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Introduction

Human capability literature indicates that a knowledge society needs a mix of highly specialised and generic skills if it is to achieve technological progress, economic growth and societal wellbeing (David, 2001:5-24).  In 1993, the New Zealand Curriculum Framework (NZCF) explicitly included essential (or generic) skills as part of the curriculum.  Significant international work in the last decade has deepened understanding about the nature and definition of generic skills.  These new understandings can make a significant contribution to the way New Zealand revises its essential skills framework.

The common rationale for focusing on generic skills is that they increase the flexibility and adaptability of people to change, minimise risks of people’s knowledge, experience and qualifications becoming redundant, and provide many of the necessary ingredients for individual, social and economic well-being.  While the focus on generic skills is usually based more on meeting economic challenges, New Zealand is facing many social challenges as we attempt to better understand and give effect to Treaty of Waitangi responsibilities, embrace and support the increasingly multi-cultural nature of our society, and address issues of equity and social justice.  Recent international reports have challenged our ability to nurture our children and to educate certain groups in our population
.  Making the most of the potential of all New Zealanders will require everyone to have the competencies necessary to participate effectively in society, and will also require the on-going acquisition of new competencies to meet changing demands.  What also needs to be acknowledged is that children do not just need competencies for their adult future; they need to be using them as active participants in their lives today.
This paper explores key conclusions from some international research on competencies and key competencies/generic skills, and suggests ways in which they can inform the review of the essential skills.  The paper focuses on research into the nature and definition of key competencies and associated implications for teaching and assessment, in particular, the work of the OECD Defining and Selecting Key Competencies project (DeSeCo).  The international work and New Zealand commentaries are then used as a basis for proposing a new framework for the essential skills.  The paper then briefly considers the implications of the international research for New Zealand teaching and learning practice, and concludes with a proposed framework of key competencies for the NZCF that integrates essential skills, attitudes and values.

Definitions

Competencies
 are conceptualised as the capabilities needed to undertake a task or meet a demand.
Competencies include skills, knowledge, attitudes and values needed to meet the demands of a task.
Competencies are performance-based and manifested in the actions of an individual in a particular context.
Key competencies are defined as those competencies needed by everyone across a variety of different life contexts to meet important demands and challenges.
Essential skills are defined in this paper as the skills all people need in order to operate across all life contexts, and which all learners therefore need to develop across and within all essential learning areas.  Essential skills are part of wider key competencies, which also include ‘know-how’ knowledge, attitudes and values.
Skills are defined more narrowly as what people can do in relation to physical skills and cognitive strategies.
Knowledge is defined as what people know (both ‘knowledge of’ and ‘know-how’).
Generic skills is used in this document where the text relates to existing or historic use of that term.  It can generally be read as synonymous with key competencies, although it usually implies a narrower concept of skill.
Background

The National School Sampling Study surveyed 4000 teachers in 10% of New Zealand schools.  The survey focused on Mathematics, Technology, Science, Social Studies and English.  It found that teaching of the essential skills was uneven across different essential learning areas (ELA).  Communication and problem-solving skills received the most focus overall.  Particular skill sets were seen to be more relevant to some ELA than others:

· Communication skills: English, Social Studies and Technology 

· Problem-solving skills: Technology, Science and Mathematics
· Work and study skills: English

· Social and co-operative skills: Social Studies

· Numeracy skills: Mathematics

· Information skills: Science and social studies

· Self-management and competitive skills
· Physical skills 

The Curriculum Stocktake Report (Ministry of Education, 2003) analyses the recent New Zealand experience with curriculum reform, focusing on the:

· appropriateness of the curricula in the current educational, social and economic climate;
· purposes for the curricula; and
· quality of the curricula.

The report recommended a review of the curriculum including reducing the fifty-seven essential skills in eight groups to five groups of essential skills and attitudes, with values incorporated into the curriculum framework but not presented as an exclusive list (Ministry of Education, 2003: 32).  This approach lifts the essential skills out of detailed lists of ‘what’ to a higher level of overall groups of skills that better indicate why these skills are important (i.e. ‘what for’). 

Proposed Curriculum Stocktake essential skills groups (linked to attitudes of motivation, willingness and discernment):

· creative and innovative thinking;
· participation and contribution to communities;
· relating to other people;
· reflecting on learning and developing self-knowledge; and
· making meaning from information.
(see pages12-13 for a more detailed list or refer to Ministry of Education, 2003: 29)

Further work on reframing the essential skills, attitudes and values is currently underway.

Why do we need ‘essential skills’ in the New Zealand curriculum?

Since the publication of the Curriculum Stocktake Report, the government statement of education priorities highlights three key changes to which the education system must respond:

· increasingly diverse communities and ageing population;
· new technologies; and
· rapidly changing work, requiring flexible workers in a global context.

These challenges led the government to determine four key areas of focus for the education system:

· Provide all New Zealanders with strong foundations for future learning
· Ensure high levels of achievement
· Ensure New Zealanders engage in learning throughout their lives and develop a highly skilled workforce
· Make a strong contribution to the knowledge base, especially in key areas of national development.

Essential skills have a key role to play in each of these areas, as these skills are necessary for successful lifelong learning, high levels of achievement, applying and adapting learning, and creative and constructive participation in life contexts such as work. 

According to the NZCF, the purpose of the essential skills is to enable students to “achieve their potential and to participate fully in society, including the world of work” (Ministry of Education, 1993: 17).  The NZCF does not directly explain what ‘essential skills’ are in relation to other learning, but lists the individual skills and states that they are “to be developed by all students” and should be “developed in the context of the essential learning areas” (Ministry of Education, 1993: 4).  In addition, essential skills are seen as one way by which learning can be made meaningful for students: “By relating the development of skills to the contexts in which they are used, both in the classroom and the wider world, school programmes will provide learning which students can see to be relevant, meaningful and useful to them.” (Ministry of Education, 1993: 17).

Curriculum review includes an “analysis of what a nation wants its citizens to gain from school and the nature, characteristics and needs of society” (McGee, 1997: 42 cited in Ministry of Education, 2003: 10).  New Zealand’s well-being, in all respects, relies on its people and on how effectively we can participate in, and contribute to, our society.  The degree to which people acquire the skills, knowledge, attitudes and values necessary for effective participation will determine how well New Zealand and New Zealanders meet the challenges of a globalised knowledge society.

Acquiring the necessary knowledge, skills, attitudes and values for effective participation in society is no longer something people only expect to do during compulsory education, but is now a lifelong process.  Much of the recent literature in this area has led to a conceptualisation of learning outcomes as preparation for life (including current participation), where the desired outcomes of education are broader than the acquisition of subject knowledge, and the acquisition of skills, competencies and attributes extends beyond the classroom (Salganik et al, 1999: 41).  This new requirement of knowledge societies provides new challenges for the education system, both in terms of the content of learning, and the structure of the national curriculum and qualifications frameworks.  

With regard to the content of learning, there are some ‘essential’ or ‘generic’ skills that everyone needs to learn so that they can operate effectively across many areas of life.  For example, in a constantly changing knowledge society, people particularly need to develop the skills necessary for them to continue learning throughout their lives, e.g., learning how to learn, how to adapt existing learning to new contexts, and how to integrate new learning into existing metacognitive ‘mind-maps’.  In addition, Jane Gilbert proposes that in a knowledge society, everyone will need to be innovative, rule-breaking, critical thinking, relationship-focused and able to see the big picture (Gilbert, 2003: 25). 

With regard to the structure of the national curriculum, some form of common framework is needed to facilitate linkages between learning outcomes across all education sectors.  Recent international work in the area of competency development and nature of learning suggests that people develop competencies on continua from novice to expert.  Key competencies, those competencies needed by everyone across all life contexts, are developed from early childhood and on through adulthood.  This work indicates that while the context for, and levels of proficiency of, key competencies are different at different life stages, the fundamental nature of key competencies is the same from early childhood through to adulthood.  Since the teaching and learning of essential skills transcends education sector boundaries, curriculum linkages across sectors are needed to provide a common language and points of reference for systematic teaching and assessment of essential skills.  This suggests that a shared, overarching framework may be needed.

What are essential skills?

Is there such a thing as a generic skill?

While there has been general acceptance in employment and education sectors that there are such things as generic skills, the research in this area is by no means conclusive.  There has been considerable debate in recent years as to whether generic and specific skills are meaningful concepts. 

The concept of generic skills can be useful as a way of grouping and describing particular types of skills that have a high degree of similarity in their nature and use across different contexts.  There is, however, a proviso that such a concept has a degree of artificiality as the ways the generic skills are manifested will differ in different contexts.  This means that teaching problem-solving skills in science may be different from teaching problem-solving in social studies.  In addition, a person who is good at problem-solving in science may not be good at problem-solving in social studies (see discussion of transfer page 25).

Skills for life

One of the groups from the Ministry of Education Hui
 on essential skills, attitudes and values defined essential skills as “skills which would enable people to learn and achieve so that they positively contribute to and benefit from a complex, changing society” (Cameron, 2003: 25).  This definition focuses on essential skills as skills for learning, thereby enabling people to participate in society.  While this focus on essential skills as skills for learning is important, it emphasises only one aspect of essential skills.  All people participate in society from birth.  Essential skills are therefore developed from birth and needed throughout life.  While those skills needed for learning and achieving are an important skill group, essential skills are wider, including, for example, those skills needed for relating to others.  The focus on teaching people the essential skills because these are needed to learn rather than to participate in life (of which learning is a key part) is interesting, as it may demonstrate one of the difficulties teachers may have with essential skills.

One of the reasons Gilbert considers that many teachers have been reluctant to embrace the concept of the “knowledge society” and associated areas or types of learning may be the association of “knowledge society” with the idea that education is primarily to prepare people for work.  The emphasis on education for the knowledge society may therefore be seen as part of a ‘capitalist plot’ to make education better serve the interests of business and the economy (Gilbert, 2003: 26).  This negative reaction to ‘education for the knowledge society’ may also be due to the earlier concept of ‘knowledge economy’, from which ‘knowledge society’ has evolved.  Certainly the framing of essential skills as skills for work may have added to difficulties some teachers have in incorporating them into learning programmes.  Similarly, the term ‘life skills’ is often associated with low-level, non-academic education for ‘low-achievers’ rather than the high level skills we all need for life.

While it is true that the impetus in many countries for including essential/core/key skills/competencies in national curricula initially came from the employment sector, there is now a realisation that these skills are actually skills for living, not just work skills, and that skills for living are not just about basic budgeting or cooking skills.  Skills for living are those fundamental skills needed by us all throughout our lives:

For the first time in our history, the education needed to function effectively in labour markets in both high and low skill jobs looks similar to that needed to participate effectively as citizens, to work through moral dilemmas, or to make intelligent purchases of often complex goods and services …  The educative challenge common to these disparate activities is to prepare individuals for thoughtful choice and judgement.  (Berryman, 1992: 135)
The OECD has just completed a major international project to identify the key competencies needed by everyone for a good life and well-functioning society.  This project, Defining and Selecting Key Competencies (DeSeCo), is the most extensive research programme on key competencies that has been seen internationally.  The project collated, analysed and commissioned international work and research in the area of key competencies and has come up with a definition of ‘competencies’ and a framework for ‘key competencies’ that are the culmination of international work to date in this area.  The outcomes of the DeSeCo project are particularly robust due to its extensive research base, use of a range of expert opinions from different academic fields, scrutiny and critique by OECD member states, and its links to theories of human and social development.  

The DeSeCo work identifies the overarching key competencies groups needed by everyone for a good life and well-functioning society as: 

· interacting in socially heterogeneous groups;

· acting autonomously;

· using tools interactively; and

· crosscutting key competencies: critical thinking and an holistic/integrated approach.
(see appendix 1 for the more detailed DeSeCo framework)

Cultural context and the development of essential skills

In his contributions to the DeSeCo work, the anthropologist Jack Goody questioned whether it is possible to identify a set of key competencies/essential skills needed by every individual across different cultures.  This is a particular concern for New Zealand where recognition and support of cultural differences as expressed by Māori and Pasifika peoples in particular is central to the well-being (and responsibilities) of New Zealand as a whole.  

If we understand that the ways in which essential skills are manifested in action will differ in practice in different social and cultural contexts, then we can still use a common language to identify the overarching types of essential skills while not pre-determining their exact expression in action.  

The DeSeCo work concluded that cultural differences did not preclude a degree of commonality in the competencies needed by people to operate in their societies, such as relating to others and cooperating (see discussion in Rychen, 2003: chapter 3).  The key differences may not be in the types of essential skills, but in the emphases given to those skills and the different balance between them in various cultural contexts.  The interpretation of what actually constitutes ‘relating to others’ or ‘managing conflict’, for example, will vary between cultures.  A question remains whether or not we may still end up ‘talking past each other’ as we interpret these concepts differently.  This is where understanding the context-dependent nature of essential skills becomes critical. 

Skills vs knowledge, attitudes and values: the holistic nature of learning outcomes

Over the last few decades, there has been considerable debate internationally about whether skills can, or should, be separated from knowledge, attitudes and values.  Recent work on competency development undertaken by the OECD conceptualises a competency as including all the components needed for effective performance or meeting the demands of a task: knowledge, cognitive skills, practical skills, attitudes, values, motivation etc.  

People do not just use one competency at a time; they use ‘constellations’ of competencies together.  Recent research, including work of the OECD, suggests that when people operate in life contexts, they use a combination of specific competencies and generic or ‘key’ competencies.  Specific competencies are those that are relevant to a restricted number of contexts, such as piano-playing or carpet-laying, and key competencies are those that are relevant to a wide range of contexts, such as relating to others.  The combination and nature of these competencies will depend on the purpose and context for their use.  This has significant implications for curriculum development, and suggests that teaching of more specific competencies (e.g. subject-based skills and knowledge) needs to be integrated with teaching of key competencies if learners are to be able to use them effectively in practice.

Egan points to a distinction between knowledge and information:

The really bad news is that there isn’t any knowledge stored in our libraries or databases.  What we can store are symbols that are a cue to knowledge.  People can read the symbols and not understand the knowledge... .’.   (Egan, 2001: 930)

In her paper “New” Knowledges and “New” Ways of Knowing: Implications and Opportunities, Gilbert suggests that the traditional idea of knowledge as being important as the truth or facts, is shifting to knowledge being important for what it can do, or its ‘performativity’ (Gilbert, 2003:24).  This new perception of knowledge links it with other elements of performance such as skills, attitudes and values rather than viewing it as a body of static information.  This is consistent with the holistic concept of competencies which are all those components of performance used together to meet the demands of a task.

Recent work on outcomes-based education (OBE) concludes that such education focuses instruction around having students develop clearly defined competencies that can be demonstrated in performances that reflect:

· what the student knows;

· what the student can do with what s/he knows; and

· the student’s confidence and motivation (Spady et al, 1997).

These three components of demonstrating learning outcomes reflect the integrated components of a competency as conceptualised by the OECD work (knowledge, skills, attitudes, values and motivation). 

This holistic understanding of competencies has significant implications for the nature of essential skills (in relation to attitudes, values and knowledge) and the relationships between essential skills and the specific competencies, specified within the achievement objectives of essential learning areas.  

In its learning outcomes, Te Whāriki does not separate knowledge, skills and attitudes, but sees them as dimensions of holistic learning.  The introductory sections of Te Whāriki discuss how knowledge, skills and attitudes for young children are closely linked, and together, provide the child with ‘learning theories’ about the world.

The NZCF, on the other hand, separates essential learning areas (knowledge), essential skills, attitudes and values.  While teachers are expected to integrate all these elements into teaching programmes, the lack of articulation of the different dimensions of competencies in the curriculum statements is not helpful in fostering an holistic approach to learning outcomes.  

The Curriculum Stocktake Report (Ministry of Education, 2003) recommended that the New Zealand Curriculum (NZC) should be aligned more closely with Te Whāriki: Early Childhood Curriculum.  The review of the NZCF provides an opportunity to think further about how best to articulate all components of competencies, and integrate specific and key competencies within the learning outcomes of curriculum statements.

What skills does everyone need across all life contexts?

Many organisations, both within New Zealand and internationally, have tried to define a specific set of generic skills that are important from their respective points of view.  This has led to numerous lists of seemingly similar generic skills/key skills/core competencies or key competencies all jostling for position.  Many such lists have been developed through a consultative, consensual approach.  However, consensual approaches to the development of such frameworks have tended to lead to poorly theorised frameworks (Oates, 2001: 23).  While the face validity of such lists of generic skills derived from consultation and consensus-building activities is generally high, the construct validity is often weak.  People broadly agree about the skills selected, but there is little evidence about whether or not these skills are actually the ‘right’ ones, that is, are actually the ones needed by everyone across multiple life contexts (Kearns, 2001).

In addition, lists of generic skills developed on a consensual basis tend to include many components in order to accommodate everyone’s contributions.  Lengthy lists become unwieldy and overly cumbersome for use in practice.  This can lead to a superficial ‘checklist’ approach to teaching and assessing generic skills, which is currently a problem in New Zealand schools.  Ings points out that “we recognise the need for common skills …. but then as we seek to explain and implement these we attach more and more fragments to the structure …  Eventually there are so many components that what is presented is seen as unwieldy and difficult to accommodate.” (Cameron 2003: 14-15).  Ings considers that the current list of 57 over-atomised essential skills could be reduced to perhaps three:

· to be able to think (creatively and critically);

· to be able to understand (make meaning); and

· to appreciate others and ourselves.

Interestingly, this simple framework has a degree of alignment with the DeSeCo work. 

The Tertiary Education Learning Outcomes Policy team of the Ministry of Education has used the DeSeCo framework as a basis for developing a draft framework of key competencies for possible use in the tertiary education sector.  The OECD framework has been adapted in a few small ways to make it more suitable for the New Zealand context, and these proposed alterations have been discussed with the OECD.  Proposed key changes to the DeSeCo framework for the New Zealand context include:

· better reflecting New Zealand communal contexts rather than an unduly individualistic approach (Kelly, 2001);

· including the competencies needed for supporting and contributing to the well-being of others, including family; and

· calling the cross-cutting competency group ‘thinking’, and including metacognition (thinking about thinking), reflectivity and creativity.

Appendix 2 sets out the changes to the DeSeCo framework and rationale proposed by Tertiary Education Learning Outcomes Policy as discussed with Dominique Rychen (who led the DeSeCo work for the OECD).

The OECD framework has been adopted as a starting point by Tertiary Education Learning Outcomes Policy as it has the advantages of being based on extensive and robust cross-disciplinary research and thinking, and international debate.  In addition, the OECD framework will also be used as the basis for international assessments such as PISA and ALLS.  Alignment of a New Zealand framework with the OECD framework would therefore make these international assessments more directly useful for evaluating the effectiveness of New Zealand policy and practice.

The proposed adapted framework is as follows:



How these key competencies are manifested in action depends on the context and purpose for the action.  While key competencies are identifiable in most performance contexts, they take different forms in different contexts, and different combinations of competencies (both key and specific) are needed in different contexts (Hager, 1997:13-14).

All competencies are assumed to exist on continua of low to high competence (DeSeCo 2002), however, increased proficiency should be seen as the ability to combine and use competencies in appropriate ways in increasingly complex contexts, rather than as a linear development of single discrete competencies (Hager, 1996).  

The conceptualisation of key competencies whereby everyone has some level of proficiency on continua from novice to expert aligns well with the concern expressed by Ings that some skills are often, and wrongly, considered to be higher level than others.  The OECD conceptualisation does not rank key competencies, but makes it possible, in theory, anyway, to identify levels of progression for each key competency.  The OECD is now attempting to use this work as the basis for developing further components to its international assessments, and this work should therefore focus on how to establish and assess levels of progression of key competencies.

This international work is extremely useful for raising issues for the review of essential skills, particularly in relation to:

· their purpose;

· their structure and content;

· their relationships to ELA, attitudes and values considering the holistic nature of learning and operating in life contexts; and 

· the development of proficiency from novice to expert.

In relation to the holistic concepts of learning and the nature of competencies and key competencies, Te Whāriki demonstrates a high degree of consistency with the recent international work.  Te Whāriki definitions of strands and goals are holistic and consistent with the recent understandings of competencies.  Te Whāriki’s strands, goals and associated learning outcomes are not just about essential skills, but integrate knowledge, skills and attitudes.

The proposed essential skills from the Curriculum Stocktake Report
In the Curriculum Stocktake Report, five categories of essential skills are proposed.  One of the bases for these is the achievement of consistency with the five strands of Te Whāriki.  These five categories of essential skills took account of the early DeSeCo work and therefore have a degree of consistency with the four key competency groups developed by the OECD.  Note, however, that the DeSeCo key competencies are deemed to include relevant knowledge, attitudes and values as well as skills.  The proposed Curriculum Stocktake Essential Skills framework (CSES) links the skills with attitudes, and also recommends that the essential skills be reflected in Achievement Objectives.
Several position papers prepared for the Ministry of Education reference group for skills, attitudes and values highlighted the need to see skills as part of an holistic framework including the learning areas that together, lead to “the development of life-long learners and productive, positive citizens” (Boswell in Cameron, 2003: 14).  Ings suggests that “essential skills are, by nature, integrative and therefore need to be woven into the fabric of experience, not simply act as discrete components of it” (Ings in Cameron, 2003: 14).  Ings considers that over the last ten years, learning has become “fractured into smaller tasks with attachable skills” and that such fragmented skills are worthless (Ings in Cameron, 2003: 15).

Two other commentators suggested that the main role of essential skills is to develop students’ capacity to think (Livingstone in Cameron, 2003: 15) or “transferable critical reasoning skills and attitudes” (Hook in Cameron, 2003: 17).

Quinlivan (in Cameron, 2003: 18) pointed out the fundamental philosophical questions that need consideration regarding what skills are valued by society, and what sort of society we live in and/or want to live in.  This suggests that any definition or articulation of essential skills must be founded in what is known of the skills and attitudes needed by New Zealanders in a global environment, and be defensible from a research basis.  Quinlivan also suggests that the essential skills need to be framed in such as way that school communities can be positioned alongside or within the more generic essential skills (ibid).  This suggests that the essential skills framework needs to be more of an overarching framework which provides the basis for further specification in the Achievement Objectives, and enables teachers and communities to identify more detailed skills as appropriate for the particular learning contexts and environment.

In addition, there has been some critique from mathematics teachers that the proposed essential skills framework does not adequately reflect scientific thinking and is overly oriented to the humanities and social science perspectives, particularly by not including critical or logical thinking explicitly (although it is implicit in the Making Meaning group).
	Proposed Curriculum Stocktake Essential Skills (NB also includes attitudes of willingness, motivation and discernment)
	Critique (notes from commentators and associated meetings)

	Creative and innovative thinking

Recognising alternative perceptions, unusual connections, and others’ points of view.
Responsible risk-taking, ingenuity and enterprise, generation of fluent, flexible, elaborate and original ideas in a range of social contexts.
	Add skills for creative exploration and investigating consistent with Te Whāriki (Margaret Carr).
Creativity is cross-cutting through all strands of Te Whāriki (Margaret Carr).
Overly complex descriptions.
Does not include critical, logical thinking (maths teachers)



	Participation and contribution to communities

A sense of place, belonging and mana whenua.
Local, national and global human responsibility and a sense of citizenship.
Bicultural and multicultural awareness.

	Sense of place is about internal perceptions and thinking rather than a skill for participation in communities.


	Relating to other people

Written, verbal and non-verbal communication.
Social and co-operative skills.
	Written communication is not just about ‘relating to’ others. 

Undue social slant on scientific communications (maths teachers).
Communication tools should be in making meaning group consistent with Te Whāriki in communication strand.  They are more about tools that social skills (Margaret Carr).

	Reflecting on learning and developing self-knowledge

Setting goals, self-monitoring and self-evaluation.
Developing responsibility for learning, self-expression, self-respect and acceptance, and reflecting on learning, values and beliefs.
Developing a sense of well-being (physical, emotional, social and spiritual) and a view of the self as a competent, confident and resilient learner.

	Setting goals etc is not just about learning.
Need to separate out thinking processes from self-management aspects, as reflection should apply to all essential skills, not just self-management.
Sense of well-being is not really a skill as such.

	Making meaning from information

Processing text and visual, quantitative, spatial, health, emotional, physical, mana aoturoa, cultural, artistic, digital, scientific, social scientific and technological information.
Information comes from all of the senses; physical and emotional responses; and signs, symbols and tools.

	Should include tools of communication from ‘relating to others’ group.  Using tools and symbols is about making and communicating meaning (Margaret Carr).
Not all of this is ‘information’ and people are not always making meaning from information.  Doesn’t quite capture more proactive use of information and associated tools such as literacy, e.g. sometimes using information to create meaning, sometimes creating information.  More about using language, symbols and information in a meaningful way?

While the statement about info coming from all senses etc is true, it isn’t a skill as such.  It is more about how these skills should be taught and learnt.

Doesn’t really capture use of symbols, text etc for scientific purposes (maths teachers).


Key concepts and principles for reframing the essential skills

From this international work and the critique by New Zealand commentators, we can identify some concepts and principles that could be considered in the further revision of the Essential Skills:

· when people operate in life contexts, they use a combination of knowledge, skills, attitudes, values and motivation (competencies).  These components of competencies are inextricably interconnected;

· competencies can be specific to one context (specific competencies) or generic, needed by everyone across many life contexts (key competencies).  Both specific and key competencies are needed to operate in life contexts; 

· key competencies are learnt in life contexts and are context dependent (the way they are manifested in action differs according to the purpose for action and the situation);

· people develop expertise in key competencies throughout their lives; and

· over-atomisation and unwieldy lists of skills lead to poor implementation.

Some implications of these principles and concepts for reframing the essential skills are:

· Essential skills need to be seen holistically as competencies, which include attitudes and values and knowledge.  This means that essential skills should be articulated in ways that include the attitudes, values and knowledge needed to ‘perform’ the essential skills.

· Essential skills need to be seen as one part of the ‘constellations’ of competencies (including specific competencies) needed to operate in life contexts. This means that while essential skills can be specified in their own right in a high-level, de-contextualised way, they need to be articulated in teaching programmes as part of wider learning outcomes rather than as discrete outcomes.  There is a question about whether it is the responsibility of teachers to make the connections and articulate essential skills within Essential Learning Areas, or whether objectives in the ELA should include all aspects of competencies in that learning context: both specific and generic knowledge and skills, attitudes and values.

· Definitions of essential skills need to avoid undue atomisation and lengthy lists.  On the other hand, they need to encapsulate everyone’s general understanding of the skills needed for life and be specific enough for teachers (and others) to understand what skills need to be learnt.  The essential skills therefore need to be clear, simple and well-founded, and able to be interpreted and specified in different ways in different learning contexts.

The definitions as proposed by the Curriculum Stocktake Report are very detailed and while illustrative of the sorts of skills and attitudes that need to be taught, run the risk of becoming overly cumbersome and unwieldy if used as an overarching framework.

One of the problems of such detailed lists is that the more elements that are included, the more need is seen to include yet more elements until they become completely unwieldy and overly prescriptive.  It may be better to specify overarching categories, the detail of which can be specified depending on the learning context and the school.  Further support material setting out descriptive exemplars may be appropriate to help teachers put the framework into practice.

· A framework for essential skills needs to demonstrate consistency with other such frameworks in early childhood education and tertiary education, as well as internationally, but not be constrained by them.

Proposed framework of key competencies for discussion

Since key competencies are developed throughout life, and need to be taught in all education settings, it seems sensible to try to develop a framework of essential skills that uses a common language that is meaningful across education sectors, and internationally. 

This paper attempts to develop a framework for essential skills based on those proposed in the Curriculum Stocktake Report, that draws on the OECD work (which will provide the basis for future PISA and ALLS surveys) and is consistent with the draft tertiary education framework, as well as achieving a degree of alignment with the strands of Te Whāriki.

Such a framework could have four overarching (and interconnected) key competency groups including attitude groups:

· Key Competency Groups

· Thinking 

· Relating to others

· Independence or Self-management

· Language, literacy and numeracy or Using language, symbols and technology

Attitudes (cross-cutting the skills groups)

· Motivation

· Confidence

· Curiosity or enquiry

· Discernment

· Sense of identity

This proposed essential skills framework is set out in the table below, along with comparisons with other frameworks.  A more detailed explanation of the reasoning is set out below the table, including debate about the appropriate titles for the groups.

	Proposed Key Competency groups
	Curriculum Stocktake essential skills
	Adapted DeSeCo Key Competency groups
	Te Whāriki strands and relevant learning outcomes

	Thinking: 

Ability to:

Think creatively (original ideas and/or applications)

Use cognitive and metacognitive strategies including: 

   Critical thinking

   Logical thinking

   Learning to learn and adapt learning to new contexts

   Self-awareness

   Reflection

   Judgement

   Holistic/integrated approach


	Creative and innovative thinking

Recognising alternative perceptions, unusual connections, others’ points of view

Responsible risk-taking, ingenuity and enterprise, generation of fluent, flexible, elaborate and original ideas in a range of social contexts

Reflecting on learning and developing self-knowledge

Setting goals, self-monitoring and self-evaluation

Developing responsibility for learning, self-expression, self-respect and acceptance, and reflecting on learning, values and beliefs


	Thinking  (cross cutting)

Creativity (creating new ideas and using existing ideas in new ways)

Metacognition including:

   Holistic/integrated approach

   Critical thinking

   Learning to learn

   Self-awareness

   Judgement


	Mana Aoüroa/Exploration

(Note that ‘creativity’ is cross-cutting as part of the ‘Thinking’ group)
Attitude that being uncertain is an part of the process of being a good learner

Playing with ideas and materials can be creative

The ability to represent discoveries

Working theories

	Relating to others

Ability to: 

Relate well to others
Demonstrate biculturalism and multiculturalism 

Participate constructively and co-operate with others

Support, contribute and fulfil responsibilities to others

Manage and resolve conflict


	Participation and contribution to communities

A sense of place, belonging and mana whenua

Local, national and global human responsibility and a sense of citizenship

Bicultural and multicultural awareness

Relating to other people

Written, verbal and non-verbal communication

Social and co-operative skills

	Interacting in social groups, both heterogeneous and homogenous

Ability to relate well to others

Ability to co-operate

Ability to manage and resolve conflict

Ability to assert and defend rights and responsibilities

Ability to support, fulfil responsibilities and contribute to others
	Mana whenua/Belonging Connecting links with family and the wider world

Knowing they have a place

Being comfortable with routines

Mana tangata/Contribution

Respect for children who are different from themselves

Having their strengths recognised and valued

Strategies and skills for initiating, maintaining and enjoying a relationship with other children

An increasing ability to take another’s point of view and to empathise with others

NB: Te Whāriki separates contribution from belonging


	Independence or Self-management

Ability to: 

Set and achieve goals, persevere, self-monitor and self-evaluate

Identify and take action regarding one’s individual and collective rights, interests, responsibilities, limits and needs

Take responsibility for learning

Act within the big picture/larger context


	Reflecting on learning and developing self-knowledge

Setting goals, self-monitoring and self-evaluation

Developing responsibility for learning, self-expression, self-respect and acceptance, and reflecting on learning, values and beliefs

Developing a sense of well-being (physical, emotional, social and spiritual) and a view of the self as a competent, confident and resilient learner


	Acting Autonomously

Ability to identify and take action regarding one’s interests, limits and needs

Ability to form and conduct life plans and personal projects

Ability to act within the big picture/larger context
	Mana Atua/Well-being

Self-help and self-skill skills

Tolerance and enjoyment of a moderate amount of change

A capacity to pay attention, maintain concentration and be involved

	Language, literacy and numeracy or

Using language, symbols and technology

Ability to:

Understand and use language, symbols and text in meaningful ways

Understand and use knowledge and information in meaningful ways

Understand and use technology in meaningful ways
	Making meaning from information

Processing text and visual, quantitative, spatial, health, emotional, physical, mana aoturoa, cultural, artistic, digital, scientific, social scientific and technological information

Information comes from all of the senses; physical and emotional responses; and signs, symbols and tools
	Using tools interactively

Ability to use language, symbols and text interactively

Ability to use knowledge and information interactively

Ability to use (new) technology interactively
	Mana reo/Communication

Non-verbal communication skills

Verbal communication skills

Familiarity with stories and symbols of own and others’ cultures

Skills with different ways of being creative

	Attitudes (for all skills)

Motivation, including willingness and ‘can-do’ attitude

Confidence, including view of self as competent learner

Curiosity including enquiry and open-mindedness

Sense of identity, including self, place, belonging

Discernment
	Attitudes (for all skills)

Willingness

Motivation

Discernment
	Implicit in all competencies
	Encompassed by learning outcomes, not articulated separately


Discussion 

Overall framework

This proposed key competencies framework is based on the work of the OECD since this is founded in the latest cross-disciplinary research and is the result of considerable international debate.  The OECD framework will also be the basis for key international assessments, so consistency is helpful for higher level evaluation of the effectiveness of the New Zealand system.  It is also linked to the strands and relevant learning outcomes of Te Whāriki and the earlier proposed essential skills in the Curriculum Stocktake Report.  The proposed framework is as simple and clear as possible in order to provide a robust and easily understood basis for specifying and teaching essential skills in practice 

It is important to avoid creating long lists describing every aspect of each skill, as this is a virtually endless task and makes the framework overly cumbersome.  Ironically, the harder we try to be clear about the numerous aspects of these skills, the harder it is to understand and use the overall framework.  On the other hand, the various types of skills need to be sufficiently represented in the essential skills framework to enable teachers to understand what it is that they are supposed to be teaching.

While not all skills can be included explicitly in a high-level, overarching framework, it should be clear where all essential skills fit.  In some cases, what are often perceived as ‘skills’ are sometimes actually contexts for essential skills.  For example, citizenship skills relate to skills of identifying and taking action regarding one’s individual and collective rights, interests, responsibilities, limits and needs (independence), and relating to others in the context of civic participation.  Career planning skills are primarily about setting and achieving goals, self-monitoring and self-evaluation (independence) in the context of careers.  

Note that individual essential skills do not operate on their own.  If particular essential skills cannot be found explicitly or are not expressed richly in the framework, they may be expressed in combinations of skills, attitudes and values.  For example, generating knowledge results from a combination of language, literacy and numeracy and creativity.  Language as part of one’s identity could be a combination of using language and the attitude of sense of identity.  Relating well to others requires a sense of self and place (sense of identity).  Biculturalism is meaningless without knowledge of the Treaty of Waitangi and tikanga Māori, attitudes of sense of identity, and values of tolerance and respect.  It is when the essential skills are combined with relevant knowledge, attitudes and values in specific contexts that the essential skills become meaningful.  There are almost limitless possibilities for meaningful combinations depending on the context.

Since the ways people use the essential skills depend on the context and purpose, further specification of the various aspects of the essential skills should be undertaken as part of the specification of Achievement Objectives and the decisions by teachers about how best to teach them.  This approach to an essential skills framework therefore requires the Achievement Objectives to articulate the relevant skills as part of the overall competencies, and requires teachers to think about how the essential skill groups are manifested in particular teaching and learning contexts, and how best to specify them in those learning contexts.

It is not certain whether or not the DeSeCo concept of one cross-cutting skills group (thinking group) is useful or not.  Certainly thinking skills are needed in the performance of any of the other skills, but it seems that elements of all the four essential skill groups are needed in any action, so they all cross-cut each other.  It may be better to propose that all skill groups are interrelated and evident in all actions, and then the cross-cutting concept becomes redundant.  That would leave the framework with attitudes (and potentially values) cross-cutting the essential skills groups to make up broader key competencies, which would be conceptually simpler.

Note that all the key competency groups include relevant knowledge about how to use the skills, but not specific knowledge about the context or subject. Specific knowledge is part of the specific competencies with which key competencies need to be partnered in practice.

Thinking

The heading ‘Thinking’ encompasses the skills relating to cognitive and metacognitive processes and strategies.  This heading is both simple and broad, and also easily understood.  It includes all types of thinking needed in all contexts, both cognition and metacognition (thinking about thinking), and so encompasses ‘scientific’ thinking as well as creative thinking and self-awareness.  Other key competencies can only be used effectively if used in combination with the relevant thinking skills.  In its critique of the NZCF, the National Foundation for Educational Research emphasised the importance of metacognitive strategies in helping people to deal with subject matter and improve their learning effectiveness (Le Metais, 2003: 33)

Relating to others

This key competencies group encapsulates the skills needed for relating to others, and therefore incorporates the two groups proposed by the Curriculum Stocktake Report: Participation and Contribution to Communities and Relating to Others.  Both these groups are about an individual’s relationship with others (c.f. an individual’s relationship with self in self-management), and contribution and participation are two aspects of relating to others in particular contexts, both small-scale contexts (e.g. within nuclear families or friendship groups) or larger scale (e.g. within iwi and wider communities).  Joining these two groups makes the overall framework simpler and avoids people having to make difficult distinctions between what it means to be ‘relating to others’ compared with ‘participating with others’.  It is also consistent with the tertiary and OECD key competencies framework.  

Demonstrating biculturalism and multiculturalism was included explicitly due to their importance to effective interactions in New Zealand
.  The term ‘demonstrate’ relates to performance of the skill in action, and therefore needs to be supported by the values of respect and tolerance.  This is where the holistic concept of competencies integrating skills, attitudes, values and knowledge becomes so significant.  Demonstrating bi-culturalism and multi-culturalism can be used along with relating to others, but also in relation to the other essential skills groups.  In addition, while all essential skills need to be partnered with more specific competencies in action, demonstrating bicultural and multicultural awareness is a skill which requires particularly strong connections with more subject-specific competencies relating to Māori and other cultures. 

Self-management (or independence)

This group is about managing oneself as an individual (noting that we are always acting in a social context).  It was originally called ‘self-management’, which is consistent with the current essential skills, but this title was thought too restrictive in this new framework since the concept of ‘management’ did not include ‘leadership’ or other more proactive skills.  There is a similar issue with ‘self-regulation’, which is the term more commonly used in the literature.  The title ‘independence’ may be broad enough to capture self-management and other skills relating to acting as an individual, and makes the nature of this skills group clearer in relation to the other three essential skills groups, and more readily understood. 

While the Curriculum Stocktake Report validly links reflection, reflecting on learning, values and beliefs etc with other self-management skills such as setting goals, such metacognitive skills apply equally to language, literacy and numeracy and relating to others.  In the framework proposed in this paper, reflective skills have been placed within the thinking group so that they apply to all essential skills.

This key competencies framework avoids making lists of the types of things for which one should take responsibility, such as self-expression, considering that these are incorporated within the broader definition of ‘identifying and taking actions regarding one’s rights, interests, responsibilities, limits and needs’.  The one exception is taking responsibility for learning, which has been included explicitly since it is of such significance for teaching and learning and developing life-long learners.  However, it is hard to justify including it explicitly, as it is implicit in the previous group about ‘taking responsibility’, and adding things just to make them explicit can be an endless process!

The Curriculum Stocktake Report group includes many aspects that do not seem to be skills or whole competencies as such, but are more like attitudes, such as developing a sense of well-being and a view of the self as a competent, confident and resilient learner.  These seem to be attitudes, and have therefore been incorporated in the proposed attitude groups, while taking responsibility for learning has been retained within the self-management group.

Language, literacy and numeracy (or Using language, symbols and technology)

This skills group is hard to name, as it is difficult to find an overarching term that is both simple and immediately meaningful.  This skill group is about using the tools of our cultures, but ‘Using cultural tools’ as a title is not clear, and the identification of language as a tool is not appropriate where language is more about identity.  Using the broad concepts from the group, it could be called: Using
 language, symbols and technology (information and knowledge are conveyed through language and symbols, as is text).  However, this approach did not seem to encompass the overarching nature or purpose of that skill group.  A further suggestion was to call this group ‘language, literacy and numeracy’ to give these concepts prominence in line with the priorities for teaching and learning.  This title has the advantage of reflecting what learning in this group is all about.

The description of this group does specify the different types of symbols, language, text, as these will be determined by the teaching and learning contexts.  Trying to specify all the types of literacies, symbols and languages leads to unnecessary definitional problems.  How these tools are specified in practice is already made clear in Achievement Objectives.

As discussed earlier, Egan makes the point that people can read symbols but not understand the knowledge (Egan, 2001: 930).  This paper reflects the Curriculum Stocktake Report’s title ‘making meaning from information’ by specifying that language, information etc need to be used in meaningful ways.  This is broader than ‘making meaning from’ and therefore better incorporates the different types of uses, while still emphasising that meaning is an essential part of using this skill group.

Place of attitudes

The proposed essential skills framework in the Curriculum Stocktake Report includes detailed descriptions of how the essential skills incorporate the attitudes of willingness, motivation and discernment.  All the work on competencies would support the linking of skills and attitudes (and knowledge and values too).  A simple description of the types of attitudes that need to be partnered with all the skills groups should be included as part of the framework.  Rather than specifying long lists, however, it may be better to simply articulate the overall types of attitudes is sufficient.  How they are manifested (and taught and learnt) in practice will depend on the specific purpose and context.  There are so many possible expressions of these attitudes in relation to the skills groups that specifying them further as part of the framework would be overly complicated.  

While the Curriculum Stocktake Report uses ‘willingness and motivation’ together, there may not be a sufficient distinction between them.  While one can be willing but not motivated, one cannot be motivated but not willing.  For clarity, willingness could be subsumed by the broader concept of motivation.

It may be that confidence should be an explicit attitude.  Confidence is linked to motivation and willingness, but is sufficiently distinct in nature to need to be taught in different ways.  One can be motivated, but not confident, and vice versa.  

A further attitude that should be considered here is that of curiosity or an attitude of enquiry.  Curiosity, including enquiry and open-mindedness, is an approach to life situations or an attitude of mind rather than an essential skill as such, although its expression in action requires thinking skills.  Curiosity is an attitude necessary for lifelong learning and essential to enhance the use of thinking skills at the highest levels, such as creativity, self-awareness and critical thinking.

Discernment is difficult as an attitude.  While it is critical and should be included in all skill groups, it may be more about ‘thinking’ and should therefore be included in the thinking skills group along with judgement, reflection, and critical thinking.  On the other hand, ‘discernment’ is also the way a person approaches life as an attitude of mind.

A further attitude of mind relates to sense of identity, self, belonging and place, which are emphasised strongly in Te Whāriki and the Curriculum Stocktake Report.  This is an inner understanding that is not always conscious, and is very difficult to place within a framework such as this.  Identity could be included as an attitude distinct from self-awareness as a skill, and confidence as an attitude.   Further work is probably needed here
.

Place of values

How best to reframe the values in the NZCF is a separate piece of work, so these have not been defined in this paper.  However, values are an intrinsic part of key competencies along with attitudes, skills and relevant knowledge.

Links to future-focused curriculum themes

An analysis of requests for further essential learning areas indicates that within the curriculum, the following future-focussed themes need to be more explicit:

· Social cohesion

· Citizenship

· Education for a sustainable future

· Bicultural and multicultural awareness

· Enterprise and innovation; and 

· Critical literacy including digital literacy.
These themes reflect purposes for learning key and specific competencies in various learning contexts rather than specific curriculum areas.

	Future-focus themes
	Proposed key competency groups
	Specific contexts and competencies

	Social cohesion
	Relating to others

Independence (identify and take action regarding individual and collective rights etc)

Thinking
	All ELA, but particularly social studies

	Citizenship
	Relating to others

Independe77nce (identify and take action regarding individual and collective rights etc

Thinking
	All ELA, but particularly social studies

	Education for a sustainable future
	All key competencies
	All ELA, but particularly social studies, science and technology

	Bicultural and multicultural awareness
	Relating to others
	All ELA

	Enterprise and innovation
	Thinking: creativity
	All ELA

	Critical literacy (including digital literacy)
	Language, literacy and numeracy
	All ELA


As discussed in a background paper to the Future-Focus Themes, the themes overlap considerably.  The future focused themes could potentially be integrated as overall purposes for education, for example:

· informed and enlightened citizens (including critical literacy, bi-cultural and multi-cultural awareness, citizenship, transmission and transformation of culture);
· effective participation in society (local, national, global) (including citizenship and bi-cultural and multi-cultural awareness, social cohesion);
· national well-being (individual, local and national) (including social cohesion, citizenship, bi and multi cultural awareness); and
· sustainable future (including innovation and enterprise and the well-being of others and the environment.
When stated as purposes, it is more apparent why the Future-Focus Themes are important for education and how they fit in the context of broader purposes (rather than as an additional set of priorities).  The role of a national curriculum is then to identify the education objectives that will meet these purposes.

Teaching and assessing key competencies
Articulating key competencies
Explicitly teaching key competencies involves articulating those key competencies that are already implicit within a subject area, and identifying where courses or programmes could include a more explicit focus on key competencies as part of the normal teaching programme.  Being explicit about key competencies within teaching and learning programmes does not mean developing long lists of ‘skills’ that must be added to learning objectives.

Such an approach has implications for curriculum design and assessment methodologies.  Key competencies need to be specified so that teachers can understand what they look like or how they are manifested across and within different essential learning areas.  In addition, some sense of standards and progression is necessary to provide appropriate expectations of proficiency as a basis for developing learning outcomes.  On the other hand, an overly detailed approach to specification leads to long lists of fragmented skills that can not be effectively taught or learnt.  Such overspecification generally leads either to overly complex and burdensome assessment practices or superficial checklists.  The challenge for teachers is to use the national framework as a basis for specifying, teaching and assessing key competencies in such as way as to avoid the pitfalls of compliance-heavy or superficial teaching and assessment.

Key competencies are context dependent

The search for a set of generic skills has been based on the assumption that there is a common set of skills acquired in education and work settings that can be applied in different contexts.  In the 1970s and 1980s it was generally thought that generic skills could be identified separately from their contexts (e.g. Payne, 2000: 357).  More recently, it has been realised that skills are not independent of the context in which they are performed, and that any attempt to define skills must take this into consideration.  The interlinkages between skills and subject-specific knowledge are fundamental and these elements of performance cannot be separated. 

While key competencies are identifiable in most performance contexts, they take different forms in different contexts, and different combinations of competencies are needed in different contexts (Hager, 1997:13-14).

Meaningful contexts

Harpaz (page 2) discusses the common model of teaching as the ‘transmission’ method, whereby learning is packaged and taught according to how teachers think children think.  Although this method has been widely criticised, it is still far too common in the classroom.  Egan (2001: 930) too talks of methods of teaching whereby learners absorb information, but do not actually process it in any meaningful way, and are therefore unable to use it effectively in contexts that require more than ‘regurgitation’.  Effective teaching is therefore about facilitating effective mental processing by learners by making learning meaningful.  This can be achieved by ‘echoing’ content in learners by linking learning to learners’ existing understandings of the world, challenging and building on these and creating new linkages.  As Harpaz (page 9) states, effective learning is a result of active construction.  Note that the pedagogical philosophy underpinning Te Whāriki supports this understanding of learning (see Vygotsky concepts of scaffolding and zone of proximal development).  Such an understanding of learning requires learning outcomes to be incorporated in (or drawn out of) contexts that are meaningful to the learner.  It also places key competencies such as thinking and creativity at the centre of learning (e.g. see Claxton, 2003).

Transferability

Until recently, key competencies have generally been conceptualised as being ‘transferable’, and it was assumed that the transfer of key competencies to new contexts is, if not automatic, at least straight-forward.  Research now indicates that the concept of ‘transfer’ of skills is highly dubious (Oates, 2001:12; Misko, 1995; and Hager, 1997).  In his paper Why is Education so Difficult and Contentious, Egan (2001: 930) describes a study whereby highly successful science students at leading universities were given problems based on scientific principles they had learnt but in different contexts.  Interestingly, they generally responded in much the same way as a typical five year old, drawing on ‘intuitive folk-physics’ they picked up in their early years of learning (ibid).

In her position paper for the curriculum stocktake reference group on essential skills, Alison St George (in Cameron, 2003:16) notes that while research generally supports the learning of essential skills in the situations in which they are used, teachers cannot assume that students will know how to use them in a new context.  She suggests that teachers need to facilitate skills transfer by showing students how a skill learned in one context can be used in another (ibid).

Because even key competencies are context dependent, they must be adapted in small or major ways to new contexts.  Awareness of one’s thinking and learning processes is critical for successful adaptation of key competencies to new contexts. 

Competencies only exist in the actual performance of tasks, so competency levels are a characteristic of a context, not just of an individual.  This means that people with high levels of proficiency in a key competency in one context, may have low levels of proficiency in the same key competency in a different context.  For example, people who are highly creative in music may not be creative in writing or design.  This indicates that key competencies are not directly transferable, and in some cases may not be able to be transferred at all, but must effectively be (re-)learnt along with the specific competencies required by the context.

The degree of adaptation of key competencies depends on how different the context or demands are, and the level of expertise of the individual in that key competency area and associated specific competencies.  People who are ‘experts’, that is, they can use and integrate their competencies in particular complex contexts, will tend to be more proficient in adapting competencies to new contexts (Gillespie,  2002: 2).  However, if the context is very different, even experts may not be able to adapt their key competencies effectively.  The importance of proficiency in specific competencies in determining the overall level of performance cannot be underestimated.  For example, it is hard to think critically about something if you do not have knowledge of the subject matter.  It is hard to relate well to others if you do not understand the social structures and norms.

The re-application of competencies in new contexts involves unpacking and re-packing the elements of competencies in a largely conscious process.  Metacognition, awareness of one’s own cognition and learning, is therefore at the heart of such adaptation, and the ability to adapt competencies to new contexts needs to be explicitly taught (Misko; 1999: 36).  The ability to adapt skills to new tasks or contexts can be facilitated by particular teaching and learning strategies which emphasise the importance of learning and applying skills in multiple contexts and the development of cognitive and metacognitive skills (Oates 2001: 14; and Moy, 1999:32).  
Developing proficiency

In a paper developed for the USA Federal Equipped for the Future project
, Marilyn Gillespie sets out three key findings of research related to constructivism: 

· Acquiring expertise is a complex developmental process in which new knowledge is built on prior knowledge.

· To develop expertise, learners need a richly structured knowledge base and need to learn cognitive and metacognitive strategies for using and applying new information.

· Scaffolding teaching helps learners to develop their fluency, independence and range of performance as they move along a developmental continuum from novice to expert (Gillespie, 2002: 1).

There is strong evidence now that ‘experts’ do not simply know more facts and are not just smarter than others.  People become experts when they have developed a more complex and richly structured knowledge base related to their field, and have developed the cognitive and metacognitive strategies necessary for:

· extracting meaning by structuring what they know into meaningful patterns and relationships;

· organising knowledge around core concepts and big ideas; and

· selecting and remembering relevant information and discarding irrelevant information.

People who are ‘experts’ can therefore use and integrate their skills in complex contexts.  They will also tend to be more proficient in adapting essential skills to new contexts.

Competencies only exist in the actual performance of tasks, so competency levels are a characteristic of a context, not just of an individual.  This means that people may have different levels of proficiency in a key competency in different contexts.  Overall proficiency in competencies is developed as they are applied in contexts of increasing complexity and range of application.  The acquisition of proficiency needs to be seen as a developmental process stretching across a substantial part of the life span (Hager, 1996).  This understanding of expertise suggests that learners need to have the opportunities to use, practice and adapt their skills in a range of different and increasingly complex contexts.  This supports the need for key competencies to be integrated into all curriculum areas and levels, as well as the need for a common understanding of the key competencies so that learning from other contexts can be built upon.

Ideally, we should be able to identify levels of progression in key competencies groups across school/institution-based tertiary/industry training boundaries.  Because key competencies occur in clusters that are related to specific contexts (Hager, 1996; and OECD, 2002), increased proficiency should be seen more as the ability to combine and use key competencies in appropriate ways in increasingly complex contexts, rather than as a linear development of single discrete competencies (Hager, 1996).  The development of detailed specifications regarding progression are therefore likely to be inappropriate for key competencies, as well as overly onerous for teachers.  Broad developmental descriptions of dimensions of performance would be more effective as a basis for identifying learner progression (e.g. Gillespie).  For example, the four dimensions of performance used by the Equipped for the Future project are:

· knowledge base;
· fluency;
· independence; and
· range (number of contexts) (Gillespie, 2002: 2)

Retention of learning 

There is often an assumption that once gained, skills are retained if not forever, then for a significant period of time.  Research indicates that this is not necessarily the case, and that skills can be lost relatively quickly through lack of use.  Acquisition of skills to a high level of proficiency enables better retention and later transfer of those skills (Misko, 1999: 46).  This makes it very important that people have the opportunity to gain proficiency in key competencies through adequate practice and a variety of learning contexts or experiences through all curriculum levels.  

Assessment

There is considerable debate about whether or not competencies can only be assessed by observing performance in meaningful contexts.  

Hager (1996) claims that since people use both specific and key competencies together depending on the purpose and context, proficiency in key competencies should be inferred from performance rather than measured as discrete and precise outcomes.  This more holistic approach to competencies now argues that the large variety of attributes that underpin performance must be considered in any competency analysis, and rejects single acceptable outcomes as being indicators of competent performance.  The more recent concept of competencies is based on an understanding that multivariable contexts lead to multivariable outcomes, meaning that proficiency in a competency must be deduced from performance in particular contexts rather than measured objectively through precise outcome statements (Hager, 1995; and Chappel et al, 2000).

From this argument, the assessment of key competencies needs to be based on inference from observation of performance in meaningful contexts rather than by measuring discrete and precise essential skills outcomes.  

This point of view may, however, overstate the case.  It is entirely possible to assess particular key competencies in artificially constructed contexts such as tests, so long as the results are seen in relation to that type of context and are not overgeneralised.  Some key competencies lend themselves more to this type of assessment than others do.  The risk of over-generalising levels of achievement in key competencies in one context applies more broadly than just to tests.  As already discussed, there should be no assumption that proficiency in an essential skill in one context will be the same in another context, if those contexts are significantly different.

Implications for teaching practice 

The above research suggests areas where key shifts in the understanding and teaching of essential skills is needed:

· key competencies need to be specified and articulated in relation to the specific learning context, as the ways they are manifested in practice differ in different contexts, as do the key competencies required by different contexts;

· teachers therefore need to think about how key competencies groups are manifested in particular learning outcomes, and teach and assess them as part of overall learning outcomes rather than develop or tick off skills checklists;

· key competencies must be taught in meaningful contexts and in a range of contexts across and within essential learning areas so that proficiency and the ability to adapt the key competencies can be developed;

· key competencies need to be taught, assessed and reported systematically across and within essential learning areas and levels, identifying degrees of proficiency.

There is a degree of tension underlying the need to integrate key competencies within learning outcomes, while also teaching, assessing and reporting them systematically across and within essential learning areas and levels.  The challenge is to balance holistic integration with clear articulation that enables systematic teaching across and within ELA.

How could essential skills be identified within achievement objectives?

Different achievement objectives will require different types of key competencies.  Although most achievement objectives will require at least some competencies from each key competencies group, some curriculum areas will naturally focus on some key competencies groups more than others will.  For example, maths will obviously have more of a focus on language, literacy and numeracy than on relating to others, although this key competencies group should also be evident in some achievement objectives.  

While it is clear that many of the key competencies will be evident in most objectives, such as setting goals and taking responsibility for learning, or using language in meaningful ways, teachers may need to deliberately create particular learning contexts to include the teaching of other key competencies, such as self-awareness or managing conflict.  Note that key competencies need to be performed in meaningful contexts, rather than learnt as abstract knowledge.  For example, learners can read about leadership and learn its characteristics, but this won’t mean that they have developed key competencies in relating to others (either as leader or as follower).

If teachers are to articulate and teach key competencies more actively and systematically within learning outcomes, some attention needs to be given to identifying levels of progression of the broad key competencies.  Teachers need to have some way of knowing what can be expected of learners as they move from novice to expert.  It will be a significant challenge to both adequately identify and articulate broad levels of progression, and at the same time avoid unnecessary overspecification or inappropriate ‘context-free’ descriptions.
Examples of ways in which current achievement could be seen to incorporate key competencies are set out below.  These are just examples of where the key competencies may sit within current achievement objectives and are not intended to suggest ways of rewriting the objectives.  These achievement objectives were selected at random and the examples are not exclusive.  Note that the learning context will also provide more opportunities for learning key competencies.  For example, if the work requires talking to others and interviewing, this would involve some different key competencies from those needed for a paper-based task using a learner’s own experiences, and different again for an internet or book-based research task.

Social Studies Curriculum Social Organisation Strand Level 1 

Students will demonstrate knowledge and understandings of why people belong to groups.  Students could demonstrate such knowledge and understandings when they: 

· explain what a group is; 

· describe a number of groups that people belong to; and
· give examples of the benefits of belonging to groups. 

Thinking: identification of characteristics of groups and examples of benefits will require critical thinking and judgement.
Relating to others: explaining to others in person will require relating well to others.
Independence: identifying examples of benefits of belonging to groups will require identifying one’s individual and collective interests.  Successful completion of tasks will require setting and achieving goals, self-monitoring and self-evaluation.

Language, literacy and numeracy: explaining and describing will require using language in meaningful ways.
Attitudes: undertaking and completing the tasks to an adequate standard will require motivation, explaining will require confidence, and identifying the characteristics of groups and benefits of belonging to groups will require discernment.
Social Studies Curriculum Social Organisation Strand Level 3

Students will demonstrate knowledge and understandings of how leadership of groups is acquired and exercised.  Students could demonstrate such knowledge and understandings when they: 

· identify leaders in different groups and situations; 

· describe ways people can become leaders (e.g., through inheritance, election, appointment, use of force, volunteering); 

· explain how different styles of leadership affect members of groups; 

· describe ways leaders seek to resolve differences within and between groups. 

Thinking: identification, description and explanation will require critical and logical thinking and judgement. If analysis of own experiences as leader, or of ‘follower’, is required, then this will also involve self-awareness and reflection.
Relating to others: depends on the learning activity, but could include explaining to others, role play, performance of leadership roles in the classroom or other social contexts so that knowledge of the subject matter (leadership) is integrated with the skills of being a leader.
Independence: Successful undertaking and completion of tasks will require setting and achieving goals, self-monitoring and self-evaluation, including taking responsibility for own learning.  

Language, literacy and numeracy: identifying, explaining and describing will require using language, information and knowledge in meaningful ways.  Depending on the research tool, it may also include using (new) technology meaningfully.
Attitudes: undertaking and completing the tasks to an adequate standard will require motivation and confidence, and identifying the characteristics of leaders and their roles and effects on groups will require discernment.
Mathematics Number Exploring Number Level 1

Make up, tell and record number stories, up to nine, about given objects and sequence pictures:
Thinking: Make up, tell and record number stories including sequence pictures will require logical thinking.  Making up stories will require creativity.

Relating to others: ‘Telling’ will require relating to others and participating effectively.
Independence: Successful undertaking and completion of tasks will require setting and achieving goals, self-monitoring and self-evaluation, including taking responsibility for own learning.
Language, literacy and numeracy: Making up, telling and recording number stories and interpreting objects and sequence pictures will require using language and symbols in meaningful ways.  

Attitudes: making up and telling stories will require confidence.
Mathematics Measurement developing concepts of time, rate and change Level 3

Read and interpret everyday statements involving time:
Thinking: Interpreting will require logical thinking and judgement.  

Relating to others: will depend on the learning context.
Independence: Successful undertaking and completion of tasks will require setting and achieving goals, self-monitoring and self-evaluation, including taking responsibility for own learning.
Language, literacy and numeracy: Reading and interpreting statements will require using language and symbols in meaningful ways.  

Attitudes: Reading and interpreting will require confidence and motivation.
Mathematics Geometry Level 5 

Recognise when two shapes are similar, find the scale factor, and use this to find an unknown dimension:
Thinking: recognising similarities, finding the scale factor and using it will require logical thinking and judgement.  

Relating to others: will depend on the learning context. 

Independence: Successful undertaking and completion of tasks will require setting and achieving goals, self-monitoring and self-evaluation, including taking responsibility for own learning.
Language, literacy and numeracy: Identifying the shapes and finding and using the scale factor will require using symbols in meaningful ways.  

Attitudes: Using the scale factor to determine an unknown dimension will require confidence. 

Conclusion

Key competencies are fundamental to effective participation in all life contexts.  When people act in life contexts, they use a combination of skills, knowledge, attitudes and values, which together can be termed ‘competencies’.  Some of these competencies are generic and relevant across a number of life contexts (key competencies) and others are specific to certain contexts.  Context-specific competencies cannot be used effectively without key competencies and vice versa.

The focus on key competencies has increased in the last couple of decades in response to employers identifying that in the knowledge society, people cannot use their learning effectively in the workplace unless they can also communicate, relate to others, manage themselves and achieve goals, make judgements, and think critically and creatively.

While employer demand has increased the profile of, and emphasis on, key competencies in education internationally, the key competencies themselves do not solely belong to the domain of work.  In fact, they are relevant to work as they are to any life context, and should not be limited by association only with employment contexts.

The role of education is to prepare people for life, and while people have always needed key competencies to operate in life, the need now is greatly increased in our rapidly changing and diverse knowledge society.  The focus of education therefore needs to reflect this with a renewed emphasis on articulating and teaching key competencies as an intrinsic part of all learning outcomes.  The new understandings of the nature of key competencies and their importance in learning and life have significant implications for the way we frame and use the essential skills:

	Key competencies are holistic and used in combination with specific competencies in real life contexts.
	Essential skills should be integrated with attitudes, values and ‘know-how’ knowledge and articulated along with specific competencies in achievement objectives across and within all ELA.

	Key competencies are developed from early childhood through adulthood.
	An essential skills framework needs to facilitate identification of broad levels of progression for all essential skills.  It also needs to be consistent with, and linked to, those for early childhood education and tertiary, and ideally use a common language.  

	Key competencies are broadly the same across different contexts and cultures, although the ways they are expressed in action will be different in different contexts.
	In a mobile, global society, the essential skills framework should provide for a degree of consistency with international frameworks and a common language that is meaningful across different sectors and countries.

	While key competencies are able to be specified broadly at a high level, the ways they are manifested in action vary depending on purpose and context.
	An essential skills framework should seek to articulate the overarching types or groups of essential skills, and leave further specification for the Achievement Objectives and for teachers to determine in the context of teaching ELA.


This paper proposes a framework of key competencies for the NZCF that includes four high level groups of key competency groups (thinking, relating to others, self-management, and language, literacy and numeracy) and five key attitude groups that are used in combination with the key competency groups (motivation, confidence, curiosity, discernment and sense of identity).  Relevant ‘know-how’ knowledge should be deemed to be part of the key competencies.  Values should also be added to the framework as a part of a key competency:




Key competencies must be partnered with specific competencies in practice.  They do not exist on their own.  Key competencies should therefore be specified systematically within Achievement Objectives in the context of the Essential Learning Areas.  Achievement objectives will provide the context and purpose for the key competencies, and will therefore determine how they are manifested in practice:






The purpose of this paper was to explore some recent international thinking about the nature of key competencies, and to use this as a basis for identifying ways that the New Zealand essential skills could be reframed.  It is hoped that these proposals and thinking provide food for thought and generate useful debate about how best to reframe the essential skills of the New Zealand Curriculum Framework.
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Appendix 1

DeSeCo key competencies framework


Appendix 2

Text taken from the draft paper Learning for Living: Key Competencies Draft Background Paper: Key Competencies For the New Zealand Tertiary Education Sector, Tertiary Education Learning Outcomes Policy, 2003.

A New Zealand approach to key competencies

National specification of skills is inevitably driven by those skills that are valued by the dominant culture.  

DeSeCo recognises that the definition and selection of key competencies depends on what societies value (OECD 2002 para 24). 

Feedback on the proposed DeSeCo framework from the New Zealand perspective indicated that a conflict was seen by some between the strong focus of the DeSeCo framework on autonomy and assertion of individual rights, and the more community-focused expectations and competencies required for participation in Māori and Pasifika communities (Kelly 2001). 

A key to resolving such apparent conflicts is the fact that competencies are context dependent.  Individuals demonstrating competencies within specific contexts need to know when to use, and how to balance, particular competencies.  This does not mean that some competencies are intrinsically more important than others.  The importance of a key competency depends on the context.

For education to support the Māori aspirations to ‘live as Māori’, any framework for key competencies must include those key competencies needed in that context.  In addition, if education is to support Māori aspirations to ‘actively participate as citizens of the world’, it is necessary for the education system to ensure that all Māori also have the key competencies needed to participate in wider society and the world. 

It is proposed that New Zealand adapt the DeSeCo framework to better reflect the New Zealand social context.

The DeSeCo framework for key competencies has been developed on the basis of international work and synthesises a range of research and expert opinions across different academic disciplines.  It therefore provides a sound basis for beginning a discussion about the specification of key competencies for New Zealand.  If we are to use this framework as a basis for our work, it would not be sensible to add bits and pieces in an ad hoc fashion, as this could start an avalanche of attachments that would undermine the clarity of, and robust basis for, this framework.  Lack of alignment with the international framework could also undermine the usefulness of associated OECD assessments and surveys for the evaluation of New Zealand policy and practice.  However, bearing in mind that the specification of key competencies is driven by the wider social context, it is proposed to make a small number of adjustments to the DeSeCo framework where these adjustments are soundly based and are so critical that the framework would not be appropriate for New Zealand without them.

It is proposed that key changes to the DeSeCo framework for the New Zealand context include:

· better reflect New Zealand communal contexts in Key Competencies 1 and 2 by:

· changing the title of key competency 1 (functioning in socially heterogeneous groups) to include socially homogenous groups; 

· shifting the focus of key competency 2 (acting autonomously) from a seemingly adversarial approach to individual autonomy;

· encompassing within key competency 1 the competency required to assert and defend rights (of individuals or groups) in wider society; and

· include in key competency 1 the competencies needed for supporting and contributing to the well-being of others, including family.

· using metacognition as the cross-cutting competency that includes critical thinking and an holistic approach

· include creativity as a cross-cutting competency

Changing the title of key competency 1 (functioning in socially heterogeneous groups) to include socially homogenous groups
The social and cultural context determines the relative importance of key competencies necessary for a successful life and well-functioning society (OECD 2002 pp12 and 14).  In terms of the overarching framework for key competencies, it may be that rather than being significantly different for different cultures, the main difference is the emphasis placed on each key competency group in relation to the other key competencies in different cultural contexts.  

While KC1 is intended to work in balance with KC2, this does not adequately address the tension between individual autonomy and participation in a collective group, as KC1 is focused on ‘socially heterogeneous groups’.  KC1 is therefore more about participation by individuals in multi-cultural societies rather than participation in more homogenous community groups.  While it is true that New Zealand is a multi-cultural society and individuals must have the competencies necessary to operate effectively in multi-cultural contexts, all individuals also need to operate in the more homogenous contexts, in particular, Māori iwi and Pasifika communities, and other such social groups.  

While many competencies are the same for operating in homogenous or heterogeneous groups, there are some differences in competencies and different emphases within competencies, for example, resolving conflict may have more of a group consensus approach within agreed boundaries in homogenous groups.  Relating well to others might be reflected in recognising and respecting differences in a heterogeneous social context, whereas in a homogenous group it may have more of an emphasis on recognising and respecting social roles and protocols.  It is therefore proposed that operating in homogenous groups be added explicitly to the title of this key competency group.

Shifting the focus of key competency 2 (acting autonomously) from a seemingly adversarial approach to individualism and encompassing within key competency 1 the competency required to assert and defend rights in the wider society
Key competency 2 has been strongly influenced by the contributions of Swiss sociologist Perrenoud, whose slightly ‘tongue-in-cheek’ subtitle to his seminal contribution to the DeSeCo work is ‘or how to avoid being abused, alienated, dominated or exploited when one is neither rich nor powerful’ (Perrenoud 2001 p 121).  Perrenoud’s work sets up the individual in opposition to society which, while a valid perspective, is only one aspect of an individual’s self-management and interactions with wider society.

The terms ‘assert and defend’ in the first sub-point of KC2 (relating to one’s rights, interests, responsibilities, limits and needs) seem unduly adversarial and suggest the primacy of the individual in opposition to society in ways that may not always be appropriate to all cultural perspectives or contexts in New Zealand.  The point that individuals do need to be proactive in ensuring that their rights and needs are respected is valid, however this could be achieved within the competencies relating to autonomy by ‘identify and take action regarding’.  

It is true that sometimes the situation within which a person is asserting his or her rights will be adversarial, and ‘assert and defend’ will be necessary.  In this situation, asserting or defending one’s rights is against, or in relation to, something in the wider social context.  ‘Assert and defend’ as elements of a key competency therefore seem to be more appropriate in KC1 regarding acting in social contexts, where individuals and groups need to be able to assert and defend their rights in relation to the wider society.  This may be particularly important for the assertion of Treaty of Waitangi rights in the New Zealand context.  Arguably, defending one’s rights also needs to be balanced by fulfilling responsibilities, as in KC2.

Include in key competency 1 the competencies needed for supporting and contributing to the well-being of others, including family
While KC1 focuses on participation in social groups, it still seems to do so from an individualistic point of view which focuses on an individual navigating his or her own self-directed way through social relationships.  This perspective does not explicitly reflect the competency required to balance self-direction with requirements to fulfil social roles and responsibilities.  

Although ‘responsibilities’ is included in KC2, this is in the rather adversarial context of an autonomous individual ‘assert(ing) and defend(ing)’.  The DeSeCo framework does not, therefore, give sufficient emphasis to the more altruistic competencies needed to nurture, support and fulfil responsibilities to others, and put oneself second.  Considering that family life is an important social context for almost everyone, and particularly so for Māori and Pasifika peoples, this is a significant omission.  

The Equipped for the Future project in the USA was tasked with measuring progress against a national goal whereby “every adult American will be literate and have the knowledge and skills necessary to compete in a global economy and exercise the rights and responsibilities of citizenship”.  Rather than starting with national literacy test data, the project team began by asking ‘what do adults need to do in order to carry out these roles’ before they asked ‘what do adults need to know to carry them out effectively’ (Stein p4).  One of the critical findings of this work was that family roles were highlighted as a missing context for competence (Stein p5).  

The DeSeCo work acknowledges that not everyone is in a position to be able to act autonomously and take action regarding one’s rights, but assumes that this is a wider social problem and does not seek to accommodate this within the key competency framework.  If someone is not in a position to act on their own behalf, then any society that values individual well-being and social equity needs to ensure that its citizens have the competencies necessary to care for and act on behalf of others, put others’ interests first where appropriate, and contribute to group goals and well-being.  The inability to act autonomously may not simply be a matter of a lack of competency in a narrow sense.  It may well be due to the developmental stage (e.g. a child) or circumstances of that person (e.g. the infirm).  Competencies required to support those who do not have the necessary competencies themselves, are fundamental to a well-functioning society.  These competencies are generic as they are applied in a range of contexts from family to work to wider social groups.

A further aspect of social contribution and fulfilment of responsibilities is the expectation, particularly in Māori and Pasifika communities, that an individual will contribute their skills to the benefit of the family or community in a way that does not necessarily directly benefit them as individuals.  Although we could argue about the potentially self-serving nature of altruism, this is more about reciprocity than about altruism.  Contribution for the benefit of the group and a sense of reciprocity or interconnectedness are missing from the DeSeCo framework but are fundamental to life in the New Zealand social context.

It is therefore proposed to include within KC1 a new competency: support, fulfil responsibilities and contribute to others.
Entitling the cross-cutting competencies group ‘thinking’

In the current framework, the cross-cutting competency group is the only on to have no title.  To make the nature of this group of competencies more easily understood, it is proposed to entitle it ‘thinking’.

Using metacognition as the cross-cutting competency that includes critical thinking

Kearns proposes that the learning competence is a metacompetence that underpins and drives the development of all the other key competencies (Kearns 2001, p74).  Learning to learn is one element of metacognition, which also includes critical thinking and judgement, self-awareness, understanding of one’s thinking processes and actions.  

While Rychen’s contributions to the DeSeCo project discuss the importance of reflectivity underpinning all of the key competencies, this concept is not reflected explicitly in the framework (see Rychen 2003, chapter 3, p82).  The DeSeCo framework sets up cross-cutting competencies of critical thinking and taking an holistic approach which are integral to all the key competencies.  These cross-cutting competencies are aspects of reflectivity or ‘metacognition’, but do not fully encompass its breadth.

While the DeSeCo framework includes reflectivity or metacognition implicitly within the competencies, it is of such importance in the appropriate performance of competencies within specific contexts, and in the adaptation of competencies to new contexts, that we propose to include it specifically as a cross-cutting competency.  Metacognition, as a cross cutting competency, would encompass critical thinking and an holistic approach, and also include the other aspects of internal scrutiny and awareness such as learning to learn, consciousness of one’s own thought processes and strategies, and judgement.

Include creativity as a cross-cutting competency

Within the New Zealand context, creativity or innovation (‘thinking outside the square’) is critical to how successfully our nation meets the challenges of a global knowledge society.  This does not just mean innovation for economic gain, but also for social development and well-being.  As a small nation, we are reliant on making the most of our people and our ideas.  Creativity in all aspects of our lives is increasingly important in a constantly changing world both to create new knowledge, and to use existing knowledge in new ways.  

The DeSeCo framework does not exclude creativity, and it is discussed in some of the contributions to the project.  It is probably included implicitly within the internal structure of the competencies.  At the risk of inviting the addition of a whole list of additional explicit components to the DeSeCo framework, it may be appropriate to include creativity as an additional explicit cross-cutting competency in the New Zealand context.

Adapted DeSeCo framework for the New Zealand context



Functioning in socially heterogeneous groups


Ability to relate well to others


Ability to co-operate


Ability to manage and resolve conflict





Acting autonomously


Ability to defend and assert ones rights, interests, responsibilities, limits and needs


Ability to form and conduct life plans and personal projects


Ability to act within the big picture/larger context





Using tools interactively


Ability to use language, symbols and text interactively


Ability to use knowledge and information interactively


Ability to use (new) technology interactively








DeSeCo: Key competencies for a successful life and well-functioning society





Cross-cutting


Critical thinking








Holistic/integrated


approach
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Operating in social groups, both heterogeneous and homogenous


Ability to relate well to others


Ability to co-operate


Ability to manage and resolve conflict


Ability to assert and defend rights and responsibilities


Ability to support, fulfil responsibilities and contribute to others





Acting autonomously


Ability to identify and take action regarding one’s interests, limits and needs


Ability to form and conduct life plans and personal projects


Ability to act within the big picture/larger context





Using tools interactively


Ability to use language, symbols and text interactively


Ability to use knowledge and information interactively


Ability to use (new) technology interactively








Thinking (Cross-cutting)





Creativity





Metacognition


including


Holistic/integrated


Approach


Critical thinking


Learning to learn


Self-awareness


Judgement
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Interacting in social groups, both heterogeneous and homogenous


Ability to relate well to others


Ability to co-operate


Ability to manage and resolve conflict


Ability to support, fulfil responsibilities and contribute to others





Acting autonomously


Ability to identify, assert and take action regarding one’s individual and collective rights, interests, responsibilities, limits and needs


Ability to form and conduct life plans and personal projects


Ability to act within the big picture/larger context





Using tools interactively


Ability to use language, symbols and text interactively


Ability to use knowledge and information interactively


Ability to use (new) technology interactively








Thinking (Cross-cutting)


Creativity


Metacognition


including


Holistic/integrated


Approach


Critical thinking


Learning to learn


Self-awareness


Judgement








Demand or


Learning Task 





Performance











Specific competencies subject or context specific knowledge and skills of the ELAs








Proposed NZCF Key Competencies





Context


ELA Achievement Objectives





Essential skills (incl know-how knowledge)


Thinking


Independence


Relating to others


Language, literacy and numeracy





Attitudes


  Motivation


  Confidence


  Curiosity


  Sense of identity


  Discernment





Values (existing)


Honesty


Reliability


Respect


Tolerance


Fairness


Caring





Key competencies 


















































Essential skills





Attitudes





Values








� E.g. United Nations Committee on the Rights of the Child: Review of New Zealand’s second periodical report, 2003; PISA and IALS





� The DeSeCo work uses the term ‘competence’ in the singular, whereas this document uses the term ‘competency’ to avoid confusion with the concept of ‘competence’ meaning being able to do something well (i.e. a level of achievement).


� 2003


� Note the debate engendered by the Australian Mayer Core Competencies which did not include cultural awareness as this was not deemed to be either teachable or a skill (Kearns, Peter: Review of Research: Key competencies for the New Economy, NCVER, Adelaide, 2001)


� The term ‘use’ needs to be read very broadly, including for example, for one’s personal enlightenment, rather than given a narrower utilitarian meaning, e.g. writing for employment purposes.


� Further Ministry of Education work on a Successful School Leaver and the Key Competencies suggests that ‘identity’ should sit at the centre with the learner as a foundation for learning.


� This project had the task of establishing the learning objectives and standards by which achievement of the former President’s goals for the US could be assessed.  The project identified what competencies people need for living and developed descriptive standards for these.  See � HYPERLINK http://novel.nifl.gov/lincs/collections/eff/eff.html ��http://novel.nifl.gov/lincs/collections/eff/eff.html�





PAGE  
This is not a statement of government policy.  The views expressed in this document are not necessarily those held by the Ministry of Education.
Reframing the Essential Skills: Implications of the OECD Defining and Selecting Key Competencies Project         37
Accessed from http://www.tki.org.nz/r/nzcurriculum/whats_happening_e.php

