; test the abilities to meet these objectives; define the curriculum in practice and inform the teaching practice of the curriculum (Pinar, 2019), mirroring the findings of the behaviourist theory of John Watson, who proposed training through conditioning (Bates, p.28, 2016; Pritchard, p.16, 2014). Equally, all aims and objectives are explicitly worded (Kelly, p.56, 2006: Race, p.56, 2014), to convey the intended behaviour required of students to meet the outcomes, considered as operant conditioning (Kelly, p.60, 2006; Denby, p.162, 2015;Ulman,1998). This is aligned to Skinner’s behaviourist theory, with students conditioned by their interactions with their environment under supervision, to pass the module (Aubrey et al, p.74, 2019; Petty, p.22, 2014). This model may lead to a flawed concept of learning (Kelly, p.4, 2006), due to emphasis placed upon absolutist ideology, with the curriculum contents having greater significance than the impact on the learner (Null, p.31, 2011).This fails to provide a curriculum for democracy, instead sustaining social inequality (Kelly, p.60, 2006). The practitioner has incorporated a variety of different mediums into the scheme, including emergent technology, group discussion and creative written activities to support learning (Moore, p.151, 2000; Race, p.59, 2014). Upon completion of the module, the students have two forms of summative assessment, an assignment and a portfolio,  with criterion based objectives to be met by the students before being awarded a level, key to the product curriculum (Kelly, p.130, 2006). This approach to assessment is considered ‘undemocratic’ due its prescriptive nature (Neary, p.61, 2002; Null, p.62, 2011). Kelly (p.77, 2006) argues that it is not the achievement of goals which should underpin the curriculum and be valued (Stenhouse, 1975), but the procedural principles that are adopted.   


Characteristics of the Process Model
Curriculum design also aligns itself with process curriculum, characterised by the activities of the teacher and the teacher-student relationship (Neary, p.61, 2002). The process model reflects process outcomes, adopting a skills based approach, espousing intellectual and cognitive development, enabling students to develop learning skills used to examine and explore the knowledge or contents of the curriculum and its relevance to practice (Kelly, p.83, 2006; Moore, p.38, 2000). The curriculum at University of Wales Trinity St David’s, Swansea, benefits from having elements of the process curriculum incorporated into the programme, with module content and desired outcomes. The process has formative and summative assessment incorporated into the design, to assess progression towards the outcomes (Neary, p.64, 2002). The assessment element provides the teacher with an opportunity to give feedback to the students, for development purposes (Neary, p.64, 2002) and is recognised by its andragogical approach to teaching (Neary, p.63, 2002), culminating with self-directed learning, to pursue a subject matter of interest. Planning for group work discussion will enhance the scope of the subject knowledge and the development of life skills through case studies (Neary, p.65, 2002; Moore, p.38, 2000), whereas individual or paired work will allow for creativity and self-directed learning. This reflects the constructivist stance to learning, which acknowledges that knowledge is something which is constructed by individuals through their own experiences and collaboration with others (Marsh, p.29, 2016). However, the process curriculum is recognised as having the following disadvantages, despite the self-directed and autonomous learning (Neary, p.63, 2002), in that, not all students are attuned to this style of learning (Neary, p.65, 2002), whilst considered to be neglectful of appropriate content, which fails to enhance their employability skills (Neary, p.62, 2002). The process model is representative of a curriculum which promotes the processes afforded to development and progression (Kelly p.97, 2006; Neary, p.122, 2002).   
Academic design
[bookmark: _Hlk36399923][bookmark: _Hlk36400041][bookmark: _Hlk36400166]Further understanding can be gained through the academic and progressive concept of the curriculum. The teaching and learning undertaken within the institution, involves predetermined imposed content for the scheme of work, authorised by the institution and by government policy (Moore, p.149, 2000; Neary, p.166, 2002). This includes theoretical aspects of the subject, the theorists to be studied and the recommended literature (Moore, p.150, 2000). Equally, the module design, the descriptors and the indicative content to be covered by the teaching practice, all bear witness to the prescriptive expectations of the institution and provides the practitioner with a framework to follow (Neary, p.156, 2002; Moore, p.150, 2000). Its design aligns itself with the UK Professional Standards framework for teaching and learning in Higher Education, for quality assurance purposes, ensuring standards are adhered to (Moore, p.150, 2000; Neary, p.22,2002), and the viability of running the course (Neary, p. 177, 2002). The teacher and the students engage in a progressive interaction, through a delivery of study of the teacher’s choice (Kelly, p.190, 2006), using innovative means such as emergent technology to engage the students, whilst still adhering to official policy ( Moore, p.151, 2000). This encourages student participation through collaborative group work, discussion and review of case studies, applying theory and policy to practice for problem solving purposes (Neary, p.62, 2002; Kelly, p.23, 2006; Reece et al, p.8, 2007), considered as an active approach, achieved through deep learning (Reece et al, p.79, 2007; Ginnis, p.18, 2004).
Prorgressive Concepts of the Curriculum
The curriculum experienced by the students follows an intended specification, as endorsed by the institution through predetermined content (Moore, p.149, 2000; Neary, p.166, 2002) and prescriptive outcomes (Neary, p.156, 2002; Moore, p.150, 2000). Furthermore, the curriculum includes opportunities for self-directed learning, through independent research and group activities involving case studies, to develop understanding of the subject matter (Neary, p.62, 2002; Kelly, p.23, 2006; Reece et al, p.8, 2007). A hidden curriculum  is woven into the curriculum design, which accentuates the complexities encountered by marginalised groups, not supported by government policy, which transmits tacit messages surrounding conformity and socialisation (Kelly, p. 5, 2006; Ulman, p.252, 1998; Moore, p.40, 2000). 
Within the setting, a combination of models has been adopted, both product and process, to support the delivery of the Sociology curriculum. The adoption of these approaches recognises the praxis of all stakeholders and ensures that the traditional ideology of the institution, with its predetermined course content is incorporated into the planning to support the process model and the development of the student (Kelly, p.97, 2006). The curriculum is flexible and encompasses both the traditional ideology of subject matter and the progressive stance regarding learning processes (Kelly, p.163, 2006;Neary, p.57, 2002), recognising the need to apply knowledge to practice (Neary, p.58, 2006). 
Conclusion
In conclusion, therefore, is the dichotomy between the competing influences on education, involving the political agenda of the Government and economic forces,  whose intent is to gain the best economic return for the invested resources made available, and the pursuit of the teaching practice to secure a more liberal, vocational approach to education, meeting the needs of society, whilst enabling the individual to upskill themselves. (Kelly, p. 163, 2006).
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