Curriculum Standards
Martin A. Kozloff

This document addresses the first tool for designing instruction; namely identifying what your students must learn (and therefore what you must teach) from a state standard course of study.  You will learn how standards change; how to identify well-written and poorly-written standards; and how to improve poorly written standards.

The knowledge developed by human beings is organized into systems.  Literature, mathematics, biology, chemistry, music, history, language, reading, and so forth.  Knowledge systems change as humans learn more.  A state standard course of study is a very large curriculum---for all public school students.  A standard course of study (state curriculum) in any subject SHOULD get its content, standards, or goals (what it expects students to learn) from scientific research on knowledge systems (e.g., research identifying the elementary skills needed to learn algebra) and from subject matter experts.  Here is an example.

Research and Evaluations by Subject Matter Experts Can Yield Changes in Standards


Here are examples of changing standards (“Goals”) in one state’s standard course of study.  The first section is first grade reading.  The second section is secondary school English.  NEW standards---derived from research and subject matter experts---are shown.  [Comments are in brackets.]
	1999  Language Arts Grade 1

Competency Goal 1

The learner will develop and apply enabling strategies and skills to read and write.


	2004  Language Arts Grade 1

Competency Goal 1

The learner will develop and apply enabling strategies and skills to read and write.



	1.01 Develop phonemic awareness and demonstrate knowledge of alphabetic principle:

· count syllables in a word.


· blend the phonemes of one-syllable words.


· segment the phonemes of one-syllable words.


· change the beginning, middle, and ending sounds to produce new words.


	1.01 Develop phonemic awareness and demonstrate knowledge of alphabetic principle: 

· count syllables in a word.


· blend the phonemes of one-syllable words.


· segment the phonemes of one-syllable words.


· change the beginning, middle, and ending sounds to produce new words.


· NEW.  create and state a series of rhyming words that may include consonant blends (e.g., flag, brag).
[Research showed the importance of rhyming.]


	1.02 Demonstrate decoding and word recognition strategies and skills:

· use phonics knowledge of sound-letter relationships to decode regular one-syllable words when reading words and text.


· recognize many high frequency and/or common irregularly spelled words in text (e.g., have said, where, two).


	1.02 Demonstrate decoding and word recognition strategies and skills: 

· NEW. generate the sounds from all the letters and appropriate letter patterns which should include consonant blends and long and short vowel patterns.
[Research showed that students should FIRST know the sounds that go with some of the letters, and THEN they should use that knowledge to decode words.  Look at the next standard, below]

· use phonics knowledge of sound-letter relationships to decode regular one-syllable words when reading words and text.


· recognize many high frequency and/or common irregularly spelled words in text (e.g., have said, where, two).


· NEW read compound words and contractions. 


· NEW read inflectional forms (e.g., -s, -ed, -ing) and root words (e.g., looks, looked, looking). 


· NEW read appropriate word families. 

[Research showed the importance of these skills for students to achieve standard 1.02.]




	1999 Language Arts

9-12  English 1

Competency Goal 2  

The learner will explain meaning, describe processes, and answer research questions to inform an audience.
	2004 Language Arts

9-12  English 1

Competency Goal 2  

The learner will explain meaning, describe processes, and answer research questions to inform an audience.



	2.01 Demonstrate the ability to read and listen to explanatory texts by:

NOTICE HOW THE 2004 STANDARDS (ON THE RIGHT) INCLUDE MORE.

· using appropriate preparation, engagement, and reflection strategies.

· demonstrating comprehension of main ideas.

· summarizing major steps.

· determining clarity and accuracy of the text.


	2.01 Demonstrate the ability to read, listen to and view a variety of increasingly complex print and non-print informational texts appropriate to grade level and course literary focus, by: 

[NOTICE HOW MANY MORE SKILLS HAVE BEEN ADDED BELOW]
· selecting, monitoring, and modifying as necessary reading strategies appropriate to readers' purpose.

· identifying and analyzing text components (such as organizational structures, story elements, organizational features) and evaluating their impact on the text.

· providing textual evidence to support understanding of and reader's response to text.

· demonstrating comprehension of main idea and supporting details.

· summarizing key events and/or points from text.

· making inferences, predicting, and drawing conclusions based on text.

· identifying and analyzing personal, social, historical or cultural influences, contexts, or biases.

· making connections between works, self and related topics.

· analyzing and evaluating the effects of author's craft and style.

· analyzing and evaluating the connections or relationships between and among ideas, concepts, characters and/or experiences.

· identifying and analyzing elements of informational environment found in text in light of purpose, audience, and context.




Where was the research and who were the subject matter experts that some states used to improve their standard courses of study in reading?   Some of it is in the websites and documents, below.
Adams, M.J. (1990).  Beginning to read: Thinking and learning about print.  Cambridge, MA:  MIT Press.

Beck, I.L., & Juel, C. (1995).  The role of decoding in learning to read.  American Educator, 19, 2, 21-42.
Big Ideas in Beginning Reading.
Ehri, L.C. (1998).  Grapheme-phoneme knowledge is essential for learning to read words in English.  In J. Metsala & L. Ehri (Eds.), Word recognition in beginning reading (pp. 3-40).  Hillsdale, NJ:  Lawrence Erlbaum Associates.

Foorman, B.R., Francis, D.J., Fletcher, J.M., Schatschneider, C., and Mehta, P.  (1998). The role of instruction in learning to read:  Preventing reading failure in at-risk children.  Journal of Educational Psychology, 90, 37-55.

Report of the National Reading Panel: Teaching children to read. (2002).  
Washington, DC:  National Institute of Child Health and Human 
Development,  NIH Pub. No. 00-4769. April
http://www.nationalreadingpanel.org/Publications/summary.htm 

http://reading.uoregon.edu/ 

http://idea.uoregon.edu/~ncite/documents/techrep/tech20.html 

http://idea.uoregon.edu/~ncite/documents/techrep/tech19.html
http://idea.uoregon.edu/~ncite/documents/techrep/tech16.html 

http://idea.uoregon.edu/~ncite/documents/techrep/tech15.html 


However, even with available science and subject matter experts, state standard courses of study have weaknesses.  For example, the wording of standards may be so vague that teachers cannot tell what students are supposed to learn.  Also, the standards may leave out important skills and knowledge.  After all, research showing the importance of letter-sound correspondence and decoding (phonics) was around for a decade before states (spurred by No Child Left Behind and Reading First) began to USE the research to improve curriculum standards.  Let’s practice improving a standard course of study.

Proper and Improper Wording

Remember,

1.
You use a state standard course of study, your own subject matter knowledge, and the knowledge of experts to identify “things” to teach---solving equations with one unknown, conjugating verbs in Spanish, writing essays on the events leading up to the American Revolution, decoding words, comprehending text, and hundreds more.  
2.
You determine what KIND or form of knowledge the standard is:  verbal association (fact, list), concept, rule relationship, cognitive routine.  This is important, because the way you communicate information (the way you instruct) depends on the kind of information (form of knowledge) you are trying to communicate.  To learn concepts, students need examples.  To learn verbal associations (e.g., a fact), students merely need to hear it. 
3.
Then you determine which phase of learning we are teaching: acquisition (new knowledge; aim for accuracy), fluency (aim for accuracy plus speed), generalization (aim for application to new examples), retention (aim to sustain skill over time).  WHAT we teach, HOW we teach, and how we ASSESS learning depends on the phase of mastery we are working on.


4.
Next, you use knowledge analysis to determine exactly which skills students must learn in order to achieve the curriculum standard.  What does someone have to know to DO long division?  (a) Some of these are new skills that you will teach.  (b) And some of these are pre-skills that students need before you begin the new instruction, so that students can understand and learn from the new instruction.  

5.
Then you develop instructional objectives, or learning objectives, which state exactly what students will DO (e.g., how students will show that they have learned to solve equations with one unknown) and therefore what you teach and how you assess students’ achievement of the objective. 

6.
Finally, you write a procedure for teaching, or you use a commercial curriculum that provides the procedures.  [Please see pages 12-15 of “Designing instruction:  Introduction.”]
But at every step (above) you need language that is concrete (the words refer to behavior---to what students do) and is clear (the words have common meaning). If language is not clear and concrete, then objectives will be vague and instructional procedures will not focus on---they will not teach---what students need to learn.  Here are examples of wording that is not concrete and clear vs. wording that is concrete and clear.

Not Concrete and Clear


Concrete and Clear
Students demonstrate….


Students write, list, say, draw, solve… 

Students understand…


Students correctly solve four equations; 





state three rules; develop their own






examples of…

Students appreciate different…

Students correctly (name, point to, 






group) different…

Students determine which…

Students visually inspect examples of 






(phases of cell division) and (name, point 





to, group) them.
Students represent…


Students draw a diagram showing 






connections among…

Students formulate



Students write or say the steps and the 






guidelines in their plan to… 

Students recognize…


Students state the main features of…
Can you see that the items in the left column do not point to specific things students are to DO.  HOW does a person “appreciate”?  What do they do?  Would three different teachers list the same examples of “appreciate”?  Not likely.  Nor is it clear what the words mean, anyway.  What does “understand” mean?  Does it mean you can do something with a math problem?  If so, what can you do?  Do you solve it?  Do you say the rules for solving it?  Do you say why it is an important kind of problem?   In summary, when curriculum standards (and instruction objectives) are vague, you really do not know WHAT students are supposed to do, what you are supposed to teach them, and how you would assess learning.

The items in the right column are more concrete and clear.  To demonstrate, you DO something; you say something, write something, draw something.  To understand (how to solve a math problem) means that you actually DO solve math problems. 


Let’s practice making standards concrete and clear.  The items in the left hand column are vague and do not specify concrete (observable) behavior.  Write clearer and more concrete standards in the right hand column.  Here are criteria to guide you.  

1.
The standard states observable behavior---something students do.

2.
The statement of what students do is an example of the object; e.g., knowledge of  ( simple addition and subtraction; events leading up to ( the Second World War.

3.
The words have common meaning.  
Here is an example.

Not Concrete and Clear


Concrete and Clear

Students understand important 

Students state or write [This is
vocabulary words in the Declaration
concrete, observable behavior.]
of Independence.



the definitions [A word with







common meaning] of important 








vocabulary words in the Declaration







of Independence [the object of 







“vocabulary words in”], such as 







“unalienable rights,” “usurpation,”







“truths,”  “self-evident,”…

Here examples for you to work on.

Not Concrete and Clear


Concrete and Clear

Students demonstrate knowledge

Students…

of simple addition and subtraction


 

Students understand the events

Students…

leading up to the Second World War.



Students appreciate different forms
Students…

of literature.

Students determine which equation
Students…

has one unknown and which equation

has two unknowns, and apply the

proper solution.

Students represent trends in 

Students…

population growth in Latin

America.

Students formulate
a plan
for

Students…

conducting an internet search of…



Students recognize the effects of

Students…

culture on symbolism used in

poetry.
Adding Important Skills and Knowledge

There may be gaps in a state standard course of study and therefore in a state curriculum.  Perhaps the curriculum developers are not keeping up with scientific research, or perhaps (no offense) their own knowledge of a subject is not as comprehensive as it might be.  Gaps in a standard course of study cause at least two serious problems.

1. 
Some skills are essential for learning other skills.  These are called pre-skills. When these pre-skills are not taught, many children can’t learn the more complex material.  For example, until recently, many states did NOT have a phonics standard.  Therefore, many students did not learn how to decode words.  Consequently, they read very slowly and their comprehension was weak.  They could not read math, history, and science.  Their education effectively ended in fourth grade, when learning requires far more reading than in earlier grades.  

2.  
Some skills and knowledge are essential for informed citizenship.  Given the importance of the Middle East, Islam, and Latin America, any state curriculum that does not teach these subjects in depth will leave students unprepared to understand world, national, and local events.

This is why it is important for YOU to keep up with the research and with expert evaluations of subject matter areas, so that YOU can fill gaps in your state’s curriculum.


Following are selections from a recent document by experts in history.  They identify gaps in how most states teach history.  After we read their evaluation, we will examine some resources, and then we will develop a few standards to add to a state standard course of study.

	The State of State World History Standards 2006


	The Thomas Fordham Foundation
by Walter Russell Mead, Chester E. Finn, Jr., Martin A. Davis, Jr.


http://www.edexcellence.net/foundation/publication/publication.cfm?id=356&pubsubid=1289 
Bold face and italics have been added for emphasis.

[Comments are in bold face and brackets.]

To keep a focus on gaps in state curriculum standards, certain portions have been deleted.

INTRODUCTION

To review the world-history standards of the states is a 

sobering experience. One is at once aghast at how poorly written 

and organized most of them are, and in awe of the few shining lights of excellence….These are problems that we must overcome, 

because a working knowledge of world history is socially, 

politically, economically, and culturally indispensable 

for young Americans. 

Socially. As citizens of a democratic state whose population 

is growing ever more diverse and whose values 

are shaped by a variety of cultures and historical experiences, 

young Americans must understand the historic 

roots both of majority and of minority cultures in this 

country.  The growing importance of Latino immigrants, for 

example, renders it necessary that students 

understand the historic relationships between Anglo 

and Latin cultures in the Western hemisphere. 

[The authors are suggesting that this is missing in most state 

history curriculum standards.] 

Politically. In order to act responsibly as adults in 

shaping U.S. foreign and domestic policies and electing 

those who lead the country, today’s students must learn 

something of the history of republican institutions and 

democratic ideals. They must also be able to appreciate 

and emulate those virtues that make democratic institutions 

prosper and survive. Moreover, because this 

country is so deeply involved in international affairs, 

students should have a working understanding of the 

histories and cultures of nations that American foreign 

policy is closely engaged with, or likely to be engaged 

with, in the near future….

Culturally. Our students inherit the great cultural and 

religious traditions that flourish in America, and their 

lives are shaped in no small part by the interplay of these 

forces. It is primarily through religion, culture, philosophy, 

and the arts that human beings have come to 

achieve their fullest understanding of themselves. 

Students have a right to the knowledge necessary to participate 

in these human endeavors; educators have a 

duty to provide that knowledge so today’s youth will be 

prepared to participate in and further these traditions. 

The importance of world history is obvious, as elite private 

schools have known for some time. Public schools 

pay lip service to world history’s value, but few have 

done an acceptable job of defining what should be 

taught. …

This failure most seriously affects children from low-

income families, because they depend most heavily on 

public schools to educate their children. The failure to 

teach world history, therefore, amounts to denying 

equal opportunity to our most vulnerable population. 

In short, millions of low-income and minority students 

are being denied basic cultural and economic rights. 

This is a form of institutionalized racial and class discrimination, 

and ending it is not simply a matter of educational reform or 

intellectual housekeeping—it is a matter of social justice. 

How to Teach World History

…(W)orld history course designers must select their 

targets. It’s not possible to teach everything. They have an 

obligation to explain why they chose the topics they did. 

[In other words, a curriculum can only be a sample of a 

whole knowledge system.]

How educators elect to engage students in world history directly 

affects how this material is chosen and presented. Gripping 

narratives, striking incidents, and strong characters are very 
much a part of the historical  record. History class should 
be a place where students learn the drama and passion 
that is the human story. 

Taught poorly, world history appears to students as a confusing 

wasteland of disconnected concepts, names, and 

ideas that are frustrating to study and impossible to master. 

To be both interesting and memorable, world history instruction 

should move from abstract analysis to gripping story. 

[For example, first Big Ideas about social change would be 

taught, and then examples (e.g., documents, persons, places,

and events about the American Revolution) that illustrate the 

Big Ideas would be taught.  General ( specific]

….To be both interesting and memorable, the presentation of 

world history should move from abstract analysis 

(“Conflicts between nomadic tribes and settled farmers 

and city dwellers were an important feature of life in the 

ancient Middle East.”) to gripping story (“When the 

nomads sacked the city, they built a pyramid sixty feet high 

with the skulls of their victims.”). There are a number of 

useful tools and methods for accomplishing this curricular 

and pedagogical transformation. I note four of these. 

[Following are four things that history instruction would include: 

biography, legends, chronological coherence (time line), and

geography.  So, there would be curriculum standards that 

address these four.]

Biography. This well-respected type of writing is an 

important part of history education. Exposing students to 

the mysteries, wonders, crimes, and follies of human character, 

as only biography can, taps into their innate curiosity about 

the lives of other people and the worlds they 

inhabited. Biography is an excellent introduction to the 

complexities and nuances of a given historical period. 

Many more adults read lives of the founding fathers, say, 

than read histories of the Revolutionary War or legal 

analyses of the Constitution. Students should know, for 

example, about Cleopatra, King David, Alexander the 

Great, the Buddha, and Winston Churchill. In so doing, 

they’ll learn more about ancient Egypt and Israel, post-

classical Greece, ancient China, and modern England then 

had they read bland textbook accounts of these periods. 

Legends. History teachers should not be overly scrupulous 

about excluding interesting, if questionable, legends from 

the classroom. To be sure, students should 

not be lied to. They should not be taught that Parson 

Weems’s legend of George Washington and the cherry 

tree is historical fact. But they should know the story, 

and they should know how that story has affected others’ 

understanding of our first president. 

In the same way, students shouldn’t be led to believe 

that the story of Horatio on the bridge is historical fact. 

But any study of early Roman history that excludes this 

myth, or the tale of Romulus and Remus, is incomplete. 
[It’s a great poem!  http://www.cs.rice.edu/~ssiyer/minstrels/poems/489.html ]

These stories and others are a vital part of history, and 

they have shaped consciousnesses and fired imaginations for 

generations. 

Ideally, state standards and curricula for world history 

would be coordinated with standards and curricula in literature 

and other subjects. Students could read  

Shakespeare’s Julius Caesar and Antony and Cleopatra in 

literature class, for example, while studying the fall of the 

Roman Republic in history. Such coordination isn’t easy, 

but principals, teachers, curriculum supervisors, and state 

education departments ought to make every effort to provide 

this kind of rich, integrated educational experience. 

Chronological coherence. For making history comprehensible 

and engaging to students, it’s difficult to  

underscore the importance of telling it chronologically. 

But too few states teach world history this way. With 

thousands of years of recorded history and more than a 

score (by Arnold Toynbee’s count) of major civilizations, 

world history presented non-chronologically is 

bewildering and incomprehensible to primary and secondary 

students. The human mind is more comfortable 

with narrative than with large sets of unorganized data 

points; students will learn more history and remember 

it better if there is a strong narrative structure to the history…. 

Geography. E.C. Bentley quipped that geography is 

about maps while biography is about chaps. The two subjects 

are hardly disconnected, however. Without a solid 

foundation in geography, students can’t appreciate the 

“chaps.” One easily comprehends why Islam didn’t spread 

to Europe in the ninth and tenth centuries when he or she 

understands the geography of the Mediterranean world. 

The great sea, and not Charles Martel, was the hammer 

that beat back the Muslim advance. 

What Should Be Taught

The traditional curriculum is composed of several distinct 

elements: the ancient Mediterranean, the 

European Middle Ages, the Renaissance and 

Reformation, British history, and the history of the 

modern European state system from the seventeenth 

through the twentieth centuries. Some of these remain 

keenly relevant today. The ancient Mediterranean 

world, for example, is the seedbed of three great world 

religions—Judaism, Christianity, and Islam—that continue 

to play a vital role in international politics. 

A working knowledge of Greece and Rome is important 

not only for understanding the pillars of Anglo-

American culture, but for Latin-American culture as 

well, which was not as important to the grandparents 

and parents of today’s youth. Today, however, Latin-

Americans are significantly shaping the land in which 

young Americans live. Students should get a thorough, 

chronologically based understanding of these seedbed 

cultures, especially for the crucial period beginning with 

the rise of Greek civilization and ending with the development 

of the classical Islamic empires. 

The rise of Great Britain is another element of the traditional 

curriculum that warrants continued emphasis. 

…State standards  should mandate that students make an in-depth, comprehensive, and  systematic study of one major non-western 

culture. China, as the home of one of the world’s greatest 

and most influential civilizations, and as a nation that is 

already showing itself a major player in world politics for the 

near future, deserves special and sustained attention. 

Greater attention also should be paid to Latin America, 

especially Mexico. Today’s students will be critical players 

in working out the terms of accommodation and 

assimilation between Latin-American culture and 

Anglo-American culture. 

----------------------------------------------------------------------------
Let’s summarize the authors’ points.

1.
It is important to teach about Latin America.

2.
Instruction should be engaging; it should have a narrative structure---it should tell a story.

3.
Instruction should include geography, legends, and biography, and should be organized in chronological sequence.  Therefore, students have a story that include places, persons, and background cultural beliefs (legends).
4.
Instruction should begin with a general framework and then move to “gripping details.”  The framework could be a visual model and description of historical change.

Now, let’s look at some resources on Latin America.  Then, using the authors’ points (above) as guidelines, we’ll develop new standards.

Bold face and italics have been added for emphasis.

[Comments are in bold face and brackets.]

To keep a focus on things to teach about early Latin America, certain portions have been deleted.

HISTORY OF LATIN AMERICA
http://www.historyworld.net/wrldhis/PlainTextHistories.asp?groupid=850&HistoryID=aa87 

	Spanish and Portuguese colonists and administrators, settling in central and south America during the 16th century, are soon followed by the French, Dutch and English staking a claim to north America. A clear pattern becomes established. The two Atlantic seaboard countries of southern Europe concentrate on the southern part of the newly found continent, while their three European neighbours to the north struggle between themselves to dominate north America. 

[It looks like the “framework” for instruction in the early history of Latin American is conquest by Europeans and eventual resistance (in the 1800s) by the populations. Let’s see.]


	The America of the Latins
The term Latin America, first used in the 19th century, is something of a compromise. The region consists, with just one exception, of those parts of the American continent colonized by the Spanish. But the exception is too large to overlook - mighty Brazil, belonging in colonial history to Portugal. Spanish or Hispanic America is therefore inadequate…. 

 


Spaniards in a new world: 16th century AD
The half century after Columbus's voyage sees a frenzy of activity in the new world (part exploration, part conquest, part colonization) as the Spanish scramble and struggle to make the most of their unexpected new opportunities.  [Yes, it looks like conquest and colonization---followed by resistance---is a framework that we would teach.  So, what would the curriculum standard be?  “Students state…..”]

 During the first decade of the century the only secure Spanish settlement in the new world is Santo Domingo, on the island of Hispaniola, established in 1496 by Diego Columbus, brother of the explorer. An equivalently stable settlement is not achieved in continental America until 1510, when Balboa founds Santa María la Antigua del Darién (the site from which, in 1513, he makes his expedition to the Pacific). 

Thereafter the speed of Spanish expansion and consolidation over a vast region is astonishing. By 1515, with the conquest of Cuba and the founding of Havana, the islands of the Caribbean are under Spanish control. They become the launch pad for further adventures. 
  

The Aztec kingdom in Mexico is conquered in 1521, followed by a campaign against the Maya in Yucatan. Central America, from Guatemala to Nicaragua, is brought under Spanish control between 1524 and 1526. In the southern part of the continent the coast of Venezuela (where the rich pearl fisheries are a powerful lure) is the first region to attract Spanish settlers, from 1523. Down the west coast, the Inca kingdom in Peru is overwhelmed in 1533; Ecuador and Colombia are subdued later in the 1530s; and most of Chile is gradually brought under control during the 1540s. 

On the east coast of the continent Argentina, around the river Plate, is colonized from the 1540s. Brazil, meanwhile, is developing in Portuguese hands. 
  
[Now we are getting to the “gripping” details.  Should students learn the names of the places, where they are (geography), who colonized them, and HOW they did it (massacre)?  Can we think of a curriculum standard for this?] 


This half-century of activity by a single nation, Spain, on the other side of a vast ocean, in an age of relatively primitive sailing vessels, is perhaps unparalleled in history. It involves numerous incidents and adventures which demonstrate the courage, greed, cruelty and wanton destructiveness of the Spanish conquistadors ('conquerors'). 

Two adventures in particular catch the imagination of their own time and of every age since. They are the victories won against the greatest odds and for the richest gains - the toppling by a handful of Spaniards of the great empires of the Aztecs and the Incas. 
[Following are stories (conquest of the Aztecs and Incas) that give details to the general framework.  Should students be able to retell the stories?  Should that be a standard?]

A glimpse of Aztec gold: AD 1518
In the summer of 1518 a meeting takes place, on the Caribbean coast of Mexico, between a party of Spanish explorers and the retinue of a local chieftain. The two sides can communicate only in signs, but an exchange of presents confirms the amicable mood. The Spaniards hand over glass beads, iron pins and scissors. They are astonished to receive in return superbly worked golden ornaments and vessels. 

The Indian chieftain sends news of these bearded strangers to his lord, the Aztec emperor. Their arrival suggests to the Aztecs that the exiled Quetzalcoatl may be about to return. This god-king should, for safety's sake, be appropriately welcomed. 

The golden objects are dutifully sent back by the Spanish commander to his superiors in Cuba. From there, with equal decorum, the king's share of the treasure is despatched to Spain. The effect of this gold is immediate. An expedition is rapidly prepared to invade the wealthy kingdom now known to exist in Mexico. 

The choice of leader falls upon Hernando Cortes. A lawyer and farmer, he has been in the new world since 1504 and has become an established figure, first in Hispaniola and then in Cuba. But this is his first important command. 
  

Cortes advances into Mexico: AD 1519
Cortes reaches the coast of Mexico, in March 1519, with eleven ships. They carry some 600 men, 16 horses and about 20 guns of various sizes. The Spanish party is soon confronted by a large number of Indians in a battle where the effect of horses and guns (both new to the Indians) is rapidly decisive. Peace is made and presents exchanged - including twenty Indian women for the Spaniards. One of them, known to the Spaniards as Doña Marina, becomes Cortes' mistress and interpreter. 

Cortes then sails further along the coast and founds a settlement at Veracruz, leaving some of his party to defend it. 

Before proceeding inland, Cortes makes a bold gesture. He sinks ten of his ships, claiming that they are worm-eaten and dangerous. The single surviving vessel is offered to any of his soldiers (and now sailors too, about 100 in all, liberated from their previous duties) who would prefer to return immediately to Cuba, publicly admitting that they have no stomach for the great task ahead. No one takes him up. 

His small party is now irretrievably committed to the success of the adventure. Cortes leads them into the interior of the country. 
  

The next battles, far more dangerous than the first encounters on the coast, are with the Tlaxcala people. The Spaniards eventually defeat them, and are received as conquerors in their capital city. This is a victory of great significance in the unfolding story, for the Tlaxcaltecs are in a state of permanent warfare with their dangerous neighbours. Any enemy of the Aztecs is a friend of theirs. They become, and remain, loyal allies of the Spaniards in Mexico. 

In November 1519 when Cortes approaches Tenochtitlan, the capital of the Aztecs, his small force is augmented by 1000 Tlaxtalecs. But to the astonishment of the Spaniards, no force is needed. 
  
Cortes and Montezuma: AD 1519-1520
The Aztec emperor, Montezuma II, has had plenty of warning of the arrival of the fair-skinned bearded strangers. He also knows that this is a One-Reed year in the Mexican calendar cycle, when the fair-skinned bearded Quetzalcoatl will at some time return.   [A legend!  Watch how it leads the Aztec emperor to make a very bad decision!!]

He sends the approaching Spaniards a succession of embassies, offering rich gifts if they will turn back. When these fail, he decides against opposing the intruders with force.    [Big mistake!!] Instead Cortes is greeted in Tenochtitlan, on 8 November 1519, with the courtesy due to Quetzalcoatl or his emissary. In the words of one of the small band of conquistadors, they seemed to have luck on their side. 

For a week Cortes and his companions enjoy the hospitality of the emperor. They sit in his hall of audience and attempt to convert him to Christianity. They clatter round his city on their horses, in full armour, to see the sights (they are particularly shocked by the slab for human sacrifice and the newly extracted hearts at the top of the temple pyramid). 

But Cortes is well aware of the extreme danger of the situation. He devises a plan by which the emperor will be removed from his own palace and transferred to the building where the Spaniards are lodged. 
  
The capture of the emperor is carried out with a brilliantly controlled blend of persuasion and threat. The result is that Montezuma appears to maintain his full court procedure under Spanish protection. A few hundred Spaniards have taken control of the mighty Aztec empire. 

During the next year, 1520, chaos and upheaval result from the approach of a rival Spanish expedition, launched from Cuba to deprive Cortes of his spoils. He is able to defeat it, but at a high price. In his absence the 80 Spaniards left in Tenochtitlan lose control of the city - largely thanks to their own barbarous treatment of the inhabitants. 
  
When Cortes returns, he finds garrison and emperor besieged together. He persuades Montezuma to address his people from a turret, urging peace. The hail of missiles greeting this attempt leaves the emperor mortally wounded. 

The situation is now so desperate that Cortes withdraws his army from the city in July 1520. With Tlaxcala assistance he captures it again a year later, on 13 August 1521. There is no further Aztec resistance. The conquest of central Mexico is complete. 
  
A glimpse of Inca treasure: AD 1527-1532
Two small Spanish ships, commanded by Bartolomé Ruiz, sail southwards in the Pacific in 1527 towards Peru. Their journey brings them across the equator (they are the first Europeans to cross the line in this ocean). The Spaniards are surprised to come across an ocean-going raft, made of balsa wood and fitted with cotton sails, with a crew of twenty. 

When they seize the raft, its rich contents also astonish them (the ornaments and textiles are described later in glowing terms to the Spanish king). The people who sent out this trading vessel are clearly worth meeting. Ruiz takes 
This chance encounter is the first contact between Europeans and the fabulously wealthy empire of the Incas. And the glimpse of Inca treasure can only inflame Spanish greed. 

The leader of the expedition (not aboard on the reconnaissance by Ruiz) is Francisco Pizarro. The winter of 1527 is spent on a swampy uninhabited island. The conditions are so appalling that by the spring Pizarro is left with only thirteen companions. They sail on southwards. At Tumbes they reach their first Inca city. Two of Pizarro's men go ashore. Their reports confirm that this is indeed a rich and civilized society. 
  

It takes Pizarro eighteen months, mainly spent at the royal court in Spain, to drum up sufficient support for a voyage of conquest. The great Cortes happens to be at the Spanish court at the same time. He offers personal encouragement, and the example of his own astonishing achievement in Mexico inspires ambitious young Spaniards to join the new cause. 

Ennobled, and granted the status of governor of a notional Spanish province along the Peruvian coast, Pizarro leaves Spain with a small fleet in January 1530. At the end of the year, in December, his expedition sails south from Panama. 
  

Unlike the speedy advance of Cortes into Mexico in 1519, Pizarro's progress south is slow. For some reason he chooses to march his men along much of the difficult coast of Ecuador, causing great hardship and delay. Nearly two years have passed by the time he establishes a small Spanish settlement, which he calls San Miguel, near Piura in the coastal plain of northern Peru. 

From here, at last, in September 1532, he marches out to attack the vast empire of the Incas. His army by now consists of 62 horsemen and 106 foot soldiers. 

As the Spaniards march into the Inca empire, in 1532, they are helped by two fortunate circumstances. One is that the empire is in a state of turmoil caused by civil war between two brothers, sons of an Inca ruler who has died about five years previously. Victory has recently gone to Atahualpa, the brother who controls the northern half of the empire. But there is still much support around the Inca capital, Cuzco, for his rival. In these circumstances the advance of the small band of strangers is dealt with less forcefully than might otherwise have been the case. 

The other piece of good fortune is that Atahualpa is encamped in the north, at 
After climbing into the Andes to a height of about 13,500 feet, Pizarro and his small party of conquistadors enter the valley of Cajamarca in November. Atahualpa's army is encamped in bright tents beyond the city. The splendour of the site both impresses and alarms the intruders. But there is nowhere to go but forward. They enter the town of Cajamarca, unopposed, and then send a small party forward to present themselves to the Inca. 

The massacre of Cajamarca: AD 1532
The Spaniards, aware of their extreme vulnerability, are uncertain how to receive the Inca. They take the precaution of concealing their limited forces - cavalry, infantry, artillery - in the arcades around the square. A prearranged signal to attack will be used only if the situation demands it. 

When Atahualpa enters Cajamarca, on a magnificent litter carried high by his nobles, the square appears to be empty. With only a narrow entrance, the space fills up slowly with his followers, lightly armed. Then a single Spaniard walks towards the Inca - Pizarro's priest. 


The priest solemnly begins explaining to Atahualpa the truth of the Christian religion (a requirement in the Spanish empire, when confronting pagan people, if there is a danger of bloodshed). Atahualpa demands to see the prayer book which the priest is holding. He leafs through it, then flings it to the ground. 

The outraged priest turns back, shouting for vengeance. Pizarro gives the prearranged signal for the ambush. 
  
The din of terrifying artillery and gunfire, the onslaught of unfamiliar cavalry and the ferocity of Spaniards in mortal danger, all combine to throw the Indians into desperate panic. Trapped by the narrow entrance to the square, they are defenceless targets for butchery. Reports state that the killing lasts two hours. The Indian dead are numbered in thousands rather than hundreds, with the Spanish horsemen carrying the carnage into the streets and open spaces outside the square. 

The only wound suffered by any Spaniard that day is a deep cut on Pizarro's hand, received when he defends Atahualpa from a sword blow. He needs the Inca alive. 
  

Pizarro and Atahualpa: AD 1532
Pizarro is well aware of how Cortes controlled Mexico through a captive ruler. He now sets about doing the same in Peru, having repeated the almost impossible feat of getting the emperor into his power (there is evidence that Atahualpa had the same intention that afternoon, expecting to use his vastly greater number of men to seize Pizarro and his followers). Like Cortes, he ensures that the emperor is treated with every respect - essential if his subjects are still to revere him and obey his orders. 

But Pizarro makes a bargain beyond anything Cortes had dreamed of. The Inca offers a ransom for his freedom - a room of gold and silver, which becomes one of the enduring images of the Spanish conquest. 


-------------------------------------------------------------------------------------



Now let’s develop some curriculum standards for early Latin American history.

Here are the guidelines.

1.
Instruction should have a narrative structure---it should tell a story.

2.
Instruction should include geography, legends, and biography, and should be organized in chronological sequence.  

3.
Instruction should begin with a general framework and then move to “gripping details.”  The framework could be a visual model and description of historical change.

4.
The standard states observable behavior---something students do.

5.
The statement of what students do is an example of the object; e.g., events leading up to ( the conquest of the Aztecs.

6.
The words have common meaning.  
Develop a standard on the analytic framework, the big picture: conquest by the Spaniards and Portuguese.

Not, “Students understand how…”

Instead, 

“Students…

Develop a standard on geography.

Not “Students demonstrate knowledge of…”

Instead,

“Students identify (name)….

Develop a standard on the chronology of the conquests: include persons, places, effects of legends, events.
Not “Students appreciate..”

Instead,

“Students….
We have examined the importance of curriculum standard.  You have seen the difference between well-written and poorly-written curriculum standards, and you have improved poorly written standards.  And you have used scientific research and expert opinion to add new standards to a state curriculum.  We now move to the next part of designing instruction---namely, forms of knowledge.
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