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A STUDENT COMPLETING AN INTRODUCTORY  COURSE IN

CURRICULUM SHOULD BE ABLE TO ACCOMPLISH THE FOLLOWING:

I. Define and/or Differentiate Between:

Curriculum

Curriculum Planning

Curriculum Revision

Curriculum Improvement

Curriculum Design

Curriculum & Instruction

Curricular Patterns: Subject/Discipline, Core, Experience, Social Reconstruction,

 Humanism.

II. Have a basic understanding in various philosophical / sociological positions that affect 

curriculum development as:

Progressivism, Perennialism Social Reconstructionism, and Essentialism or Pragmatism, Realism, Idealism, Existentialism and Humanism.

III. Be acquainted with the historical developments that have shaped and are shaping curriculums:

IV. Understand the process of developing an effective curriculum plan:

Tyler's rationale: determining purposes, selecting and organizing learning experiences, evaluating effectiveness.

V. Have discussed and analyzed:

Curriculum for special groups such as:

a. Ethnic 

b. Religious

c. Disadvantaged

d. Gifted 

e. Others: handicapped, urban, rural.

VI. Have dealt with predictions for:

Futures of C & I development as well as, understanding the force now

     controlling/affecting our curriculum

VII. Be familiar with the following and their curricular or instructional points of view:

Dewey


Bloom


Saylor

Kilpatrick

Tanner


MacDonald

Counts


Taba


Van Til

Bode


Tyler


Shane

Bruner


Huebner

Deschoolers

Illich


Alexander

Compassionate Critics

Eisner


Pinar


Goodlad
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Contemporary Educational Theories

by 
George Kneller

Philosophical Foundations:

Perennialism.

1. Despite differing environments, human nature remains the same everywhere; hence,

education should be the same for everyone. 

2. Since rationality is man's highest‑ attribute, he must use it to direct his instinctual nature in accordance with deliberately chosen ends.
3. It is education's task to impart knowledge of eternal truth.

4. Education is not an imitation of life but a preparation for it. 

5. The student should be taught certain basic subjects that will acquaint him with the world's permanencies.

6. Students should study the great works of literature, philosophy, history, and science in which men through the ages have revealed their greatest aspirations and achievements.

Progressivism

1. Education should be life itself, not a preparation for living.

2. Learning should be directly related to the interests of the child.

3. Learning through problem solving should take precedence 
over the inculcating of subject matter.

4. The teacher's role is not to direct but to advise.

5. The school should encourage cooperation rather than competition.

6. Only democracy permits, indeed encourages, the free interplay of ideas and personalities that is a necessary condition of the growth.

Essentialism

1. Learning, of  its very nature, involves hard work and often unwilling application.

2. The initiative in education should lie with the teacher rather than with the pupil.

3. The heart of  the educational process is the assimilation of prescribed subject matter.

4. The school should retain traditional methods of mental discipline.

Reconstructionism

1. Education must commit itself here and now to the creation of a new social order that will fulfill the basic values of our culture and at the same time harmonize with the underlying social and economic forces of the modern world.

2.The new society must, be a genuine democracy, whose major institutions and resources are controlled by the people themselves.

3. The child, the school, and education itself are conditioned inexorably by social and cultural forces.

4. The teacher must convince his pupils of the validity and urgency of the reconstructionist solution, but he must do so with scrupulous regard for democratic procedures.

5. The means and ends of education must be completely refashioned to meet the demands of the present cultural crisis and to accord with the findings of the behavioral sciences.

Existentialism

COMMON CONCEPTS (of Existentialism):

1. It philosophizes from the standpoint of the actor rather than the spectator.    

1.
It philosophizes from the standpoint of the actor rather than the spectator. It focuses on the person and stresses he be a part of and not just speculate.

2.
Existence precedes essence. Things exists before we can define 


them.

3.
By itself the universe is without meaning and purpose. Man is free yet finite in the world and yet apart from it. Man, who knows meaning, must live and die in a world without meaning.

4.
Because man does not form part of any universe system he possesses absolute freedom. Man is totally free; therefore is responsible for his own actions.

5.
Since man is free he "makes himself." Man is the sum of his own actions and is responsible for each action, because he could have chosen otherwise.

6.
The philosopher must expose those tendencies which act to dehumanize man by undermining his freedom, such as the exploitation of human units by the mass media, the subordination of individual to machines or to an economic system, the tyranny of the majority in the democratic process and of the group in social affairs.

OBSTACLES IN UNDERSTANDING (Existentialism):

1.
It is divided by deep and fundamental differences. Some existentialists 
are atheists, some catholics, some Jewish, 


some protestants, some optimistic, some pessimistic.

2.    Existentialism cannot be objectively studied from without; but Requires 
the student to identify himself from within. 


The existentialist immerses himself in the issues both intellectually and emotionally.

3.   The writings of existentialists bristle with stylistic difficulties. They are hard to understand.

4.
It lends itself better to literary than to philosophic treatment. To comprehend existentialism adequately one must be a student of literature as well as philosophy.

5.
It has flourished best in conditions of social and economic collapse; therefore Americans cannot understand it.

IMPLICATIONS (of Existentialism) FOR EDUCATION:

1.
Anguish and death; Death is inevitable therefore school should take the attitude that it is only the thought of death that makes us truly aware of the values of life. Often it is finer to die for ideal than to preserve life to betray one. Teacher must teach student to learn to live life everyday as though it is the last.

2.
The individual and the others; With their scorn for the inauthentic 
existence of man, existentialist condemns the lowering of 

standards brought about by universal education. If primarily concerned with the average student instead of the brilliant, we substitute the certainty of mediocrity for the possibility of brilliance and compel 
the individual to conform to the law of average. Our educational 

system must permit variety in its organization in order to accommodate itself to great variety of human nature. We should educate children as individuals rather than in groups. Existentialists cherish the individual rather than the groups; therefore they deplore schools taking over more and more education responsibility from the parents.

3.
Knowledge and the knower. The existentialists say in order to truly know something we must be able to relate it to ourselves; therefore the school must cease to regard subject matter as an end in itself and instead consider it as a means to cultivate oneself. Since the meaning of existence lies in man himself, the student should use his knowledge to come to terms with himself.

4.
Values and the individual; the only values acceptable to the individual, say the existentialists, are those he has freely adopted; therefore in education the child should be taught to make his own choices. His own failure are his own mistakes not because of environment, family, temperament, teacher, etc. Encourage the student to be himself. The teacher and the student; the teachers purpose is to assist each student personally in his journey toward self‑actualization. He should encourage the student to commit himself to his work or knowledge until it is important to him personally.

6. The educational process; since the existentialists believe in freedom of the individual and that the individual may use the world to further his own purpose, it does not follow he can do what he likes. The student must learn about the reality in which he lives. He should not specialize in one subject but be will rounded because the individual should use any career or occupations as a means for the exercise‑of freedom and secondarily for immediate and tangible rewards.

MEN AND BOOKS (EXISTENTIALISM):

1.  Franz Kafka. Kafka is best known for the two novels, The Trial and The Castle. Kafka's novels are gloomy records of frustration, written in a remarkably precise prose. He depicts man as a puppet in a strange, dreamlike world, seeking to find his salvation but always caught in a nightmare tangle of governmental red tape and manmade institutions. Another book by Kafka is entitled Amerika.

2.  Andre' Malraux. Some of Malraux's works ferment into philosophy without becoming philosophical, but most are will worth reading for their thought: The Royal Way, Man's Fate, Man's Hope, Metamorphosis of the Gods, The Temptation of the West, and The Voices of Silence.

3.  Herman Hesse. Hesse is without doubt one of the best writers‑of the existential thought and has written many books; Demian, Steppenwolf, Peter Camenyind, Beneath the Wheel, Gertrude, Siddhartha, Narcissus and Goldmund, The Journey to the East, The Glass‑Bead Game, Klein and Wagner, Rosshalde, and The Prodigy.

4.  Jean‑Paul Sartre. Sartre is the modern founder and leader of existentialism, which he has propagated by both theoretical and philosophical works and by a series of varied literary productions. Some of these works include On Being and Nothingness, Troubled Sleep, The Age of Reason, The Reprieve, The Wall, The Flies, Search for a Method, Critique of Dialectical Reason, The Transecendence of the Ego, No Exit, The Emotions, Of Human Freedom, The Devil and the Good Lord, The Condemned of Altons, The Word and the book which more or less sums his outlook on existence and essence‑‑Nausea. Nausea is the story of Antoine Roquentin, a French writer who is horrified at his own existence. Sartre tells of Roquentin's feelings and sensations in the surrounding world.

5.  Essential Works of Existentialism, edited with an introduction by H. J. Blackhat Bantam Matrix Editions, Bantam Books, New York. Works by Kierkegaurd, Nietzache, Jaspers, Marcal , Buber, Heidegger, Satre, and Marleau‑Ponty.

6.  The Existential Imaqination, edited by Frederick R. Karl and Leo Hamalian, Fawcett Premier Books, Fawcett Publications, Inc. Greenwich, Conn.

7.  What is Phenomenology? Four basic essays by Pierre Thevanaz.Edited with an introduction by James M. Edie, Quandrangle Books. QP 101 $2.45

8.  The Idea of Phenomenology by Edmund Husserl.

9.  The Ontological Argument‑ from St. Anselm to Contemporary Philosophers.Edited by Alvin Prantinga, Doubleday 435, $1.45

10.  Discourse on Thinking ‑Martin Heidegger, Harper and Row 1996. $3.50

11.  Hierkegaard, Heideqqer, Buber and Barth by James Brown. Collier Books. 06455 $.95
Expert’s Partial Definitions of Curriculum
1.  Curriculum is all the experiences which are offered to learners under the direction of the school. (Ronald C.Doll, 1961)

2. Curriculum is a sequence of potential experiences set up in the school for the purpose of disciplining children and youth in group ways of thinking and acting. (Smith, Stanley, & Shores, 1957).

3. Curriculum is defined to include all of the experiences of children for which the school accepts responsibility.  (William R. Ragan, 1960)

4. The curriculum consists of the means of instruction used by the school to provide opportunities for student experiences leading to desired learning outcomes. (Edward Krug, 1957)

5. Curriculum is all of the experiences of children under the jurisdiction of the school. (George Beauchamp, 1964)

6.   Curriculum encompasses all the learning experiences provided by the school. (J. Galen Saylor, 1966)

7. Curriculum is a structured series of intended learning outcomes. Curriculum, prescribes (at least anticipates) the results of instruction. It does not prescribe the means, (Maurity Johnson, Jr., 1967)

8. Curriculum may be defined a s the sum total of all the experiences provided or used by the school in its education of children. (Muriel Crosby, 1964)

9. The curriculum of the school is something more than the classroom program.  The curriculum includes all the activities. of the children that are carried forward. (Harold Spears, 1951)

10. Curriculum is the organized pattern of the school's education program and describes the subject matter of instruction, the method of instruction and the order of instruction ‑ the what, how, and when. (Philip H. Phenix, 1958)

FOUR CONTEMPORARY EXPERT DEFINITIONS OF CURRICULUM

An important perspective to initially identify is that curriculum is the totality of the dynamic interaction between teacher and students as they work together in a learning task containing content, values, and process toward a predetermined goal.

Saylor and Alexander

A plan for providing sets of learning opportunities to achieve broad goals and related specific objectives for an identifiable population served by a single school center.

Lewis and Miel

The curriculum is taken to be a set of instructions about opportunities for engagement of persons‑to‑be‑educated with other persons and with things (all bearers of information, processes, techniques, and values) in certain arrangements of time and space.

Tanner and Tanner

The planned and guided learning experiences and intended learning outcomes, formulated through the systematic reconstruction of knowledge and experience, under the auspices of the school, for the learner's continuous and willful growth in personal social competence.

Christine and Christine

The detailed plan for making desirable changes in pupil behavior. 

THE
SABER‑TOOTH CURRICULUM

by 

Harold Benjamin

(Chapter
II, "The Saber‑Tooth Curriculum", pp. 24‑44).  McGraw‑Hill Book


 Company, Inc., 1939

The first great educational theorist and practitioner of whom my imagination has any record (began Dr. Peddiwell in his best professional tone) was a man of Chellean times whose full name was New Fist‑Hammer‑Maker but whom, for convenience, I shall hereafter call New‑Fist.

New‑Fist was a doer, in spite of the fact that there was little in his environment with which to do anything very complex. You have undoubtedly heard of the pear‑shaped, chipped‑stone tool which archeologists call the coup‑de‑poing or fist hammer. New‑Fist gained his name and a considerable local prestige by producing one of these artifacts in a less rough and more useful form than any previously known to his tribe. His hunting clubs were...generally superior weapons, moreover, and his fire‑using techniques were patterns of simplicity and precision. He knew how to do things his community needed to have done, and he had the energy and will to go ahead and do them. By virtue of these characteristics he was an educated man.

New‑Fist was also a thinker. Then, as now, there were few lengths to which men would not go to avoid the labor and pain of thought. More readily than his fellows, New‑Fist pushed himself beyond those lengths to the point where cerebration was inevitable. The same quality of intelligence which led him into

the socially approved activity of producing a superior artifact also led him to engage in the socially disapproved practice of thinking. When other men gorged themselves on the proceeds of a successful hunt and vegetated in dull stupor for many hours thereafter, New‑Fist ate a little less heartily, slept a little less stupidly, and arose a little earlier than his comrades to sit by the fire and think. He would stare moodily at the flickering flames and wonder about various parts of his environment until he finally got to the point where he became strongly dissatisfied with the accustomed ways of his tribe. He began to catch glimpses of ways in which life might be made better for himself, his family, and his group. By virtue of this development, he became a dangerous man.

This was the background that made this doer and thinker hit upon the concept of a conscious, systematic education. The immediate stimulus which put him directly into the practice of education cam from watching his children at play. He saw these children at the cave entrance before the fire engaged in activity with bones and sticks and brightly colored pebbles. He noted that they seemed to have no purpose in their play beyond immediate pleasure in the activity itself. He compared their activity with that of the grown‑up members of the tribe. The children played for fun; the adults worked for security and enrichment of their lives. The children dealt with bones, sticks, and pebbles; the adults dealt with food, shelter, and clothing. The children protected themselves from boredom; the adults protected themselves from danger.

"if I could only get these children to do the things that will give more and better food, shelter, clothing, and security," thought New‑Fist, "I would be helping this tribe to have a better life. When the children became grown, they would have more meat to eat, more skins to keep them warm, better caves in which to sleep, and less danger from the striped death with the curving teeth that walks these trails by night."

Having set up an educational goal, New‑Fist proceeded to construct a curriculum for reaching that goal. "What things must we tribesmen know how to do in order to live with full bellies, warm backs, and minds free from fear?" he asked himself.

To answer this question, he ran various activities over in his mind. "We have to catch fish with our bare hands in the pool far up the creek beyond that big bend," he said to himself. "We have to catch fish with our bare hands in the pool right at the bend. We have to catch them in the same way in the pool just this side of the bend. And so we catch them in the next pool and the next and the next. Always we catch them with our bare hands."

Thus New‑Fist discovered the first subject of the first curriculum, fish grabbing‑with‑the‑bare‑hands.

"Also, we club the little woolly horses," he continued with his analysis. "We club them along the bank of the creek where they come down to drink. We club them in the thickets where they lie down to sleep. We club them in the upland meadow where they graze. Wherever we find them we club them."

So woolly‑horse‑clubbing was seen to be the second main subject in the curriculum.

"And finally, we drive away the saber‑tooth tigers with fire," New‑Fist went on in his thinking. "We drive them from the mouth of our caves with fire. We drive them from our trail with burning branches. We wave firebrands to drive them from our drinking hole. Always we have to drive them away, and always we drive them with fire."

Thus was discovered the third subject, saber‑tooth‑tigerscaring‑with‑fire.

Having developed a curriculum, New‑Fist took his children with him as he went about his activities. He gave them an opportunity to practice these three subjects. The children liked to learn. It was more fun for them to engage in these purposeful activities than to play with colored stones just for the fun of it. They learned the new activities well, and so the educational system was a success.

As New‑Fist's children grew older, it was plain to see that they had an advantage in good and safe living over other children who had never been educated systematically. Some of the more intelligent members of the tribe began to do as New Fist had done, and the teaching of fish‑grabbing, horse‑clubbing, and tiger‑scaring came more and more to be accepted as the heart of real education.

For a long time,‑however, there were certain more conservative members of the tribe who resisted the new, formal educational system on religious grounds. "The Great Mystery who speaks in thunder and moves in lightning," they announced impressively, "the Great Mystery who gives men life and takes it from them as he wills, if that Great Mystery had wanted children to practice fish‑grabbing, horse‑clubbing, and tiger‑scaring before they were grown up, he would have taught them these activities himself by implanting in their natures instincts for fish‑grabbing, horse‑clubbing, and tiger‑scaring. New‑Fist is not only impious to attempt something the Great Mystery never intended to have done; he is also a damned fool for trying to change human nature."

Whereupon approximately half of these critics took up the solemn chant, "If you oppose the will of the Great Mystery, you must die," and the remainder sang derisively in unison, "You can't change human nature."

Being an educational statesman as well as an educational administrator and theorist, New‑Fist replied politely to both arguments. To the more theologically minded, he said that, as a matter of fact, the Great Mystery had ordered this new work done, that he even did the work himself by causing children to want to learn, that children could not learn by themselves without divine aid, that they could not learn at all except through the power of the Great Mystery, and that nobody could really understand the will of the Great Mystery concerning fish,

horses, and saber‑tooth tigers unless he had been well grounded in the three fundamental subjects of the New‑Fist school. To the human‑nature‑cannot‑be‑changed shouters, New‑Fist pointed out the fact the Paleolithic culture had attained its high level by changes in human nature and that it seemed almost unpatriotic to deny the very process which had made the community great.

"I know you, my fellow tribesmen," the pioneer educator ended his argument gravely, "I know you as humble and devoted servants of the Great Mystery. I know that you would not for one moment consciously oppose yourselves to his will. I know you as intelligent and loyal citizens of this great cave‑realm, and I know that your pure and noble patriotism will not permit you to do anything which will block the development of that most cave‑realmish of all our institutions, the paleolithic educational system. Now that you understand the true nature and purpose, of this institution, I am serenely confident that there are no reasonable lengths to which you will not go in its defense and its support."

By this appeal the forces of conservatism were won over to the side of the new school, and in due time everybody who was anybody in the community knew that the heart of good education lay in the three subjects of fish‑grabbing, horse‑clubbing, and tiger‑scaring. New‑Fist and his contemporaries grew old and were gathered by the Great Mystery to the Land of the Sunset far down the creek. Other men followed their educational ways more and more, until at last all the children of the tribe were practiced systematically in the three fundamentals. Thus the tribe prospered and was happy in the possession of adequate meat, skins, and security.

It is to be supposed that all would have gone well forever with this good educational system if conditions of life in that community had remained forever the same. But conditions changed, and the life which had once been so safe and happy in the cave‑realm valley became insecure and disturbing.

A new ice age was approaching in that part of the world. A great glacier came down from the neighboring mountain range to the north. Year after year it crept closer and closer to the headwaters of the creek which ran through the tribe's valley, until at length it reached the stream and began to melt into the water. Dirt and gravel which the glacier had collected on its long journey Were dropped into the creek. The water grew muddy. What had once been a crystal‑clear stream in which one could see easily to the bottom was now a milky stream into which one could not see at all.

At once the life of the community was changed in one very important respect. It was no longer possible to catch fish with the bare hands. The fish could not be seen in the muddy water. For some years, moreover, the fish in this creek had been getting more timid, agile, and intelligent. The stupid, clumsy, brave fish, of which originally there had been a great many, had been caught with the bare hands for fish generation after fish generation, until only fish of superior intelligence and agility were left.These smart fish, hiding in the muddy water under the

newly deposited glacial boulders, eluded the hands of the most

expertly trained fish‑grabbers. Those tribesmen who had studied

advanced fish‑grabbing in the secondary school could‑do no

better
than their less well‑educated fellows who had taken only

an elementary course in the subject, and even the university

graduates with majors in ichthyology were baffled by the

problem. No matter how good a man's fish‑grabbing education had

been, he could not grab fish when he could not find fish to

grab.

The melting waters of the approaching ice sheet also made the country wetter. The ground became marshy far back from the banks of the creek. The stupid woolly horses, standing only five or six hands high and running on four‑toed front feet and three‑toed hind feet, although admirable objects for clubbing, had one dangerous characteristic. They were ambitious. They all wanted to learn to run on their middle toes. They all had visions of becoming powerful and aggressive animals instead of little and timid ones. They dreamed of a far‑distant day when some of their descendants would be sixteen hands high, weigh more than half a ton, and be able to pitch their would‑be riders into the dirt. They knew they could never attain these goals in a wet, marshy country, so they all went east to the dry, open plains, far from the paleolithic hunting grounds. Their places were taken by little antelopes who came down with the ice sheet and were so shy and speedy and had so keen a scent for danger that no one could approach them closely enough to club them.

The best trained horse‑clubbers of the tribe went out day after day and employed the most efficient techniques taught in the schools, but day after day they returned empty‑handed. A horse‑clubbing education of the highest type could get no results when there were no horses to club.

Finally, to complete the disruption of paleolithic life and education, the new dampness in the air gave the saber‑tooth tigers pneumonia, a disease to which these animals were peculiarly susceptible and to which most of them succumbed. A few moth-eaten specimens crept south to the desert, it is true, but they were pitifully few and weak representatives of a once numerous and powerful race.

So there were no more tigers to scare in the paleolithic community, and the best tiger‑scaring techniques became only academic exercises, good in themselves, perhaps, but not necessary for tribal security. Yet this danger to the people was lost only to be replaced by another and even greater danger, for with the advancing ice sheet came ferocious glacial bears which were not afraid of fire, which walked the trails by day as well as by night, and which could not be driven away by the most advanced methods developed in the tiger‑scaring courses of the schools.

The community was now in a very difficult situation. There was no fish or meat for food, no hides for clothing, and no security from the hairy death that walked the trails day and   security from the hairy death that walked the trails day and night. Adjustment to this difficulty had to be made at once if the tribe was not to become extinct.

Fortunately for the tribe, however, there were men in it of the old New‑Fist breed, men who had the ability to do and the daring to think. One of them stood by the muddy stream, his stomach contracting with hunger pains, longing for some way to get a fish to eat. Again and again he had tried the old fish-grabbing technique that day, hoping desperately that at last it might work, but now in black despair he finally rejected all that he had learned in the schools and looked about him for some new way to get fish from that stream. There were stout but slender vines hanging from trees along the barik. He pulled them down and began to fasten them together more or less aimlessly. As he worked, the vision of what he might do to satisfy his hunger and that of his crying children back in the cave grew clearer. His black despair lightened a little. He worked more rapidly and intelligently. At last he had it, a net, a crude seine. He called a companion and explained the device. The two men took the net into the water, into pool after pool, and in one hour they caught more fish, intelligent fish in muddy water, than the whole tribe could have caught in a day under the best fish‑grabbing conditions.

Another intelligent member of the tribe wandered hungrily through the woods where once the stupid little horses had abounded but where now only the elusive antelope could be seen. He had tried the horse‑clubbing technique on the antelope until

he was fully convinced of its futility. He knew that one would starve who relied on school learning to get him meat in those woods. Thus it was that he too, like the fish‑net inventor was finally impelled by hunger to new ways. He bent a strong, springy young tree over an antelope trail, hung a noosed vine therefrom, and fastened the whole device in so ingenious a fashion that the passing animal would release a trigger and be sanred neatly when the tree jerked upright. By setting a line of these snares, he was able in one night to secure more meat and skins than a dozen horse‑clubbers in the old days had secured in a week.

A third tribesman, determined‑to meet the problem of the ferocious bears, also forgot what he had been taught in school and began to think in direct and radical fashion. Finally, as a result of this thinking, he dug a deep pit in a bear trail, covered it with branches in such a way that a bear would walk out on it unsuspectingly, fall through to the bottom, and remain trapped until the tribesmen could come up and dispatch him with sticks and stones at their leisure. The inventor showed his friends how to dig and camouflage other pits until all the trails around the community were furnished with them. Thus the tribe had even more security than before and in addition had the great additional store of meat and skins which they secured from the captured bears.

As the knowledge of these new inventions spread, all the members of the tribe were engaged in familiarizing themselves

with the new ways of living. Men worked hard at making fish nets, setting antelope snares, and digging bear pits. The tribe was busy and prosperous.

There were a few thoughtful men who asked questions as they worked. Some of them even criticized the schools.

"These new activities of net‑making and operating, snaresetting, and pit‑digging are indispensable to modern existence," they said. "Why can't they be taught in school?"

The safe and sober majority had a quick reply to this naive question. "Schools” they snorted derisively. "You aren't in school now. You are out here in the dirt working to preserve the life and happiness of the tribe. What have these practical activities got to do with schools? You're not saying lessons now. You'd better forget your lessons and your academic ideals of fish‑grabbing', horse‑clubbing, and tiger‑scaring if you want to‑eat, keep warm, and have some measure of security from sudden death."

The radicals persisted a little in their questioning. "Fishnet‑making and using, antelope‑snare construction and operation, and bear‑catching and killing," they pointed out, require intelligence and skills, things we claim to develop in schools. They are also activities we need to know. Why can't the schools teach them?"

But most of the tribe, and particularly the wise old men who controlled the school, smiled indulgently at this suggestion. "That wouldn't be 'education'," they said gently. "But why wouldn't it be?" asked the radicals.

"Because it would be mere training," explained the old men patiently. "With all the intricate details of fish‑grabbing, horse‑clubbing, and tiger‑scaring, the standard cultural subjects, the school curriculum is too crowded now. We can't add these fads and frills of net‑making, antelope‑snaring, and‑of all things‑‑bear killing. Why, at the very thought, the body of the great New‑Fist, founder of our paleolithic educational system, would turn over in his burial cairn. What we need to do is give our young people a more thorough grounding in the fundamentals. Even the graduates of the secondary schools don't know the art of fish‑grabbing in any complete sense nowadays, they swing their horse clubs awkwardly too, and as for the old science of tiger‑scaring‑‑well, even the teachers seem to lack the real flair for the subject which we oldsters got in our teens‑and never forgot."

"But, damn it," exploded one of the radicals, "how can any person with good sense be interested in such useless activities? What is the point of trying to catch fish with the bare hands when it just can't be done anymore? How can a boy learn to club horses when there are not any horses left to club? And why in hell should children try to scare tigers with fire when the tigers are dead and gone?"

"Don't be foolish," said the wise old men, smiling most kindly smiles. "We don't teach fish‑grabbing to grab fish; we teach it to develop a generalized agility which can never be developed by mere training. We don't teach horse‑clubbing to club horses; we teach it to develop a generalized strength in the learner which he can never get from so prosaic and specialized a thing as antelope‑snaresetting. we don't teach tigerscaring to scare tigers; we teach it for the purpose of giving that noble courage which carries over into all the affairs of life and which can never come from so base an activity as bearkilling."

All the radicals were silenced by this statement, all except the one who was most radical of all. He felt abashed, it is true, but he was so radical that he made one last protest.

"But‑‑but anyway," he suggested, "you will have to admit that times have changed. Couldn't you please try these other more up‑to‑date activities? Maybe they have some educational value after all?" Even the man's fellow radicals felt that this was going a little too far. The wise old men were indignant. Their kindly smiles faded. 'If you had any education yourself," they said severely, "you would know that the essence of true education is timelessness. It is something that endures through changing conditions like a solid rock standing squarely and firmly in the middle of a raging torrent. You must know that there are some eternal verities, and the sabertooth curriculum is one of them!" 
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"Education, like all society's prime needs, changes as society changes. "

Report of the Harvard Committee, 1945

Responding to societal pressures has long been a custom of the schools of this country.  Just as a “birdie” is batted from one court to the other court in badminton, so have the schools and their professed purposes been batted from one end of the continuum of thought to the other. It appears that the last fifty years of schooling have not been immune to the vacillating shift of social thought. In fact at times the schools have become the primary target of social criticism brought about by a shift in social thought. The criticism Responding to societal pressures has long been a custom of the schools of this country. Just as a "birdie" has brought changes, both piecemeal and broad in scope, to the schools. It is our purpose in this paper to illustrate the changes that have taken place in our schools from 1920 to 1970 and to discuss some of the causes of the changes.

By 1920 the impact of industrialization and technology had profoundly affected the social fiber of America. These two forces produced a new religion‑Big Business. There emerged from the American conscience an almost mystical belief in the sanctity of the business world. This became so much the case that a commentator of the times stated:

Among the nations of the earth ~today America stands for one idea: Business. What is the finest game? Business. The soundest science? Business. The truest art? Business. The fullest education? Business. The fairest opportunity? Business. The cleanest philanthropy? Business. The sanest religion? Business.1 
Even the federal government throughout the 1920s held business in high esteem. It was believed that government should cooperate with business and provide an atmosphere in which maximum growth could be attained instead of regulating and watching business closely. Gumbert and Spring pointed out, "Individual enterprise was the prevailing norm .... Evidently most Americans agreed with Coolidge's statement that 'the business of America is business.2
The schools, like other social institutions, could not avoid the impact of the world of business upon their operating procedures. The constant search for efficiency through the application of business principles and of such models as Frederick Taylor's efficiency engineering became a mode of operation for the schools. Callahan has pointed out that leaders in schools began to think of themselves less as teachers or educational philosophers and more as school executives.3
Two of the earliest educators to implement the technique were Superintendent Frank Spaulding of Newton, Massachusetts, and William A. Wirt, Superintendent of Schools in Gary, Indiana. Spaulding's conception of scientific management amounted to nothing more than an analysis of the budget. He studied per pupil costs and pupil recitation costs, and his "scientific" analysis of educational value turned out to be an analysis of dollar value. The decisions he made turned out to be based on financial rather than educational grounds. What Spaulding found was that the number of  pupil recitations per instructor could be increased (thus increasing efficiency?) by increasing the number of pupils per class and the number Of classes per teacher.4

Meanwhile, in Gary, Indiana, Superintendent Wirt introduced an organizational scheme which would offer children the benefit Of special studies such as art, music, and industrial education and still be econom​ical. This was done through a depart​mentalized system in which student units moved room to room. As a result, all of the rooms were in constant use. While one group 0‑ students was in one room receiving instruction in reading, writing and arithme​tic, another group was in the music room, another group in the shop, etc. This system was referred to as the "Gary Plan" or the  “Platooz school, " and proved successful because it combined financial savings through efficiency along with an enriched educational program.5
The adoption of business values and practices to education was not necessarily a surprising phenomenon. It might simply be explained by the process of cultural diffusion in which the flow of ideas and values is generally from high‑status or power groups in a culture to those with less status and power. In this instance, business was the high‑status, power group and the school was the low‑status, powerless group.

 Although the sociocultural climate favored business and the schools (at least at administrative levels) were emulated business principles, the child centered tradition of the early twentieth century progressives was still strong. The work of the child-centered movement was reinforced and aided by the formulation of the Education Association (PEA) in 1919. This organization took its thrust from the society​ centered Political Progressives of the late nineteenth century, but focused its attention on the child. The needs of children and creative self‑expression became the organiz​ing center of teaching. There was an accompanying de-emphasis on academic subjects.

There was still a third force operating during the 1920s. Like the Progressive Education Association this force grew from the society‑centered political Progressives of the late nineteenth century. Its thrust, however, continued to focus on the social character of the school. Interestingly enough, both factions drew arguments to support their Position from the writings of John Dewey. The PEA could point to The Child and the Curriculum,6 where Dewey argued that the subject matter of the school should be related and connected to the experiences of the child, while the society centered progressive could point to Democracy and Education,7 where Dewey proposed a role of democratic socialization for the schools.

Thus, during the period of the 1920s the schools were the focus of serious debate and study‑ The Positions of the conservative business doctrine, the child‑centered, and the society‑centered Progressives were experimented with and tried in many locales in both public and private schools. Yet in 1929 the depression, an external force, caused the greatest switch in the attention and study of educators.

Social reconstructionism and social engineering became widely discussed. Teachers College Columbia University, with such educational scholars as Dewey, Kilpatrick, Counts, and Childs became a focal point for the development of the social reconstructionist point of view. Essentially, the social reconstructionists advocated that the schools should redirect their attention from subject matter to social and community problems. They claimed that the laissez faire individualism of the 1920s was at an end and that the depression clearly illustrated that a new age of collectivism was emerging. Thus, the schools should be a place where cooperation and self‑government could be learned and practiced.8
The social reconstructionists not go unchallenged. Boyd Bode raised one major objection. He accused the social reconstructionists of attempting to indoctrinate children in liberal, left‑wing philosophy. To Bode, indoctrination in education was to be avoided, whether it was left‑wing or conservative.

The work of the social reconstructionists had little influence on actual school policy or practice. The school practitioner was not concerned with the abstract arguments of collectivism vs. individualism or how far the teacher should go in indoctrination of pupils. Instead, he was more concerned with obvious pressures to reduce school expenditures. School activities were being curtailed, some communities were charging tuition, and still others were closing schools.

Bewildered as Americans were by the depression of the 1930s, they were not quite ready to turn schools over to those who appeared to them to be left‑wing Utopian dreamers. The movement lost steam and slowly died out. On December 7, 1941, the entire question became academic, for Americans faced another challenge that completely eclipsed the problems and questions that arose during the depression years.

Despite the death of social reconstructionism as a meaningful movement in American education, the controversy surrounding it raised numerous issues that are still relevant. First, the controversy established the fact that, far from being morally neutral, schools are indeed in the business of passing on some kind of philosophy. Second, it highlighted the enormous importance of education in helping create solutions to enormous social problems. Inequality became a persistent issue and the schools became viewed as a social institution that could aid in overcoming inequalities.

The depression and World War II left our school districts with outmoded buildings and facilities. The increased birth rate of the postwar years compounded the need for new schools. Tremendous tax increases were needed to meet these new demands. It was during this crucial period of postwar reconstruction that a new wave of criticism was leveled at the public schools. Some critics were primarily interested in keeping taxes at a minimum. Others wanted to see schools return to the fundamentals or the basic subjects. A favorite catchword, used first by progressive educators of the day to describe the inadequate curriculum and job being done on the secondary level and later by the critics of education, was life adjustment.

The label life adjustment, as used by professionals, was given to studies and activities that were nonacademic. The notoriety of the term grew out of misinterpretation and distortion. A number of educational critics chose to interpret life adjustment as education for happy adjustment and conformity.

Actually, the so‑called life‑adjustment movement had its origin in a resolution by Dr. Charles Prosser at a conference in 1945 sponsored by the Vocational Education Division of the U.S. Office of Education. In calling attention to the failure of the high school to prepare 60 percent of the youth for gainful employment, Prosser held that they are not receiving “the life adjustment training they need and to which they are entitled as American citizens."9 He then called for a series of regional conferences of educators to consider this problem and its solution. The resolution was unanimously adopted and five regional meetings, sponsored by the Office of Education, were conducted during 1946. As a result of these conferences, the Commission on Life Adjustment Education for Youth was established. The designed task of this commission was to “equip all American youth to live democratically with satisfaction to themselves and profit to society as home members, workers, and citizens. "10 
The first commission functioned for three years and was followed in 1951 by a second commission, which completed its final report in 1954. "The first Commission sponsored a number of regional and national conferences; it initiated cooperative efforts with several influential organizations . . . and it sponsored publications that were widely distributed by the Government Printing Office."11 The Second Commission moved more at the grass roots level, attempting to describe and circulate more effective and efficient programs for secondary schools at the state and local levels. The criticisms of the life‑adjustment movement and its affiliations with progressive education had reached a high pitch by 1954 and the term life adjustment was an easy target for misinterpretation and attack.

The so‑called life‑adjustment movement should be considered primarily as an attempt by postwar educators to eliminate the gap between the secondary school curriculum and needs of youth. That many of our youth saw little if any value in the curriculum of the high school was apparent. In the early Postwar period, approximately one out of every two who entered the ninth grade failed to graduate four Years later.

With the assault of the critics against progressive education in the late 1940s it was apparent that. the followers of Dewey had gone their various ways and the curriculums they proposed  had different points of emphasis‑ The endless debates concerning individual educators' orientations and their centers of emphasis were constan:1v in focus and creating havoc for curriculum development.

The growing conflict between the United States and other democracies and the Soviet Union and its communist allies affected American education in several ways. Superpatriotic groups scrutinized school textbooks and school libraries for un‑American material. Most of our states enacted legislation requiring loyalty oaths as a condition of employment of teachers in publicly supported schools and colleges. In all a reactionary right‑wing began criticizing the public schools and the education students received. "Education was condemned by some as communistic and socialistic, as godless and atheistic, and as disloyal and unpatriotic." Even such organizations as the "National Education Association were portrayed by some rightist as a part of a communist conspiracy to take over the country.” 12
A second wave of critics described by Lawrence Cremin as a "motley assortment" of academic critics led by Arthur E. Bestor and Hyman G. Rickover argued for an alternative to the present conception of education. They sought to separate the disciplines of knowledge rather than having interrelationships within the curriculum.

By 1958 the academic critics of the schools had produced widespread dissatisfaction in the public's mind about the quality and standards of the education received by American youth. In 1957 when Russia launched Sputnik and displayed superior technology, a whipping boy was sought. The schools proved to be an easy target. The federal government responded by enacting the National Defense Education Act (NDEA) of 1958. The title of the Act was most appropriate. The school had been placed once again in the position of being both the cause and the Solution to a significant social problem. If Russia was ahead in technology and scientific enterprise and endangering our national defense it was because our schools had failed to produce enough manpower trained in the sciences and mathematics. Thus, the NDEA was designed to strengthen the areas of mathematics, science, foreign languages, and guidance. Our very national security was equated with our schools' ability to produce engineers and scientists.

The critics of the mid‑to‑late fifties and the NDEA had done much to put subject matter back firmly in the curriculum of the schools. But a book written by a psychologist at Harvard, Jerome Bruner, was the real thrust of the return to the subject‑centered movement. Bruner in The Process of Education13 argued that each discipline (subject area) has its own logical structure and that the structure of the discipline ‑provides a means of teaching it. Further, he stressed the cognitive development of the learner as viewed by Piaget. He then concluded that by knowing the level of the learner's cognitive development and the innate logical structure of the discipline any subject can be taught in an intellectually honest way. The student would ultimately confront biology, for example, as a biologist would. Inquiry of whatever mode was used by the discipline was to be the teaching method. 

By the mid 1960s with the aid of funding from private foundations and the federal government curriculum projects of enormous scope and size were underway. Van Til noted:

The disciplines proposal supplied an ideology which unified and solidified the 
otherwise disparate and even competitive approaches of projects in the various 
subject fields.14
The preoccupation with the cold war was equated with terms such as the "space race" and the "arms race." The need to achieve became an American aim. The pace quickened and those unable to keep up were simply passed by. Production and economic growth continued to climb but many were denied the opportunity to grow with the times. In 1962 Michael Harrington in The Other America: Poverty in the United States15 pointed out that still one third of the Population of America was living in poverty. But, unlike their counterparts of the depression the poor became vocal.

The vocalization of the poor resulted in a declared "war on poverty." Again the federal government responded with the Elementary and Secondary Education Act of 1965 (ESEA). The main thrust of this legislation was directed at the "culturally deprived" youth. Education was seen as a major vehicle out of the cycle of poverty. Again the schools were called upon to solve a national social problem.

By the end of the sixties the energies of the nation were engulfed in a hot war in Vietnam and an equally disturbing social "revolution" at home. Cities were literally on fire as blacks and other minorities were becoming increasingly militant in their demands for equality. The "Great Society" had become bogged down because of the energies given the Vietnam War and of its own inertia. Disillusionment and alienation became the call of American youth both on college campuses and in the high schools. Relevancy became the focus of the new criticism.

The 1960s which opened with great Optimism of finally solving so many social problems ended in tragic defeat. New problems emerged and again the schools were expected to solve the problems they had produced. Thus, the last fifty years of the twentieth century indicate that although the schools have received sharp criticism the America conscience continues to hold much faith in the school as a significant institution in the solution of many social problems.
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A RATIONALE FOR GENERAL CURRICULUM

General curriculum emerged as a distinctive field of professional study more than fifty years ago. Its purpose as a field of study has been to advance knowledge about different curriculums and curriculum system. Over the years it has received the attention and energy of many of our best‑known

Educators.  Prominent among those who have made significant contribution to the field in the past are names like Bobbitt,McMurray,Charters, Kilpatrick, Taba, and Coswell. On the contemporary scene the list of names is long and impressive.

Even a casual perusal of educational history will reveal the positive, creative, and imaginative influence persons in the general curriculum field have had on education in America.  They have assumed major responsibility for leadership in charting new and unified directions for total educational programs. In fact, that great educational movements have been influenced by leaders in the general curriculum field cannot be denied. The contributions to the development of theories and models designed to give consistency and wholeness to school Programs.
These theories and models have operated at different educational levels and in different educational settings. They have been used to guide curriculum development in the individual classroom, the single school, the school system, state programs, and regional and national movements.

During the past half century, Professionals working in the

general curriculum field have assumed the central responsibility for helping to resolve a number of basic educational problems. A careful examination of the current educational scene will reveal an increasing number of problems demanding the attention of professionals with concentrated study in general curriculum. Some of the basic and critical areas for appropriate study in the general curriculum field and some reasons for believing them to be important are as follows:

The Process of Curriculum Change
Successful curriculum, change demands guidance by persons who understand the process of change. It also embraces the concept that curriculum improvement necessitates change in people. The sense of urgency for curriculum change at this time is causing school leaders to make hasty decisions in the name of curriculum improvement. Before any curriculum work can be successfully initiated, there must be preplanning which includes time devoted to developing an atmosphere or readiness for change. In too many instances the‑ changes represent isolate7d segments‑of education which have not been examined in relation to the whole of a school program. Sometimes these "socalled" reforms fit together, but frequently they do not. Unless careful studies are made, curriculum innovations achieved by adopting curriculum packages and ready‑tailored strategies for their use are often lacking in meeting recognized criteria for sound program development. These kinds of practices often leave little room for creative expression by teachers who supply the real life blood for a live teaching situation. The remaking of subjects in isolation and the many proposed teaching strategies have real potential only as they are carefully reviewed and used to make an integral part of the total school program. Historically and currently, sources of all sorts have been brought to bear upon developing‑ the curriculum for public schools. Leaders in the field of curriculum are needed to establish more effective organizational patterns for carrying on cooperative curriculum improvement which will make maximum utilization of all available resources.

Goals and Purposes of Education
Curriculum development has traditionally followed the pattern of broad and specific goal setting. Generally speaking, each decade has spawned another national group which has produced a set of goals for American education. Due to the pluralistic nature of our society, some educational leaders raise the question of the extent to which school systems can rely, as much as previously, on national goal statements for local direction. All agree, however, that workable and meaningful statements of broad goals and purposes are necessary if relevancy and consistency of direction are to be achieved in an educational program. Even without financial adequacy to meet current responsibilities assigned to schools, the level of expectation is being raised and cries of public disappointment and disillusionment are being heard. These frustrations are being expressed in declarations that children are dying, the public school system is dead, and educational options other than the present public schools must be made available to children and youth. The operation of public schools in this period of upheaval and uncertainty will demand the services of professional personnel with special competencies in helping to‑developand coordinate both broad and specific goals and purposes for local programs of education. ‑General goals for the school program can be achieved only as specific objectives fit into a total a total configuration of overall planning. Good teaching demands a strong sense of purpose, and the achievement of purposeful direction in teaching depends on consistency of relationship between the general and the specific.

Curriculum Theory and Design


Curriculum development demands adequate curriculum theory and design for direction.Too often, because progress in the development of theory and design has been slow, the curriculum function has responded more to external pressures than to internal examination and systematic research. Advanced

study, research, and continued experimentation are necessary if future educational programs are to be constructed on consistent and related statements of beliefs and assumptions that will provide meaning to a school 

curriculum by pointing to the interrelationships among its parts and by affording some direction for its continuous revision and evaluation. General curriculum offerings should provide advanced students with the opportunity of examining past developments in theory and design and proposing new ones to provide greater insight into what a particular curriculum will look like, how it may be implemented, and its component interrelationships. Currently, schools are bombarded from many sources with proposals for innovations and many of these proposals will be incorporated into existing practices through questionable methods unless organized rationales developed to give direction to change.

Determining Balance in the Educational Program

Specialized study is needed for the education of professional personnel to provide leadership in the development of programs which support common educational objectives and balance of emphasis in learning experiences. The general curriculum worker is instrumental in helping to bring together the knowledge of specialists to determine "How much of what" should be included at the different educational levels. The magnitude of this area of responsibility has been sharpened by the explosion of knowledge, the higher degree of specialization of personnel, the availability of different types of materials, the number of content proposals for educational improvement, and the increase in number and kinds of demands being made by special interest groups. These conditions suggest the need for the preparation of persons whose central purpose is that of helping to formulate a guiding set of criteria for determining priorities based on potential contributions to need in the educational program. Effective work in this area depends on the ability of persons to offer leadership by reviewing materials objectively and impartially and by proposing areas of study needed to bring

balance into the school program.

Sequence and Continuity in Curriculum Design
Appropriate sequence and continuity are basic to a good school program. Curriculum builders must recognize the importance of sequence and continuity, make provisions for examining each part of a program in relation to the whole program, and reflect an awareness that the whole of the program is greater than the sum of its parts. Continuity and sequence in the curriculum serve as a chain where each new link is attached to and dependent on the preceding one. A regular and even flow in movement to achieve this process, without 

experiencing dis​jointed segments in the curriculum, poses many divergent questions for the attention of the curriculum worker. Among such questions are the following: How and when does one gain information regarding what constitutes sequential curriculum content? By what means does one relate a certain body of content or one segment of the curriculum to another? How does a person learn to select curriculum experiences for a learner or group of learners? Answers to these questions are difficult, and the process of finding the answers calls for a variety of in‑depth understandings having to do with societal conditions, the nature of learners, the nature and interrelationships of knowledge. Never before has the curriculum worker had so much with which to work. Academic scholars, research development groups, and producers of materials have expended and are continuing to expend their energies for the cause of public schools. A simple review of projects underway in mathematics, science, English, and the social sciences would require considerable time. Program in some fields are rather fully developed and Parts of programs in many areas are available. In fact, the number of programs available presents one of the difficulties to the curriculum worker if continuity and wholeness are to be maintained. A  satisfactory solution to meeting current demands and resolving the many obvious problems of sequence and continuity requires advanced study programs to help prospective curriculum leaders acquire the expertise needed to develop school programs where all essential elements are present and structured into a mutually complementary and reinforcing whole.

Administrators

UNDERSTANDING  STUDENT

SELF‑ESTEEM: A DESIGN FOR

ENHANCEMENT

Reprinted from:  Georgia’s ElementaryPrincipal, November, 1993, pp. 31-35
By ROBERT C. MORRIS

The perceptions that students have of themselves as human beings affect every aspect of their lives.

These perceptions influence academic, social, and emotional growth and maturation. Likewise these perceptions affect motivation and self-discipline. Unfortunately, an ever increasing number of our students seldom, if ever, experience positive feelings of self‑worth. Many of the currently known risk factors such as high student failure rates, drop‑outs, suicides and anorexia are all testimony to the ultimate destructiveness of low levels of self‑esteem. The impact of low levels of self‑esteem is clearly demonstrated daily in our schools. Teachers are frustrated by it, students are often "turned off' to learning, and school level administrators are faced with an increasing numbers of students at risk. Elementary school administrators are in a unique position for dealing with this ever‑growing problem head‑on. Their impact can and should be focused on increased levels of staff awareness and understanding of the importance of fostering positive student self‑esteem within their schools. The results of their efforts in this area could be their greatest contribution to the occupation.

The goals of administrators willing to tackle the problems of student self‑esteem should be two‑fold. First they need to provide teachers, paraprofessionals, fellow administrators, and other support personnel with a working understanding of self‑esteem and its relationship to the school environment. Secondly, these same administrators will have to provide and facilitate the usage of a variety of methods for enhancing student self‑esteem. What follows are a number of logical points of focus for school administrators as they work to actuate the above goals in their schools. Consider it, if you will, a plan of action. 

A Picture of Self‑Esteem

Self‑esteem has been defined in various ways, and quite often it is viewed interchangeably with "self-concept" (Schilling 1986). For the purpose of this analysis, Silvernail's (1986) insightful and thoughtful definition will be used. He defines self‑esteem more as an evaluative dimension of self‑concept. Self‑concept here is viewed as being an individual's own perception of himself or herself. This is of course a multifaceted construct, consisting of four basic dimensions: (1) body self, (2) social self, (3) cognitive self and‑, (4) self‑esteem. Byrne and Shavelson (1986) established support for the more multidimensional and hierarchical conceptualization, or view, of self‑concept. Their subdivisions of the four basic dimensions includes numerous constructs such as "academic self‑esteem," which adds more specific understandings as well as broadens the overall picture of self‑concept.

Silvemail (1986) views one's self‑concept as relatively stable. It begins to form at the time an infant perceives of the self as a separate entity, with the heart or core perceptions of self‑concept usually forming before the child actually enters school. It is of course assumed that the relationship between the parents and child lays the foundation for a child's self‑esteem (Searcy 1988). Environmental influences can and do impact the individual and can affect changes in an individual's self‑esteem. McCarthy and Hoge (1982) suggested that motivation for improving one's self‑esteem is always present and that levels of self‑esteem are greatly influenced by recent experiences of evaluation (criticisms) by others. This premise is the opening of a door of understanding for educators and administrators. They are in "a" most logical position, besides parents, to begin and hopefully enact changes in youth. A beginning point, therefore, is the basic premise of evaluation (criticism) by others.

Current research on the effects of schooling on student self‑esteem is extensive. It covers a broad spectrum of topics from open classroom influences to individual teaching characteristics that influence self‑esteem. Of course many problems surround these research studies, but a common difficulty appears to be associated with the instruments that are being used to measure (evaluate) self-esteem. The subjective nature of these instruments, which usually are self‑reporting surveys, doesn't lend itself to high construct validity. Neither do they report high levels of internal consistency or reliability. Cross‑sectional studies often report results that are directly oppositional to longitudinal research in the same domain. The inconsistencies in the research therefore accounts for much of the scarcity of proven techniques for increasing understanding through measurement of student self‑esteem. One thing research in the area does indicate is that educational institutions and schooling in general, greatly affect student self‑esteem. As a consequence. the responsibility for positively enhancing student self‑esteem remains with those most directly involved with tile students. It is up to them, in this case the school, to employ strategies and develop programs.

Putting Current Knowledge about Self‑Esteem into Practice


In a recent study, Marsh (1987) found that students with similar ability levels had higher academic self‑concepts when they were in lower achieving envi​ronments than in higher achieving environments. He termed this the "Big‑Fish‑Little‑Pond" effect. He also noted that the students' academic self​ concepts had a positive influence on school performance. Silvernail (1986)

reports that high achievement is accompa​nied by higher self‑esteem and low achievement by low self‑esteem. Piers and Harris (1964) report similar findings in that self‑esteem and achievement were found to have a positive correlation. Other researchers note that positive self-esteem is necessary for achievement, but that it is not necessarily enough for high achievement (Brookover, Thomas. and Patterson 1964). According to Tunney (1984) it is "a well‑supported finding that people learn faster, achieve more and rate their achievement more honestly, if they feel good about themselves and if they enjoy the process of learning" (p. 120).

Research on the effects of age on self‑esteem is prolific. It appears that with the exception of the early middle school years, self‑esteem increases slightly with age. Middle school is a time when adjustment patterns are complex and differentiated. In a longitudinal study conducted by Hirsch and Rapkin ( 1987) the global self‑esteem of sixth, seventh, and eighth grade students was measured. The results of this study indicate that self‑esteem remains relatively stable from the beginning of the sixth grade through the middle of the seventh. From that point on the self‑esteem of the students measured increased. McCarthy and Hoge (1982) provide support for increases in self‑esteem as an accompaniment to age. Their research targeted an older population, involving eleventh and twelfth grade students. Their findings were consistent with Hirsch and Rapkin (1987) in that they also reported a positive increase in self‑esteem as it relates to age. Additional support can also be found in an earlier study done Piers and Harris (1964). They measured the self-esteem of students in grades three, six, and ten. They also found a strong, though not conclusive relationship between self‑esteem and age. Simmons (1979) found self‑esteem remained unchanged in students who did not make a middle school transition. The students in this research remained in a K‑8 school setting and the reported levels of self‑esteem showed no delay in sixth and early seventh.

Another important research finding is that of a perceived quality of school life declining from the sixth grade through the twelfth (Hirsch and Rapkin 1987; Newman and Newman 1987). The decline in the perceived quality of school life is thought to be a combination of perceptions. One dominant perception reported by middle and secondary students in these studies is that of a sense of powerlessness, which was perceived as a result of a lack of input into school‑related decision making. It was found in a comparable study that the perceived quality of school life improved when the students were given the opportunity to interact with teachers across several school settings and to have input into school‑based decisions (Newman and Newman 1987).

The results of the research on age and student self‑esteem have global implications. School systems may want to review their positions on ability grouping. Research seems to indicate that student self‑esteem relates directly with student achievement and that achievement and self‑esteem improve with the implementation of ability grouping. Another area that should be scrutinized is the middle school transition concept. It appears that the transition from elementary to middle school may be a contributing factor to a decline in the growth of positive student se If‑ perceptions. Educators at both the elementary and middle grades levels should examine this theory and explore strategies which would make the transition to middle school less stressful and more beneficial to student self-esteem. The relationship of student self‑esteem and achievement appear to be positively correlated: however, the relationship is not well defined. It is difficult to determine if positive self‑esteem precedes achievement or occurs as a result of academic achievement. Further research is needed in this area.

Many educators continue to argue that the concept of self‑esteem is too vague to be a proper goal of education. Tunney (1984) maintained that those educators arguing it as a goal are wrong and that they have missed the point. He believed that "self‑esteem is teachable in the same way as punctuality, doing your homework, and being honest" (p. 120). Therefore to accomplish the goal of enhancing student self‑esteem it should rightfully be the responsibility of every educator to design and implement a plan specifically for this purpose. This plan can be as simple as accessing one's per​sonal strengths in student interactions or as complex as designing a series of long and short term goals for each student.


Another important area for educators to investigate is that of " teacher charac​teristics and behaviors" that contribute to increased student self‑esteem. Research in this area, though limited, suggests that teachers who are learner supportive tend to have significant positive effects on 

student self‑esteem. According to Spaulding (Silvernail, 1986, p. 18):

Strong support was found ...for positive relationships between pupil self‑concept and teacher behavior characterized by a high degree of private communication with children, of 

overt facilitation of task oriented behavior, of attentiveness 
to pupil needs, of the use of control


techniques involving humor and relatively  low degree of negative 
evaluation, of domination through


threat, of firmness in tone, of teacher‑supportive control, of 
harsh "taskmaster" behavior and


of grim domination. 


"Guided self‑assessment" is an im​portant technique for educators to use when they want to isolate personal char​acteristics which may be inhibiting the growth of personal, as well as student, self‑esteem. Purkey (Silvemail, 1986) provides an extensive list of questions that can be used for this purpose in Table #1. By answering questions, such as those developed by William Purkey, educators are able to gain insights into their effect in the classroom. Tindel (1983) also offersuggestions (tips) to teachers for building student self‑concept in Table #2. She maintains that educators (teachers) are best able to initiate changes in the school atmosphere that will eventually improve student self‑perceptions. 


A second area of research investiga​tion has to do with how to create a comfortable and secure classroom envi​ronment. This area is essential to the process of enhancing student self‑esteem. As we know adolescence is a time of insecu​rity and confusion. Physical changes oc​cur rapidly. Emotions are varied and often unstable. Socially, the peer group dominates, and even peer groups may change, as students make transitions to middle and senior high schools. Student home environments may contribute to the confusion. In a world filled with inconsistencies, the school environment needs to remain stable and predictable. 


The creation of a positive verbal environment is the first step in establishing a secure and comfortable environment. The verbal environment should include positive adult‑student interactions, corrective feedback, and verbal praise.


Kostelnik, Stein, and Whiren (1988) developed a comprehensive list of adult characteristics which also contribute to a positive verbal environment. Table #3 lists some of these more well known reinforcements. Kostelnik and his fellow authors have also developed a five step model which serves as a guide for implementing a positive verbal design. The steps are (p. 32):

1 . Familiarize yourself with the features of both positive and negative verbal environments. 

2. Listen carefully to what you say and how you say it.

3. Make a deliberate decision to create a positive verbal environment. 

4. Keep track of positive verbal behaviors that you use, 

5. Give recognition to other staff members who are attempting to improve the verbal environment for children. 


Administrators can use both the above 5 step implementation model and the positive verbal reinforcements simultaneously to help teachers make a concentrated effort to demonstrate their respect for and interest in students. Interacting with students in the dignified manner conveyed through these models will demonstrate respect and concern. Through it all, administrators are focusing on teachers sharing their humanness with students. 


      Another important dimension of the verbal environment is verbal feedback. Verbal feedback is not 

only an important instructional tool or strategy, but it is also an excellent technique for building student self‑esteem. The manner and tone in which verbal feedback is delivered as well as one's content, greatly influences a student's self‑perceptions. Chilcoat (1988) suggests that teachers should use two general types of feedback: affirmative feedback and corrective feedback. Affirmative feedback is designed to strengthen and correct student responses and increase the occurrence of correct responses. It could be used when teaching new materials, by helping to keep behaviors on‑task, or by increasing the level of importance of either new or old material. Corrective feedback is used when a student answers or responds in​ correctly. The incorrect response is eliminated at that point in time or mo​ment, and the correct answer is substi​tuted. Affirmative and corrective feedback are given in a nonjudgmental context which is the key for greater posi​tive self‑esteem. Guide words for both types of feedback are positive or neutral, immediate, and when needed. Table #4 lists some examples of affirmative and corrective feedback.

A final dimension of the verbal environment is that of verbal praise. Verbal praise should be specific, genuine, and consistently used. Conrath (1988) maintains that verbal praise must be meaningful if its purpose is to increase student self‑esteem. Middle and secondary students will respond negatively to praise that has been fabricated solely for the act of praising. Praise should be task oriented. It should be given as a result and in conjunction with: task completion; adequate or above adequate performance; or appropriate behaviors. Administrators need to stress to their staff that in order to deliver meaningful praise, it may be necessary for the faculty member to structure academic opportunities in such a way as to provide the student with success. This will mean re‑thinking how one teaches and delivers a lesson.

A Design for Success

Providing success is the over‑all outcome or component within a positively structured self‑esteem enhancement design. Middle and secondary students should not be patronized. These students are readily able to discern true achievement from "busy work". They need serious thoughtful work that will result in true achievement (Conrath, 1988). This can be accomplished in many ways. Administrators should familiarize their faculty with two methods that work well with this age student, they are grouping students for instructional purposes and using academic goal‑setting techniques.

A very effective group instructional approach is the learning‑team model (Glasser, 1986). Learning‑teams are designed to increase student motivation, achievement, and self‑esteem. The model provides structured learning opportunities in small groups of two to five students. The teams are composed of low, middle, and high achievers. Each member of the group is assigned a specific role. The teacher's role is that of manager. The teacher directs and establishes the content, but the actual teaching and learning experiences come from the students. The learning‑team model is non‑competitive and designed to provide each member of the group with academic success.

Goal‑directed behaviors can likewise provide students with a sense of direction.

They also enable students to set academic priorities. Teachers are helping students learn how to determine priorities and to use these priorities to establish long and short‑term goals. Teachers can use "goal sheets" or some means of recording the student's goals and the dates they were achieved. Goal setting establishes worth. Completion of a goal is tangible evidence that a student is capable.

A final technique that fits into the success design and can be used easily by administrators and staff alike is the concept of self‑analysis. Here the student is encouraged to assess his or her own behaviors and characteristics. Schilling (1986) noted among other things, the need for students to "feel capable," and understand that "they can achieve." Also that they (the students) need to feel significant and that their thoughts and opinions are important. Further that students need to have some control over their lives and make "some" decisions. They need to feel worthy and to know that they are valued (Schilling, 1986). Self‑analysis encourages self‑awareness which often encourages change. Personality surveys, student journals and video feedback are excellent techniques to use with the upper elementary school adolescent. Almost two decades ago Garner (1975) validated the use of video tapes as being particularly insightful for students to analyze their own behaviors. It is well worth considering.


        In sum the design for success is not complicated. What it does call for, is that administrators 

and their faculties realize that they are the primary source of student‑perceptions within a school, and that holding such influence and power is an awesome responsibility. But, that by working together this power can be used by educators to create an atmosphere where high levels of student self‑esteem are a valued commodity. Such things as student dignity and respect become the watch words of a school's environment when educators refocus their educational goals toward these ends. The process will not be simple, nor accomplished quickly, and the challenge is immense. But the rewards to educators, students, and the community in general are without measure. 

Table 1: Purkey's Questions for Teachers*

1)
Am I projecting an image that tells the student that I am here to build, rather than to destroy'!

2)
Do I let the student know that I am aware of and interested in him as a unique person?

3)
Do I convey my expectations and confidence that the student can accomplish work, can learn, and is competent"

4)
Do I provide well‑defined standards of values, demands for competence, and guidance toward solutions of problems?

5)
When working with parents do I enhance the expectations and evaluations which they hold of their children's abilities'?

6)
By my behavior, do I serve as a model of authenticity for the student?

7) Do I take every opportunity to establish a high degree of private or semi‑private communication with my 

     students?

8)
Do I encourage students to express their opinions and ideas?

9)
Do I interject humor into the classroom?

*Purkey, W. W. Self‑Concept and School Achievement. Englewood Cliffs, N.J.: Prentice‑Hall, 1970.

Table 2: 26 Tips for Building Self‑Concept*​

1).  Listen for feeling and content when a student speaks. Reflect the feeling to the student. 

2) Encourage‑persuade him that his many experiences enable him to handle learning activities successfully. Ask 


   him to share these experiences.

3) Use his experiences in planning lessons.

4) Provide success. Start at a level he has mastered. If a word is misspelled, start with the letters that were correct.  Mark the questions he answered correctly. Count the number of words he knew.  

5) Keep his failures anchored to the tasks and .not to him. Connect failure with successes. "You missed four but you got six right."

6)
Evaluate his strong points as well as his weak ones.

7)
Accept him as he is, not as you wish him to be.

8)
Praise first before offering constructive criticism.

9)
Praise in public, correct in private. Correct acts, not the person.

10)
Seek out and comment on strengths: then build on them.

11)
Watch your body language, facial expression, and tone of voice,

12)
Set aside your own values and let him know he is a human of considerable potential and a unique person‑no other person can fill his place.

13)
Observe person‑ to‑ person parity and treat him as equal.

14) Be flexible when the student is tired, confused, or bored.

15)
Admit you don't know it all and ask him to work with you in finding answers.

16)
Practice skills in real life situations as he perceives them.

17)
Compare his progress with his beginnings, not with others. Help him set clear, short-term goals.

18)
Encourage him to see and use his innate authority and responsibility for his own actions.

19) Role play, "I'm a secret Prince(ss)."

20)
Expect his best and emphasize what he does well.

21)
Teach assertive training and give him opportunities to practice being assertive rather than aggressive or passive.

22) Model candor and transparency‑share where you are right now in a situation.

23)
Help him identify scripts he may be playing out. Show he may choose to act differently.

24)
Teach self‑praise and how to praise others. Encourage him to make positive affirmations and to use meditation and relaxation.

25) Provide small group opportunities for discussing positive accomplishments and isolating strengths.

26) Inform him that we are each born a prince(ss) society turns some of us into frogs. We can wake up and realize

       we are royalty.

*Tindel, C. "26 Tips for Building Self‑Concept," Academic Therapy, 1983,19, pp.103‑105.

Table 3: Adult Characteristics That Contribute to a

Positive Verbal Environment *

1)
Adults use words to show affection for children and sincere interest in them.

2)
Adults send congruent verbal and non‑verbal messages.

3)
Adults extend invitations to children to interact with them.

4)
Teachers listen attentively to what children say.

5)
Adults speak courteously to children.

6)
Adults use children's interests as a basis for communication.

7)
Adults plan or take advantage of spontaneous opportunities to talk with each child informally.

8)
Teachers avoid making judgmental comments about children either to them or within their hearing.

9)
Adults refrain from speaking when talk would destroy the mood of the interaction.

*Kostelnik, M.J., Stein, L.C., & Whiren, A.D. "Children's self‑esteem: the verbal environment."
 Childhood Education, 1988, 65, 29‑32.

Table 4: Affirmative and Corrective Verbal Feedback*

              AFFIRIMATIVE VERBAL FEEDBACK 
1. Praise&Praise: "Good!" "You are doing better."

2. Praise & Reason: "Yes!" "That is exactly how a plant goes through photosynthesis."

3. Praise & Integration: "Right John!" "Those were the four causes of the Civil War."

4. Personal Citation:  "Jim, that chocolate cake you baked was well made and delicious."

            CORRECTIVE VERBAL FEEDBACK

1. Corrective & Information: "That is incorrect." "The capitol is Atlanta not Athens."

2. Praise & Correction: "It makes me feel good when you try!" "The noun and verb are


diagramed correctly, but your direct object is wrong.

3. Correction & Reason: "No, you have given me the definition of a pronoun." "The correct definition of a noun is: a noun names a person place or thing." "For example ......

4. Correct & Probing: Teacher: "What was the Emancipation Proclamation, Susan"' Student:

     "It was a cause of the Civil War." Teacher: "No, the Emancipation Proclamation was not a

     cause of the Civil War. Susan, remember our previous discussion on the causes of the Civil

    War. What was one of the major causes"'

*Chilcoat, G. W. Developing student achievement with verbal feedback. NASSP Bulletin, 1988, 72, 8-13.

REFERENCES

Brookover, W.B., Thomas, S., & Patterson, A. Self‑concept of ability and academic achievement. Sociology of Education, 1964, 37, 271‑278.

Byme, B.M. & Shavelson, R.J. On the structure of adolescent self‑concept Journal of Educational Psychology, 1968, 78, 474‑481.

Chilcoat, G. W. Developing student achievement with verbal feedback. NASSP Bulletin, 1988, 72, 36‑40.

Conrath, J. A new deal for at‑risk students. NASSP Bulletin, 1988, 72, 36‑40.

Garner. G. Modifying pupil self‑concept and behavior. Today's Education, 1975, 65, 28‑28.

Glasser. W. Control Theory in the Classroom. New York: Harper and Row, 1986.

Hirsch, B.J. & Rapkin, B.D. The transition to junior high: a longitudinal study of self‑esteem, psychological symptomology, school life. and social support. Child Development, 1987. 58. 1235‑1243.

Kostelnik, M.J., Stein, L.C., & Whiren, A.D. Children's self‑esteem: the verbal environment. Childhood Education, 1988, 65, 29‑32.

Marsh. H.W. The big‑fish little‑pond effect on academic self‑esteem. Journal of Educational Psychology v, 1987, 79, 280‑295.

McCarthy, J.D. & Hoge, D.R. Analysis of age effects in longitudinal studies of adolescent self‑esteem. Developmental Psychology, 1982, 18, 372‑379.

Newman, B.M. & Newman, P.R. The impact of high school on social development. Adolescence, 1987, 22, 525533.

Piers, E.V. & Harris, D.B. Age and other correlates of self‑concept in children. Journal of Educational Psychology, 1964, 55, 91‑95.

Searcy, S. Developing self‑esteem. Academic Therapy, 1988, 23, 453‑460.

Schilling, D.E. Self‑esteem: concerns, strategies, resources. Academic Therapy, 1986, 21, 301‑307.

Silvemail, D.L. Developing Positive Student Self‑Concept (2nd Ed.) Washington, D.C.: National Education Association of the United States, 1986.

Simmons, R.G. Entry into adolescence: the impact of school structure, puberty, and early dating on self‑esteem. American Sociological, 1979, 44, 948‑967.

Tindel, C. 26 tips for building self‑concept. Academic Therapy, 1983, 19, 103‑105.

Tunney, J. Self‑esteem and participation‑two basics for student achievement. NASSP Bulletin, 1984, 68, 117‑121.

Wlodkowski, R.J. Motivation. Washington, D.C.: National Education Association of the United States, 1986.
ROBERT C. MORRIS is Professor in theDepartment of Educational Leadership & Professional Studies,   

University of West Georgia, Carrollton, Georgia.

Entire Article from :  GEORGIA'S ELEMENTARY PRINCIPAL, NOVEMBER 1993 
What Are the Sources of Curriculum?

By

William Van  Til 

Why does the subject matter of education change? Why do different societies at different times teach different subjects, disciplines, broad fields, problem areas? Essentially they do so became the social order evolves, because them are changes in convictions as to what the young need to learn and how the young best learn, and because viewpoints shift on the aims and purposes of education. For instance, social realities change as new social problems and demands emerge and older problems and demands recede. Consequently, the social foundations of education are affected. Insights into how people learn and into the role of personal‑social needs develop and inadequate insights are discarded. Consequently,  the psychological foundations of education are influenced.  Conceptions of the value role of schools change with the world views of the societies in which education has its being; for instance, education is vastly different under varied interpretations of democracy or of absolutism. Consequently, the philosophical foundations of education relate to ideological developments.


Fundamentally, what we teach depends upon the social, psycholog​ical, and philosophical foundations of education which characterize a particular culture at a particular point in history. In all societies the social, psychological, and philosophical foundations, whether they have been carefully articulated by the intellectual leadership of the times or whether they have remained unarticulated and implicit, have been the sources from which the curriculum has been shaped.  As these three foundations develop, evolve and change, subject matter is added, modified or dropped.  Education proceeds smoothly and unobtrusively (whether “desirably” is another question, because “desirably” is a value oriented word) when education is in accordance with currently accepted foundations of education. Disfunctioning  develops when education does not reflect the basic foundations or when the foundations themselves are undergoing rapid change. 


      The confines of a contribution to a symposium do not allow space for extended treatment of many relevant aspects of the social, psychological and philosophical foundations for modern education. This is a task for many books, not for an essay; it is a teacher education curriculum itself on some factors from each foundation which must be taken into account today in making the crucial contemporary decisions on what to teach through our schools.

Social Foundations
One crucial aspect of the social foundations of education is the pattern of social realities in which we live. The term social realities stands for the total setting the society, culture, civilization characterized by social demands and problems‑in which education takes place.

 We must recognize that the young people who attend our schools are themselves the product of social realities. For instance, in America today their ancestral background may be any one of four great American families (and often some combination): Indian; British Isles and West European; Negro; or the American variety which defies easy classification, once termed by Max Lerner 'polyglot," and mad up of people of many nations and regions. Their communities may be farm, small town, city or suburban; each background contributes characteristic  influences.  Their social class backgrounds may be socially secure upper‑upper or upward aspiring upper‑lower; the class backgrounds may represent the upper‑middle level often perceived by Americans as “socially desirable" or take the form of lower‑middle status, often perceived as "typical American"; their social status may be upper‑lower, seen as poor but honest, solid and substantial working  class, or take the form of lower​ -lower, regarded by the other classes as disreputable and socially patho​logical. Religious and regional backgrounds of young people, as yet too little analyzed by students of society create additional influences on young persons. All of these backgrounds with their multiple combinations and permutations heavily shape each child or youth who is to be educated.


In turn, the young people who are the products of such backgrounds are themselves acted upon by characteristic social realities of our times. Thus, they are both products of social realities and inheritors of social realities. For instances, they live in a world in which science and mathematical has made profound alterations in the environment.  Understanding science and mathematics as a part of their general education has become a new literacy demanded by, their times.  This social necessity, is in addition to the need for specialized education in science and mathematics for occupational purposes for an increasing proportion of our people.

The economic system in which children and youth are living must be understood and utilized for man's purposes.  Young people must learn to conduct an economy appropriate to their times; the quality, of their existence depends upon skillful handling of economic problems.  So heavily does the political and governmental framework influence their lives that one of the standard basic objectives of education is the development of good ctizenship.  Among the many vital matters atat stake are democratic participation in the shaping of governmental affairs and the very existence of the tradition of civil liberties.  Problems of relationships among Americans of varied races, religions, social classes, and nationality backgrounds are an urgent part of today’s pattern of social realities.  The moral existence of America in the eyes of the world depends upon national progress in human relatins.  Looming over all social problems are the international social realities of our times, with the threat of world devastation always imminent. International problems are so formidable that far more than formal instruction bound within the social studies area is demanded. For instance, more and more of our youth are called on for skill in world languages.

 If we terminated here our brief sketch of factors characteristic of today’s social realities, the mandate for education would be clear.  That mandate would be to teach young people to cope with urgent social realities.  Yet this would be an inadequate mandate. It would minimize, perhaps even ignore the other basic foundations.

Psychological Foundations
Basing the curriculum only an social foundations neglects, for instance, the psychological foundations.  The nature of the learner would be omitted in an analysis which stressed only society.  Yet it is individuals who do the learning.  It is individual learners who experience tensions and drives, here termed needs.  The case for an education which meets the needs of the learner may be made on many grounds – including the creation of personalities who can meet the problems of teh social order merely limned in the paragraphs above.  But even should the case for meeting the needs of the learner be argued on no higher basis than the need for communication with the learner it would be valid. 

        The needs of learners have long been recognized as important in any properly psychologically-oriented education.  What is more difficult is the definition of needs. What do we mean by the needs of children and youth which are to be met through schools? Do they derive from internal tensions? From the surrounding environement? From interaction of both?

        One interpretation of needs stresses the wants and wishes which are genuinely felt by the individual. Another interpretation of needs conceives needs as demanded of the individual by the society in which he lives. If one were forced to choose between these two alternatives, one would certainly find himself between Scylla and Charybdis. Needs as felt wants and wishes open the way to trivial education, child-centered in the worst sens, subject to whims and unpredictable shifts. On the other hand, needs as social demands open the way to a dictated education, one which ignores individuahty, and is competely dependent on what​ ever adults decide to deem as demanded. Insight into how man interacts with his environment, the concept of people‑in‑culture, counsels us to a middle wray which takes into account both the individual and society. A concept of needs must fuse the individual and societal aspects. We suggest, therefore. that needs are psychological‑biological tensions which are heavily influenced by the social realities, including values, which impinge on the individuals life. Thus, needs are personal‑social in nature. They are influenced by the culture which surrounds the young person – his nation, for instance, in our world in which nationalistic orientations prevail. Young people are also influenced by subcultural forces such as the ancestral, community, and social class backgrounds previously mentioned. They are influenced by the times in which they live. In addition, they are influenced by learners being children or adolescents who are growing up, who are facing a variety of life tasks, and who manifest characteristic behaviors on their several age levels.

How young people, characterized by personal‑social needs, best learn is itself the subject of a young science, educational psychology. Though schools of thought tend to polarize about “field” theory and “behavior” theory, greater reconciliation seems to be a possibility today. Insights into how people learn must go hand in hand with concern for personal social needs. Both should be induded in the factors which are part of the psychological foundations of education.

Philosophica1 Foundations

Yet more than the nature of society and the nature of the individual must be taken into account if we are to consider adequately the proper foundations of education. Needed are philosophic foundations for the educational enterprise. Inescapable are values, conceived here as basic beliefs about good and bad, right and wrong, desirable and undesirable. Such guidelines or fundamental principles affect our appraisal of social realities and our judgment concerning  needs.


        When one considers philosophical foundations for American education in our times, he is forced to make value 

choices which affect the educational enterprise. The modern educator in America bases his instruction on democratic values which grew out of the experiences of mankind in many ages and under varied social conditions. For instance, the Greeks pioneered in developing respect for rnan's worth and dignity; in the Hellenic world, mans' potentiality for intelligence was foreshadowed. The Romans contributed emphasis on law and justice. Western religious traditions stressed righteousness, emphasized the dignity of man, fostered the concept of brotherhood. In time, the United States of America became a crucible in which the democratic dream was to be tested. In its earliest days, the new nation emphasized individualism and liberty as key values. With the increase of urbanization and industrialization came growing dependence upon the values of fraternity and equality to meet the challenge of maintaining man's dignity, achieving liberty and individualism within a framework of com​mon purposes and aspirations. Repeatedly, recourse was had to the reigning queen among the democratic values, the persistant and vigorous use of reflective thinking for the keystone of the democratic arch is the use of intelligence.

It makes a great difference in our schools if we direct education toward such democratic values as respect for the war and dignity of the individual, working together for common purposes, and the use of the method of intelligence as contrasted to directing education toward totalitarian values which put the state before man, which confine the shaping of purposes to an elite, and which denigrate the use of intelligence and substitute decision making by the few. Democratic values not only influence method; they have a role in the selection of appropriate content.

Such are some of the factors within today’s social, psychological and Philosophical foundations which today’s educators must take into account In determining content for the curriculum. They must rely heavily on the

soundest possible scholarship in the basic foundations as they accept their role as interpreters and practitioners and continuously ask themselves what should be taught in our times. Answers to this central query must take into account both general and specialized education.  Essentially, general education is common education for all learners. Specialized education is differentiated education which is properly applicable to some, but not all, learners. Specialized education is often conceived as completely dependent upon the directions in which learners intend to go vocationally.  The contention is advanced in this paper that specilized education may also grow out of study of organized separate disciplines.  

Content for General Education
The writer of this essay, like many of his colleagues and contemporaries in modern education, has studied primarily the first of these two aspects of the total educational task, namely geeneral education. For instance, he  set forth a social living, curriculum for post‑war secondary education and published some of his findings in the years immediately after World War II.  As might be inferred from the foregoing pages, his proposal was an approach to curriculum development which stressed the interaction of social realities, needs and values. In Leadership Through Supervision, the 1946 Yearbook of the Association for Supervision and Curriculum Development, the writer proposed the following focal points for social education:

Among the centers of learning experience, the following are suggested as of probably postwar educational concern: 

1. Personal development and self-understanding.

(life and growth, sex and marriage, personality, psychology, mental hygiene)

2. Home, school and friends

(the family, housing, immediate educational problems, school government, age-mate relatinships)

3. Health

(diet, exercise, posture, rest, heredity, medical care, disease)

4. Time on our hands

(recreation, use of leisure time, expanding interests)

5. Goods and services

(consumer education concerning food, clothing, shelter, economic organization, advertising, standards)

6. Racial, religious, ethnic, social-economic relationships

(intercultural education concerning minority groups, prejudice, human relations)

7. Our vocations

(varieties of work, work experience, vocational choice, job preparation)

8. Education

(further education, varieties of schools, self education, role of education, educational support)

9. Proposed roads for the American Economy

(laissez-faire, restoration of free market, business leadership, mixed economy, governmental planning)

What Knowledge Is of Most Worth?

A Reassessment
WILLIAM VAN TIL

Chairman, Department of Secondary Education, New York University

WHY A REASSESSMENT of what knowledge is of most worth? Because growth is the goal of education, as John Dewey said. To refuse to reassess in a changing world is intellectual suicide for a society or an individual. Because in the current knowledge explosion, the question becomes inescapable. To "cover" all knowledge in elementary and secondary schools is impossible; selection by some standards becomes necessary. And because the writer happened to be blessed with a sabbatical year which he devoted to study, writing and social travel. One curriculum issue which demanded investigation was the case for problem‑centered interdisciplinary studies and the case for study of the structure of separate disciplines.

The primary foundations of education are the social foundations, the psychological foundations, and the philosophical foundations. These are the basic sources to which we turn in determining what to teach. These are the wellsprings of our decisions, as to what knowledge is of most worth.1

The reassessment which follows is primarily centered on the social foundations of education, and more specifically on the changes in our society which have a bearing on what we must teach. As to philosophical foundations, the work of John Dewey serves the writer as his philosophical base for the development of further insights.2 As to the psychological foundations, the viewpoints expressed by Combs, Kelley, Rogers, and Maslow, as summarized in Perceiving., Behaving, Becoming, seem to this writer an approach holding high promise.3 So the reassessment will focus primarily on the nature of our social problem today.

More specifically, two questions characterize the reassessment. What can we learn from study of today's social order which will be useful in helping us to decide whether to attempt to continue and extend the problem‑centered interdisciplinary approach, as advocated by supporters of the core curriculum. Is some reconciliation of the core approach with the approach of the structure of the disciplines desirable and feasible or must we choose between these approaches?

One of the dimensions one immediately encounters in reviewing today's social realities is the new factor of space, supplementing the familiar dimensions of international, national, and community problems. The changes in knowledge and social relationships which will come with the conquest of space are staggering. But presently the emphasis is upon launching out and staying out in space. Thus technology is prized. Space technology demands workers equipped with new knowledge, with high degrees of specialization, and with the ability to perform perfectly since a failure of a single part through human error can be catastrophic in space veiatures. Consequently, the schools are urged to disseminate new knowledge, to specialize students earlier, and to achieve excellence. Such social needs have encouraged the study of separate disciplines. A coming demand will be for broad social education in space policies and international relationships. At present this demand is minimized because of the urgency of the technical demands of the space quest. Such study of policies and relationships involves interdisciplinary general education.

On the international scene, the basic problems grow more complicated in a time of pluralism of power throughout the world rather than the post‑World War II polarized pattern of the United States versus the Soviet Union. Symptomatic of the increasing pluralism of power in the world is the recent Red Chinese entry into the nuclear dub as the fifth power which has exploded nuclear bombs. Now a more complex and demanding international education will require depth study of such problems as population, economic systems, varied nationalisms , cultural differences, conflict among powers. So interdisciplinary problems of international education, not neatly categorizable into the separate social science disciplines, become still more essential if peace is to be kept and humanity to be served in the future.

On the national domestic scene, science and technology develop apace and automation becomes increasingly a reality.  The shortterm result is identical with the demand of space technology, emphasis on the new knowledge, particularly in science and mathematics, pressures for earlier specializations, advocacy of higher standards. But the long‑range pressing social problem is that of automation, the prospect of a society in which the few can produce to such a degree that the many have no jobs. The confrontation is coming and general education in schools must deal with the attendant drastic shift in social and economic relationships.

Meanwhile the nation continues toward urbanization as the size of cities increase and as suburban sprawls proliferate. The grandeur of engineering achievements, such as new bridges, exists sideby‑side with deplorable festerings, such as the intensification of slum conditions. The problem of city and suburban life cry out for study and attendant action. Here too interdisciplinary problems are involved.

In the area of race relations, the pace of change speeds up as the common man among the Negro population increasingly becomes involved in the struggle rather than delegating responsibility to white liberalism or to race organizations. The elimination of segregation becomes a moral and political crusade. But the schools cannot be content with the elimination of segregation; their task is the achievement of integration in the great multi‑society of America. Thus problem of intercultural and intergroup relations, by definition cross‑cutting the varied disciplines, have high priority on the agenda for g~neral education in the last third of the twentieth century.

Growth in the productive power in the American economy is accompanied by problems of how much emphasis to place upon the public versus the private sector of the economy and by pockets of poverty persisting amid increasing affluence. Such problem , while economically based, involve philosophical values, skills in social engineering, historical backgrounds, technological potentialconsiderations beyond the field of economics tightly defined. Again, current social realities confront general education with crosscutting interdisciplinary problems heavily value‑involved.


With an upward economic trend, recognizable despite imbal​ances, leisure time increases with attendant perplexities on how to use the new leisure well. Time on one's hands raises the question of fostering desirable uses of time in a society where we have already seen the disastrous results of allowing idleness to contribute to

the social dynamite in the slums which exploded in the random rioting of the summer of 1964. Desirable uses of leisure include many dimensions, including the arts and literature, which cannot be contained within a single discipline.

Bureaucracy, long thought to be characteristic simply of government, increasingly characterizes the military, business, and our social institutions, including education. The impersonality of bigness threatens the meaningfulness of individual lives.  Though socialogist max weber pioneered in exploration of this problem, its ramifications go beyond sociology alone.  Ramifications are at least political, economic, and philosophical.4  

A conclusion seems inescapable from this overview of treands and tendencies in today’s pattern of social realities.  Many crucial human problems of our times are interdisciplinary problems which cut across the discrete fields of scholarly inquiry, conventionally defined.  These crucial problems include space policies, international relations, autonation, urbanization, intercultural relations, economic policies, leisure, and bureaucracy.

Rather then having withered away with the passage of time, broad social problems demanding study are with us as never before.  They involve imperative value choices.  One might reasonably conclude that the core curriculum as a form of organization designed to deal with problem areas or centers of experience is needed now even as it was in times of dramatice social crises such as the depression of the 1030’s or the war of the 1940’s.

The core curriculum, when soundly rather than trivially conceived, was proposed by educators as a vehicle for study of broad human problems.  The core curriculum was porposed as the educational medium through which individual young people might clarify their values, grapple with the social realities of their times, and meet needs which are personal-social in nature.5  Today core programs must help young people to understand relationships, principles and ways of inquiry in the cross-cutting problem areas if values are to be clarified, realities illuminated, and needs met.

If the core curriculum is a needed medium for dealing with broad problem areas, what role then should be ascribed to the study of individual separate disciplines?  To begin with a segment of the curriculum, increasing as students grow older, must be assigned to disciplines for vocationally related purposes has been long accepted and is not today in dispute.  Only the desirability of even earlier specialization is debated today, not the fact that study of separate subjects is needed for occupational training and for job success.

The larger question today concerns the role of the disciplines not in relationahip to vocations or even as prevocational education but as a contribution to the comprehensive general education of children and youth.  Advocates of study of structure of the disciplines urge that young people will be better educated not only vocationally but also generally if they understand principles, relationships and ways of inquiry which characterize the separate disciplines. To ‑cite but one example, advocates of study of geometry believe that geometry in the context of a broad education in the newer mathematics will result in better understanding of deductive reasoning. Proof of such claims is often lacking and "better education" is often undefined but, hopefully, with time, claims made will be evaluated and goals will be more tightly defined. Meanwhile, the hypothesis accepted by many scholars of disciplines is that study of separate disciplines helps'young people to cope with the knowledge explosion, to build needed literacy for modern life especially through study of science and mathematics, to achieve "excellence," and to think abstractly.


If integrated education on the elementary level and core pro​grams on the secondary level do their work well and develop motivation and concern for learning as the students deal with prob​lem areas vital to their lives and to society, we may reasonably ex​pect students to see value other than vocational in mastering sep​arate disciplines. Concern on the part of many students should emerge for, study of what John Dewey has called organized subject

matter. Having approached the major human problems through integrated study, it is likely that students will be more ready to  sharpen their intellectual tools as advocated by exponents of struc​ture of the disciplines through learning to think as historians think, as mathematicians think, as geographers think, as chemists think. Conversely, study of the disciplines should result in an ever‑extend​ing need to interrelate separate concepts,. thus necessitating the continuance of integrated education through interdisciplinary seminars or other organizational forms. Thus core approaches and structure of discipline approaches may reinforce each other in tomorrow's

curriculum.

Summary

Reassessment of the social setting indicates that there do exist fundamental problem for study by youth which cut across disciplines and which form the heart of problem‑centered general education. Such centers of experience are derivative from social realities and grow out of the social foundations of education. They reflect the personal‑social needs of learners and grow out of the psychological foundations of education. They offer opportunity for the full development of democratic values, including the key value of the use of intelligence, and they‑stem from the philosophical foundations of education. *Reassessment of current social trends and forces reaffirms that such interdisciplinary problem are real, vital, and inescapable for study by the young. A moratorium on dealing with such problems might inhibit long‑range individual and societal growth. The core approach is needed.

Along with the general education of the core curriculum, the specialized education of study of separate subjects for vocational or pre‑vocational purposes has long been accepted. There also exists a "third force"6 in the curriculum today, mastery at appropriate levels of student maturity of the structure or relationships which characterize the separate disciplines.‑ Exponents regard such study as essential general education; critics see it as a new form of specialization. In debate is whether such study best enters the curriculum early or late, or at quite different levels for quite different students varied in their degrees of intelligence, social backgrounds, aspirations, and pressures.

Perhaps we can avoid oversimplification. Perhaps we can achieve a broader 4nd better curriculum which does not force us to choose amon& potentially and mutually complementary desirable approaches. To this writer, after reassessment, it seems that what is needed is a general education which focuses on vital problem areas through core programs. A specialized education is needed which enables young people to prepare themselves for vocations. Needed is a third force in education, whether regarded as general or special education, which gives those for whom the experience will be meaningful the opportunity to think about separate organized disciplines as specialized scholars think about them.

The blockings in the way of reconciling all three are many. A primary blocking is our tendency in education to over‑simplification through cyclical swings of the pendulum toward extremes. The problem of reconciling the three curricular aspects on varied levels of schooling are complex. They involve study and use of social, psychological and philosophical‑ foundations. They call for clarification of goals, insights as to how the young learn, and experimentation for determination of what best works. But the possibility of reconciliation in the interest of‑ a broader and more comprehensive educational theory exists and should not be lightly written off by any of the current discussants of a better curriculum for today's youth. 
NOTE

The article above is a summary of a talk which was, in turn, a summary of a viewpoint on curriculum. Consequently, the following footnotes are included  to refer the reader to related writing by the author, William Van Til, in which concepts here summarized are expanded.
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THE PROCESS IN CURRICULUM PLANNING

I.
GOALS AND OBJECTIVES IN CURRICULUM PLANNING

EXTERNAL FORCES AFFECTING CURRICULUM PLANNING

· NATIONAL CURRICULUM PROJECTS

· TRADITION

· ACCREDITATION

· THE PREPARATORY SYNDROME

· PUBLIC OPINION

· SPECIAL INTEREST GROUPS

· THE "KNOWLEDGE INDUSTRY"

· TESTING PROGRAMS

· PHILANTHROPIC FOUNDATIONS

A CONCEPTUAL MODEL FOR CURRICULUM AND INSTRUCTION DEVELOPMENT

  -- Curriculum Sources --
The School Curriculum


School Goals
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Outline for the _Model for Curriculum and Instruction Planning:

SOURCES OF CURRICULUM

Curriculum planning is a decision‑making process. Whoever makes the decisions, whether one person (an administrator, a department  head, a teacher) or, preferably, a broad group of people (professionals, lay persons, students), some referrents, some sets of personal and educational beliefs, are used as criteria for choice. Too often criteria, or beliefs,, are implicit, ill‑defined, and inconsistent or contradictory.

Thus one of the first steps in the curriculum change or development process is to establish a base for decision‑making,a set of internally consistent beliefs which can be referred to for direction through the remainder of the process. Three distinct areas, or sources, are useful for examination in order to establish such a base: the needs of learners, the needs of society, and the nature and organization of knowledge.

Needs of Learners:

Needs of Society:

Organized Knowledge:

OVERALL GOALS OF THE SCHOOL AND NEEDS ASSESSMENT

Goals are broad statements of intent. Overall school goals should be derived directly from faculty beliefs and decisions relative to sources of the curriculum. They should be stated in terms of student outcomes (e.g., the student will practice good health habits) rather than in terms of what teachers will do or the school will offer. This set of goals is important since they should provide direction for ail curriculum and instruction decisions which follow.

Saylor and Alexander's model, Figure 4, illustrates the relationship between curriculum sources and school goals, and between school goals and specific instructional objectives.

Needs Assessment:

Possible Areas of Assessment:

Absenteeism:

Grades:

Suspensions:

Discipline referrals:

Broken windows and vandalism:

Teacher turnover:

Curriculum Choice:

Student vocational plans:

Student involvement:

Student leadership:

Achievement scores:

DISCREPANCY ANALYSIS 

If needs assessment data are to be helpful in curriculum development, or change, they must be analyzed in terms of a preferred or ideal state. The data will provide a picture of the present state, or what is. Staff beliefs and school goals will provide the preferred state, or what is desired. An analysis of the discrepancy between the two provides direction for the curriculum development process. When placed in priority order the discrepancies further provided a sequence of activities for the process.

The results of a discrepancy analysis might be presented in a form such as the following:


What Is
What Is Desired
Discrepancy
Rank Order Of 

    (Data)
  (Beliefs, Goals)
   (Needs)            Needs


Agent of Curriculum Planning (Curriculum Improvement or Curriculum Change)

The key element in this total planning or change process‑‑the curriculum change agent may be a person, or a group in the school system. There at least five core responsibilities for the agent:

THE CURRICULUM CHANGE AGENT

Such a change agent, as mentioned earlier, may be a person or a

group in the school system. The curriculum change agent, however, has at least five core responsibilities:

1.
To link the world of outside curriculum resources to the classroom teacher.

2.
To give leadership to the process of defining educational objectives, because this is required in any search for resources.

3.
To coordinate the process of working on adaptation of the material.
4.
To facilitate and support in‑service development of procedures in the use of materials.

5.
To develop the support system which must surround and help every teacher; support through‑colleagues, administrators, parents. This support system is cruicial if he is to be innovative, creative, and risk‑taking in development of new curriculum.

Understanding Varied Curriculum Designs
The curriculum design which has been most prevalent since the time people became conscious of curriculum has been the "separate subjects" design.. This mode of organizing curriculum is still in, practice in most schools today, especially at the secondary level. Such a design is organized to stress and present subjects such as mathematics, physical education, communication, art, homemaking, and so forth as separate, discrete subjects.

Various attempts have been made to correlate, merge, interrelate or combine subjects in designs which attempt to eliminate the concept of subject matter as separate and discrete. Such designs focus upon relationships in and among subject areas. For example, subject matter from geography, history, economics, and policital science has been combined into a social studies program and labeled a broad fields design. Or, some curriculum designers have chosen to combine the content from English and social studies to help students see relationships such as the influence of an historical setting upon literature. Another example of this type of design is the combination of all subject areas offered in an elementary school to bear upon one topic. The American Indian might be the topic. All other subject'areas are studied in relation to the American Indian.

Bold designs have been offered which begin with problems and interests which students express as important to them. Traditional subject matter is studied only in relation to interests and concerns expressed by students. Typically this design is referred to as core curriculum.

In the 1950’s a 1960's the structure of the disciplines design emerged. The concern of this design was to identify key ideas or major concepts of disciplines, such as history, English, botany, and economics, and to arrange these concepts in a manner so that they could be taught effectively various grade levels. In a structure of discipline design, subject matter is selected only to elaborate upon concepts. Another essential aspect of such a design is to help students approach a given discipline in much the same way as a "scholar" in the discipline would approach his work. BSCS Biology and CHEM Study Chemistry are examples of this particular design.

The late 1960's and the 1970's have witnessed still newer thoughts about curriculum designs. These thoughts are represented by such ideas as 11open classrooms," lostudent‑centered programs," "Community‑experienced‑based curriculum," "the new humanities," and "store‑front schools." Such designs reflect the concern that discipline centered and subject centered curriculums can and often do become dehumanizing. This is to say that the major concern in the subject and discipline designs is not with human beings, but with the content to be taught by teachers and learned by students.

Several educators have attempted to categorize curriculum design types. For example, one might categorize curriculum designs according to "discipline types" or "interdisciplinary types." Subject matter and structure of the discipline designs would fall into the "discipline types." Core and the new student‑centered designs would fit into the "interdisciplinary types."

Others might analyze curriculum designs according to "cognitive" and "affective" emphases. Cognitive designs begin with predetermined material s uch as disciplines to be learned by students (subject matter and concepts from the organized disciplines of knowledge). In contrast, affective designs have as their starting points the concerns, feelings, values, and interests of students as human beings.

It is recognized that any curriculum design has both cognitive and affective elements. Yet, we also recognize that different designs emphasize either cognitive or affective beliefs.

*Jack E. Blackburn and Charles R. Coble, Curriculum Construction: Curriculum As A Decision Making Process. University Extension Division. University of North  Carolina, Chapel Hill.

Alternative Curriculum Designs

by 
William H. Schubert
Professor and Coordinator of the Graduate Curriculum Studies Program 

at the University of Illinois at Chicago

      Curriculum design deals with two interrelated matters: (1) sets of questions or topics that serve as an outline or model for the way we think about curriculum; and (2) configurations of content to be taught and its several subdivisions. Rather than separate these two dimensions in this brief article they are treated together. The message, however, is that persons engaged in curriculum design (from administrators to writers of curriculum materials to supervisors and teachers) should realize that the configuration of subjects and the master schedule for a school are only a part of curriculum design. The guiding force of design resides in the minds, the perspectives and conceptualizations, of those who teach and those who develop policy for the what, how, and why of teaching. These questions one asks when one engages in curriculum construction and the topics one considers when one observes or participates in a curriculum and attempts to analyze it are extraordinarily important factors in the design of curriculum. In a deep sense these images are more defensibly entitled to be labbled ‘design’ than the product of design found in curriculum guides and similar documents.

With the above orientation to design in mind, alternatives will be discossed below. Some of the alternatives deal more with topics to be considered when thinking about and planning design and some deal more with the actual substance of curriculum areas to be offered.  This apparent inconsistency, however, is merely a reflection of the character of the curriculum design literature and the different emphases found in it. Readers are encouraged to ask themselves which of the design positions are most closely aligned with the ones that govern their professional work and which makes the most sense to them in light of their experience and perceptions; of what they sbould do.

Tyler’s Rational Design

By far, the most widespread set of topics to guide curriculum design over the past 40 years is derived from work by Ralph W. Tyler. Tyler’s small book Basic Principles of Curriculum and Instruction (Tyler, 1949), contains what is often referred to as the Tyler Rationale. In it, Tyler says that those who wish to design or analyze curriculum need to address four major questions:

1. What educational purposes should the school seek to attain ?

2. How can learning experiences be selected which are likely to be useful in attaining  these objectives?

3. How can learning  experiences be organized for effective instruction? 

4. How can the effectiveness of learning experiences be evaluated? 

      The centrality of purposes here is obvious, and Tyler recommends that they be developed with careful attention to philosophical and psychological ‘screens.’ This means that the four questions represent topics that must be considered for the justification of defensible curriculum.  Substance to be taught must first be defended by clear conceptions  of the underlying philosophical assumptions, and second, it must be defended by carefully characterized notions of the nature of learners and how learning takes place. Justification of curricular substance must also be subjected to the careful scrutiny of three sources: subject matter specialists, studies of contemporary life outside of school, and studies of learners themselves. It is important that all three of these sources (subject matter, society, and learners) be kept in balance throughout all aspects of design. 

The basic topics of the Tyler Rationale are widespread among the artifacts  of curriculum. Teacher’s editions to textbooks, lesson plan forms, curriculum guides, methods textbooks, and evaluation checklists are but a few of the many places that one can find purposes, learning experiences or content, organization, and evaluation (or reasonable facsimiles of these categories). Moreover, the topics of Tyler's rationale have spread thoughout the world and are widely used in schools of many cultures. Subsequent scholars, too numerous to recount them have built variations on the Tyler model of curriculum design. Some have made it more behavioristic than its intent, some have made it a stepwise recipe, and others argue that it is a generic guide to be used alongside other approaches. 

Walker’s Naturalistic Design

In the late 1960s and eady 1970s, Decker Walker conducted a naturalistic investigation of decision‑making deliberations of curriculum committees (Walker, 1971), and determined that the phases of their work was not described best by the Tyler Rationale. He argued that curriculum design proceeds through three phases which he calls platform, deliberation, and design. In brief, platform consists of the constellation of  beliefs, theories, aims, images, procedures, group politics, and hidden agendas that participants bring to curriculum planning meetings. At the meetings, participants engage in processes of deliberation to identify relevant information, clarify means and ends, discuss alternatives, weigh consequences, and make choices. In the reality of 

institutional life, time limits exist, and when it is time to implement, a design (however complete or incomplete) emerges in practice. Of course, deliberation can continue and refinement of implicit and explicit components of the curriculum, can be continued during practice. A central point, here, is that design is more political than rational.

Walker (1974) also pointed to the need to tailor curriculum analysis to particular situations. Therefore, instead of allowing our perception of curriculum to be guided by a mind set that looks for purposes, learning experiences, organization, and evaluation, he suggested the following alternative questions:

1. What are the significant features of a given curriculum? 

2. What are the personal and social consequences of a given curriculum feature?

3. What accounts for stability and change in curriculum features?

4.What accounts for people's judgments of the merit or worth of various curriculum features?

5. What sorts of curriculum features ought to be included in a curriculum intended for a given purpose in a
          given situation? 

These questions enable the curriculum designer to enter an educational situation without the baggage of preconceived categories: of analysis. At the same time, a curriculmn designer who does this may miss the insight, derived from looking through time-honored lenses, such as those summarized in Tyler's rational.

Schwab’s Practical Design

      Joseph Schwab (1969) had marked influence on Walker when he called for practical curriculum inquiry, such inquiry derives problems from a particular state of affairs, investigates through  long‑term interaction with those situations, seeks to clarify meaning and direction and provides more defensible decision and action. In order to do this well, Schwab (1971) indicates that a broad grounding in many theoretical and research perspectives is necessary, and that curriculum designers must learn the eclectic arts of matching knowledge to situations, tailoring and adapting it to situations, and inventing personal knowledge through experience in educational situations.  For  Schwab (1973), this experiential and situational perspective on design realizes that curriculum, as the impact of school on student outlooks, is the result of a dynamic interaction among four commonplaces: teachers, learners, subject matter, and milieu or environment. Each of these commonplaces affects the others and their impact on the outlook of students, Thus, if one seeks to understand and monitor curriculum – in-practice, an appropriate design might be to construct a four by four matrix that depicts the resultant sixteen interactions among the four curricular commonplaces. Schwab (1983) further suggests the development of a curriculum group or committee in each school, the purpose of which is to inquire about the commonplaces, their influence upon one another, their affect on perspectives, and the way they might be modified for the improvement of student growth.  
Dewey's Progressive Design

John Dewey's (1902, 1916, 1938) position on curriculum is a precursor to Schwab's practical inquiry. Aspects of  

Dewey's view point more deeply to the need for fundamental curriculum design as a function of the daily life of teachers and students. Dewey's notion of curriculum design is not principally that which is planned outside the 

classroom and delivered to it for implementation. Ratber, it begins through the practical inquiry of teachers who build on the genuine interests and concerns of their students. Such teachers do not merely find out about student interests for the purpose of using them to motivate students to learn pre-determined subject matter.  Instead, Dewey argues that teachers engage studetns in deeper consideration of their idiosyncratic problems. When they discuss them together, students become aware of the fact that their own problems are not so idiosyncratic after all. Indeed, 

they are shared at a level of common  human​ problems, or what Robert Ulich has called “the great events and mysteries of life: birth, death, love, tradition, society and the crowd, success and failure, salvation and anxiety” (Ulich, 1955).  Democratic learning then, can proceed as students and teachers derive ways to gain increased meaning and direction for themselves as they pursue the mysteries inside the problems, concerns, and interests most prominent in their lives.   Dewey often referred to this progressive organization of the cur​riculum as a movement from 'the psychological’ to ‘the logical.’ By this he meant that ‘the psychological’ indicated the interests and concerns of learners, and ‘the logical’ had to do with knowledge n the academic disciplines.  The great task of teachers as curriculurn designers, then is to move students from momentary interest or caprice, to considetation of the deeper mysteries revealed by their momentary concern through democratic deliberation that demonstrates the value of the disciplines to shed light on the significant aspects of life itself.

Berman’s Process Design

        Dewey's image of curriculum design focused on a product that never existed in any final sense. The process of teacher-student dialogue, was, in fact the product. Product-to-be-delivered in the form of subject matter areas wa anti-Deweyan.  Indeed, Dewey (1931) pointed to the artificial division of subjects as the greatest source of educational confusion.  Preoccupation with the subject curriculum, he claimed, drew attention away from concerns of life that are not separated by subject matter boundaries.

        Given the broad state of acceptance of the subject-focused curriculum, it is difficult to expect 

most teachers to be able to pursue Dewey’s progressive design in its pure form. Therefore, Louise Berman (1968) developed a process orientation to curriculum.  In this approach, the curriculum is designed around important life processes (perceiving, communicating, loving, knowing, decision making, patterning, creating, and valuing), which are correlated with the traditional subject areas.  She shows that each of the subject areas can relate to the above processes, and the processes to one another. The processes, like Ulich’s great mysteries, tap closely in students’ everyday interests and concerns and push them to deeper levels of growth through consideration of meaning and direction in their lives. Thus, Berman provides a bridge between the separate subject design and Dewey’s progressive design which eschews the subject areas as a starting point. 

Egan's Story Design

For decades the dominant mode of curriculum organization at the elementary school level has been the expandmg horizons curriculum. In this design, it is taken for granted that students learn best when they begin with that which is closest to them. This conventional wisdom has been challenged by Kieran Egan (1979, 1984, 1986). While all educators and most students know the sequence common to social studies and reading textbooks (from family, to neighborhood, to community, to state, to nation to world, to universe), Egan argues that children are interested in fantasy, which is far removed from their everyday environment. He points out the need to move from fantasy back to reality. Drawing from sources in literature, archaeology, and philosophy, Egan posits stages of development that are quite different from Piaget's movement from the concrete to the symbolic and abstract. Egan suggests Of mythic, romantic, philosophic, and ironic. Moreover, he emphasizes that curriculum developers should heed the magnificent history of stories as influences an persons' attetion and outlook, and suggests the adoption of the story form for curriculum design and teaching. In stories for instance, listeners or readers are presented with problems and conflicts, they are moved through a crescendo of events toward  a climax and resolution of the problems. The great, natural human interest in stories should, therefore, be tapped in the process of teaching and  learning. 

Apple's Critical Design

During the past two decades, Michael W. Apple has done an immense amount to raise the consciousness of persons involved in curriculum to focus on issues of equity associated with social class, race, and gender (Apple, 1979,1992, 1986). He argues that those concerned with curriculum design become more aware of the hidden curriculum wrought by the ideology implicit in ecornomic, political, and cultural forces in any society. For instance, in the realm of social class, Anyon's (1980) research indicates that working and lower class students are taught to follow rules, middle class students are taught to give 'right' answers, professional class students are taught to be creative, and executive class students are taught to manipulate the system. Thus, without consciously trying to provide these results, ideological  forces embedded in society structure schooling in ways that perpetuate the values that keep dominant groups in power. Attention to such matters is called critical because it derives from the Frankfurt School of critical theory which has had marked impact on continental European social theorists and more recently has spread throughout the world. 

Apple, Henry Giroux (1983, 1989) and others do not offer a design alternative in the same sense as the other alternative discussed here. Rather, they draw attention to certain kinds of questions that might otherwise remain unasked. I have discussed examples of such questions elsewhere, and summarize them below:

1. How is knowedge reproduced by schools?

2. What are the sources of knowledge that students acquire in schools?

3. How do students and teachers resist or contest that which is conveyed through lived experience in schools?

4. What do students andteachers realize from their school experiences? 

5. Whose interests are served by outlooks and skills fostered  by schooling?

6. When served, do these  interests move more in the direction of emancipation, equity, and social justice, or do
         they move in the oposite direction? 

7. How can sudents be empowered  to attain greater liberation, equity, and social justice through schooling 
        (Schubert, 1986)?

Through such questions, curriculum design can be critiqued in ways that are often overlooked by those who live in a society.

Conclusion

Seven alternative perspectives on curriculum design have been presented, as illustrated through the work of Tyler, Walker, Schwab, Dewey, Berman. Egan, Apple and others. A question that arises for the practitioner and theorist alike is “Are these positions mutually exclusive or are they able to be combined in eclectic fashion?” In other words, does participation in one of the alternatives rule out use of the others, or might all of them help to illuminate different parts of curriculum design?

        My own position on the matter as elaborated elsewhere (Schubert 1990, 1986), is that each perspective has merit. Each can erich the unending process of reflection that must guide curriculum design, but none provides the definitive recipe.  Situations and individuals differ greatly and have different needs at different times. Thus, as William Van Til (1974) advocates the ‘quest for relevance’ must be continuous. We must ask anew in each circumstance, “What knowledge and experiences are most worthwhile?” This question, in turn, invokes questions about what it means to grow as a human being and what a good and just society is. These are among the most fundamental issues faced by human beings, and because of this, curriculum design is one of the most complex and fulfilling lines of inquiry possible. This is the case at every level of the process, especially that of teacher and student reflection. 
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How the Curriculum Developer​

Does a Needs Assessment

         The steps to a needs assessment revolve around a simple model. A need is a gap, or a discrepancy between two indices, that is, a future desired condition and the status quo. The concept of "need" defined as a gap was first used. by Ralph Tyler in his historic work on the development of curriculum at. the University of Chicago in the early fifties. Tyler wrote:

Studies of the learner suggest educational objectives only when the information about the leaner is compared with some desirable standards, some conception of acceptable norms, so that the difference between the present condition of the leaner and the acceptable norm can be identified. This difference or gap is what is generally referred to as a need.

 Earlier definitions for "need" included gaps in processes, while the later work  of Kaufman and Corrigan emphasized the concept as relating only to gaps in results or outcomes.
 The concept of needs assessment was developed into a longer process of system analysis in the late sixties in Operation PEP (Preparation of Educational Planners) in Califomia.
 

In order to perform an outcome or "discrepancy analysis" it is necessary to have measurable statements about future desired conditions and then to assess the present in terms of its distance from those desired conditions. The future desired conditions are educational goals or objectives stated in terms of desired and validated pupil learning behaviors. How these behaviors come to be defined and validated and later set into comparative assessments of what is currently resulting in the school system is the focus of this section.
The Generic Steps of Needs Assessment

The generic steps of needs assessment
 are as follows:

1.
Planning to plan: charting means and ends;

2.
Goal derivation;

3.
Goal validation;

4.
Goal prioritization;

5.
Goal translation;


5.1 The development of performance indicators;


5.2 The development of detailed performance objectives;

6.
Validation of performance objectives;

7. 
Goal re‑prioritization;

8.
Futuristic input to goal ranking;

9. 
Rerank goals;

10.
Select testing instruments or evaluative strategies for assessing the current state;

11.
Collate data gathered;

12.
Develop initial gap or "need statements”;

13.
Prioritize gap statements according to step 4;

14.       Publish list of gap statements.

There is also a set of post needs assessment steps which "art" upon the data produced in the needs
            assessment These are:

1.
Interpolate gaps by program and level;

 2.
Conduct diagnostic/planning sessions to develop implementation strategies to meet identified needs;

3.
Budget for implementation strategies;

4.
Fund strategies;

5.
Implement strategies;

6.
Reassess gaps via feedback;.

7.
Repeat steps of needs assessment process.

Planning To Plan

Even if there were sophisticated manpower available to undertake a needs assessment, it still could not be accomplished overnight. A great deal of planning should precede the needs assessment. Questions about involvement, how the idea will be introduced, anticipating problems, and developing the capacities to handle the data when gathered are only a few of the queries which must be answered.

Most school systems anticipate a time period of approximately six months to two years to complete the full cycle of a needs assessment. the time line will vary depending upon the sophistication of the school system, the personnel to be involved in the assessment, and the staff provided. Another important factor will be the utilization of goals and objectives that the system has already developed. Finally the existence of several years of data accumulated via testing will also be an important consideration in calculating the overall time required. It should be strongly emphasized that a needs assessment should be a continuing activity, not a one‑shot affair.

Goal Derivation

To undertake a needs assessment, or outcome gap analysis, it is necessary to have two basic indices: a clear statement of a measurable, desired, and future outcome, and a clear indication of the current results in relation to the desired outcomes. The "gap" between the two is a need or discrepancy.

There are two basic approaches to deriving future desired outcomes. The first is to gather a group together (it can also be done by mail) and have the group list the desired results. Upon agreement, an assessment of what is currently the state then follows. A simple discrepancy list can then be constructed. This is called a compilation of "felt needs," since such lists begin with the concerns (or internal judgments or "feelings” of the group as to what ought to be present (or absent) in any given situation. One of the problems with beginning with "felt needs" is that what ends up being expressed as a "gap"' is the absence of a "pet solution" rather than a statement of difference between a given level of pupil learning or growth and a desired level. It is not uncommon to find among lists of "'felt needs" examples of the following statements:

"Lack of bilingual program”
"We should be individualizing instruction more"

"Our school must have a flexible schedule"
“We are not accountable  here for results." 

Bilingual programs, individualized instruction, flexible scheduling, and accountability are means to ends, not ends in themselves. Most “felt needs" lists are enumerations of such solutions rather than a listing of discrepancies between two states of learner growth, that is, desired and actual.

Goal derivation is the conscious process of stepping away from the current program, its current curriculum and methods of implementation, and its biases and assumptions. It requires thinking about desired learner growth needed to survive in a rapidly changing society and the setting down of a list of outcomes or skills, knowledges, and attitudes that students should acquire in order to cope with such a rapidly changing society.
 After these have been validated, ranked, and changed into detailed performance terms, an assessment is made of current levels of achievement or growth to determine the caps. As a result of determining that gaps or "needs" do exist, a search is then begun in a diagnostic phase to determine if there is enough individualized instruction, or if rigid schedules prevent good teaching from occurring, or if a budget system could be derived to coincide with determining if the current programs are ineffective and costly for the results obtained. From the gaps come useful clues for tracing down problems With the tools and processes of implementation.

For this reason, we recommend that goal derivation begin away from the level of "felt needs" with concentration upon future desired learner outcomes first, rather than beginning with a "rap session" about what's wrong with the schools. Another approach equally as dangerous as the "felt needs" approach is to begin drafting and defining needs from the current condition via standardized testing and accepting the test results as an indicator of need.
 For example, some states may accept the results of some standardized test as the indicator that any student two or more grade levels below is in "need" of a special program, or of ESEA Title I funding, or of additional aid. This approach begins with the test, assumes its validity, and defines the target population accordingly, and then leaps to the solution a tendency anytime one uses the word "need" to describe anything other than an outcome gap! The test may not be valid at all for the goals and objectives of the school system, but if used in this manner it circumvents any local participation and ranking of educational priorities. 

A test should be selected after the goals and objectives are derived and validated, not before. Tests should be selected to derive a data base compared to local goals and objectives, and not used in the absence of such data to indicate "gaps" in current educational programs.

It is paradoxical that a "needs assessment" derived from standardized tests will, on a large enough sample, always show that 50 percent of the population are below average, and at least 14 percent or more two standard deviations below (or for that matter, above) the mean. Thus, to allow a standardized test to define a "need" is to build in failure from the beginning for at least a percentage of students in  the school system. The testing base should be selected with care after the goals and objectives have been developed, and the nature of those objectives be used as one criterion for test selection. A school system which allows itself to define needs solely from standardized tests has signed away its prerogatives and local options for program development, and the responsibility for meeting the unique needs of its own clientele and community accordingly. That is not accountability, it is closer to irresponsibility.

Goal Validation

While there are many types of validity, for purposes of a needs assessment validity is established, in part, by consensus among the constituencies identified who are involved in determining whether or not those goals listed shall be used by the system itself. Thus, we are essentially dealing with "face validity," for purposes of constructing an instrument to rank order the goals of the system.
 Goal validation consisted in one system of mailing to 100 citizens, including professional educators, a survey requesting input as to whether or not the proposed groals for the school district should be included, excluded, or amended for later ranking of prioritization purposes.35 The purpose of goal validation is to determine whether or not a set of goals should stand for the minimal scope of the basic commitment of the system to its clients and to the supporters of the system. While the goals may be rearranged almost infinitely, there should not be a goal which is outside of the goal list, that is, it should be inclusive. Another dimension is necessary in a useful validation procedure in addition to those which are generated by the partners an external referent and set of criteria which relates to performance outside of the educational system. Kaufman, Corrigan, and Johnson suggest a utility referent of the skills, knowledges, and attitudes necessary to achieve the minimal levels of survival in, and then hopefully contribution to, the world after legally exiting from the educational agency.
 Thus partner perceived needs are then compared to an external set of criteria about that which actually is necessary in the world of work, the world of human relations, and the world of values and productivity. It is this addition of criteria external to the partner perceptions ("felt needs"') that is a hallmark of a practical and useful needs assessment.
 If there are differences between the partners and the utility data, a "negotiation" must be completed, usually with a modification in the perception of the partners, or occasionally the collection of new empirical data to substantiate or modify the original empirical information. Information concerning external survival and contribution may be gleane from a number of sources, including census and employment data, Department of Labor figures on consumption and survival, levels of income and productivity, the World Almanac, and the like. The importance of this external empirical information cannot be overemphasized, for it provides empirical reality to the perceptions of the educational partners.

Goal Prioritization


The next step upon validation of the goals of the system must be performed in a ranking exercise. There are several ways to ranking or prioritizing of the goals.  Most common is a survey or questionnaire. The State Department of Education in Maryland used the Motor Vehicle Administration's list of persons possessing a driver's license and mailed out a survey to 23,990 citizens comprising students, professional educators, and sEhoo‑l board members. The Department received a 51.5 percent response. The sample ranked the following goais as most important:

1.
Mastery of reading skills;

2.
Ability to arrive at independent decisions;

3.
Development of self‑respect;

4.
Ability to apply knowledge and skills to the solution of real life problems;

5.
Knowledge of the personal and social consequences of critical health problems (such as smoking, drug abuse, alcohol, work hazards);

6.
Skills required for employment in their selected occupations by students planning to enter the job market.

Another procedure for goal ranking is the Q‑sort technique.
 This technique enables a person to rank order a number of goal statements. Each goal carries a number to identify it. As the goal is withdrawn from a series of card pockets it is given the value of rank assigned to it by the respondent. For a group it is fairly easy to sum the values given to each of the goals and divide by the total number in the group to compute an arithmetic mean for each goal which is then rank ordered by mean scores to indicate the group's overall priority attached to the goal compared to all the goals.

Often one hears the question, "Why is it necessary to rank the goals? They are all important!" The fact of the matter is that goals of education as they are translated now (mostly by default and tradition) are given priorities within school districts. The reading program may be most important, but it may receive less support by the Board than the interscholastic athletic program. When educational goals are ultimately translated into budgetary commitments, administrative decisions must be made as to where dollars must be allocated to attain the most important goals of the system. Unless, goals are formally ranked such decisions are often impossible since there exist now political constituencies actively involved in perpetuating, current funding levels of some programs. Shifts within a school budget made necessary by more or less constant resources must have as a rationale the criticality of the purpose of funding commitment. While all goals are important, they are not equally important, particularly as a basic commitment to all children as a minimal expectation, or "floor" educational commitment.

Goal Translation

After goals have been ranked, they must be translated into measurable terms, or performance standards (if they are not already in this form). To do this in one step is often too big a jump for the translators. For this reason some needs assessment procedures now include an intermediate step, that is, moving from general, global goal statements to performance indicators. Performance indicators are what they imply, that is, an "indication" or mark of the goal. Generally, goals are so broad as to take many objectives to capture their full scope and intent. An example of performance indicators is taken from the New York State Education Department' s pamphlet on "Goals for Elementary, Secondary, and Continuing Education in New York State."

Goal: Mastery of the basic skills of communication and reasoning essential to live a full and productive life.

1.    Communication skills (for example, reading, writing, speaking, listening, and viewing);

2. Computation operations (for example, mathematical conceptualization, problem solving, data


    collection);

3. The logical process of thinking creatively, critically, and con​structively in problem solving, planning, evaluation, analysis, research, etc. 



Items 1, 2, and 3 above are performance indicators; that is, they begin to bench mark in more specific terms, but not yet in full performance statements, what is meant in the goal, "mastery of the basic skills of communication and reasoning." Often the question is asked, "How many objectives should be written to capture an educational goal, that is, when does one stop writing objectives?" The answer is fairly easy with the utilization of performance indicators. After a brainstorming session with staff and others who agree that a full range of indicators appears to meet the full intent of a goal, a performance objective is drafted to further define each performance indicator. The performance indicator provides one more level of specificity of the school district via a process of successive approximation. Successive approximation refers to the process of becoming increasingly, by steps, more specific, beginning with global goals and deriving specific performance objectives. Reality is approximated and approached, never fully captured. 

Another example of deriving performance indicators is supplied by Idella Moss.

Goal:

 The student will acquire and develop a concern for moral, ethical, and spiritual values and for the application of such values to life situations.

Cognitive Indicators:




1.  Perceives the purpose and function of moral, ethical, and spiritual values;



2.  Perceives criteria by which moral, ethical, and spiritual values are tested or judged;



3.  Perceives processes/procedures by which moral, ethical, and spiritual values may be modified or 



changed.

Affective Indicators:

1.  Is aware of moral, ethical, and spiritual values;




2.  Accepts responsibility for his role as a participant in representative situations that require application of




 moral, ethical, and spiritual values;

      
      3.  Associates personal consequences of responses in representative situations that require application of 



moral, ethical, and spiritual values;

      
     4.  Declares commitment for appropriate responses in representa​tive situations that require application of
 

             moral, ethical, and spiritual values; 

       
     5.  Habitually responds appropriately in unstructured or spontaneous situations that require application of 



moral, ethical, and spiritual values;


    6.  Consistently chooses appropriate responses in structured or contrived situations that require application
 


of  Moral, ethical, and spiritual values.

             Moss has stated that when teachers and other professional staff members begin the process of translating goals into performance statements, an excellent "forcing function" is to use the two taxonomies of educational objectives.
 
  Another approach would be simply to draft objectives for each performance indicator and then cluster them into the various types of objectives. The advantage to the forcing of objec​tive development into the categories is that it has a tendency to broaden the scope of the objectives so that a more realistic array of objectives is developed. If the scope appears to be too narrow, additional performance indicators can be developed.

Validation of Performance Objectives

As any critic of performance objectives can easily substantiate, almost anything can be translated into performance terms, that is, learner behaviors. The process of establishing a performance or behavioral objective is not a process to establish its validity, except to say it is either a performance objective or it is not. Whether or not the objective should be applied to the schools is another matter.

We are not at the point in the development within the needs assessment process where a list of performance objectives has been produced to match sets of performance indicators derived from educational goals. Only the educational goals have been validated and ranked. Are the performance objectives representative of the goals? This is essentially a question of validity regarding content. And content validity has two dimensions within the process. The first is a matter of determining the accuracy of the translation from goal to performance indicator to performance objective. The second is a matter of scope. While it may be determined that the performance objectives for a given educational goal do in fact represent what the critical audiences meant when they ranked it by assigning a value to it, all the objectives which may capture the full intent of the goal may not be present. Thus, while the objectives represent an accurate translation, they are not all the objectives which are required.

The exit performance objectives must then be validated, again by the three basic groups involved in validating the educational goals: parents and community, students, and professional staff. Such groups must be asked, "Is this what you meant when you ranked this first?" and "Are all the objectives below representative of what you meant when you ranked this goal as important?" There are a number of ways to do this. If the total number of goals is not too long, then a telephone survey could suffice.
  If they are too long to recall in this format they could constitute the basis for a door‑to‑door sampling of the community with a trained group of parent or student volunteers. Finally, a paper questionnaire or survey form could be used. At this point, stratified random samples could be designed from the students, teaching staff, and community. What the system requires is feedback about the educational objectives in relationship to the educational goals. One more feature could be added within this step, that is, asking the respondent to rerank the educational goals now that he sees what they look like translated into more specific statements. Again validation consists of having each respondent group approve at a previously determined level of acceptance that the objectives represent the intent and scope of any given educational goal.

Educational Goal Re‑prioritization

Some educators involved with needs assessment have found it necessary to build into the process several points for reconsideration of the primacy of some educational goals. For example, Moss found in Florida that when teachers examined the affective counterparts to some of the educational goals, they saw that they would assign different ranks to them based upon the translation. Also as the affective objectives began to unfold, varying commonalities undergirding a number of cognitive objectives were discovered. This tended to elevate the importance of the affective dimensions of the educational objectives and created a second list of educational goals which may be parts of goals from the original list of ranked educational goals.

For a school system which wants to have a second list of ranked goals, once performance indicators and objectives have been developed, a second sampling of students, staff, and community may be accomplished. This may form the base for a second validation of the educational goals themselves. Actually any one of the steps in the needs assessment process may be repeated and fed back into the previous steps to perform the feedback function. This is one of the ways that needs assessment should be self‑correcting and take into consideration shifts in educational goal priorities over time, since no list of educational goals ranked once would ever maintain the same importance over time, particularly if any of the "gaps" or "needs" had been met successfully by the school system.
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The Status of School

Curriculum Reform

by

 Robert C. Morris

(Reprinted from: The Educational Forum, Vol. 60, Spring, 1996, pp. 222-227)
Classroom materials, practices, and ideologies are undeniably changing. During the 1980s, many reports on the mediocre state of public education forced dramatic changes in schools and individual classrooms (National Commission of Excellence in Education 1983; Boyer 1983; Goodlad 1984; Holmes Group 1986). However, too often the reaction to forces of change is only a quick‑fix response to long‑standing and involved problems. The basic issue continues to be whether educators of the late 1990s can insure that students will be in any better position to learn in today's and tomorrow's schools than in schools of the recent past.

RECENT CURRICULUM REFORM

Reform movements of the 1980s focused intently on curriculum content. Reformers called for a uniform curriculum for all students in a particular region or state. Numerous state departments of education established objectives in each subject area to insure that students receive the same or similar experiences with the listed content. State curriculum guides continue to offer separate sets of information for each level so that teachers can clearly follow the scope, sequence, and schedule. In addition, several states have or are beginning to adopt statewide programs for assessing how each district, school, classroom, and pupil measures up to others in the attainment of state curricular guidelines and mandates.

Formerly, state‑adopted curricula merely suggested basic content. School Systems, schools, and classsroorn teachers are still free to explore some objectives, but recent state‑adopted curricula have become more inclusive, mandating many objectives and leaving little room for additions because of time limitations. Publishing companies circulate booklets indicating how their textbooks will meet state‑mandated requirements. The textbook selection process often depends on how well each textbook series matches the state's curriculum.

Because of the emphasis on specific content, newer state mandates have had far‑reaching effects on curriculum. The notion that a mandated written curriculum somehow insures what students will learn in the classroom views curriculum from the narrow perspective of a written guide, regardless of other considerations. These mandates force educators to make curriculum decisions solely from the standpoint of subject‑matter selection. State reform activities and actions quite often utilize this kind of oversimplified selection process. The response for improvement has been a straightforward call for specific content and mandates for teachers to follow specifications, reducing the curriculum to nothing more than a bound document outlining and detailing a series of lessons.

Few argue that the curriculum is this simple. A more complex and integrative understanding of curriculum includes intent, teaching, environment, and student views of the material (Oliva 1988). Frymier (1987) identified curriculum as not only what is taught, but how and why it is taught.

School curriculum should be much more than what we plan to teach pupils. Eisner (1994) described the explicit curriculum as that which is consciously taught to students. He added another dimension implicit curriculum in which students learn from the culture of the classroom and school. Weade (1987) added that curriculum is different at various stages in an action time line, which she identified as the planned, delivered, engaged, enacted, received, and finally measured curriculum. From this perspective, it is not sufficient to list and mandate content in order to give students information that everyone must know.

State curriculum mandates, although often an attempt to improve learning, do not deal with implications and possibilities of the teaching process within classrooms. They ignore the teacher as a vital link for knowing when and how materials in different situations need a particular treatment or emphasis. Many teachers react to mandated curricula by going through the motions of teaching so that they can cover the expressed objectives. It is not easy for teachers to feel in control when this technocratic view does not allow for input except at the level of adding when time and energy permits.

Many states have also embraced the notion of controlling the teaching of subject matter. Reformers have proposed sets of teaching behaviors that are supposed to fit any and all teaching situations. Briefly, these effective teaching strategies describe certain teaching behaviors that presumably will raise achievement scores. Effective teaching becomes, under this model, those actions related to beginning the lesson with review, presenting new material, conducting guided practice, providing feedback and correction, conducting independent practice, and reviewing weekly or monthly instruction (Rosenshine 1986).

Studies on diverse teaching strategies do not reflect the idea that there is only one appropriate way to teach effectively. Indeed, most teacher preparation programs introduce different teaching strategies (Orlich, Harder, Callahan, Kauchak, and Gibson 1994; Reiser and Dick 1996). Henson (1993) described teaching strategies as the ways teachers plan to help students meet objectives. Clearly, teachers should decide how to present the content of the curriculum, for they have been trained to do so.

By attempting to reduce teaching to merely a single set of effective behaviors, states reduce instruction assessment to looking for a list of certain things that all teachers must do. Teachers then often act mechanistically in order to insure that they exhibit effective teaching behaviors.

Any newly generated state‑wide or district‑wide teacher evaluation form shows this control of teaching. These standardized forms ignore influences of content, students, and environment. In focusing on curriculum and instruction as separate entities, reformers control a teacher's behavior. This reductionist and technocratic approach does not allow for one area to impact or influence another. Rather, reformers view these concepts based upon narrow, separate definitions. Curriculum for them is content that can be documented in end‑of‑year standardized tests; instruction is a list of observable teaching approaches.

A more complex, integrated, and realistic view of curriculum and instruction meshes the two concepts, allowing the teacher space to weave content strategies into various teaching / learning events and create a continually developing curriculum in which both teacher and student behaviors are important to eventual outcomes. Weade (1987) referred to this process as "the construction of meaning," interactions among teachers and students to create academic and social meanings of curriculum and instruction. For instance, teaching a lesson about community to second‑grade children in a rural school requires a very differen tset of assumptions and approaches than teaching the same lesson in an urban setting. The interaction between students and teacher during the lesson, of course, greatly affects actual learning. A curriculum guide that contains a unit on community cannot in itself represent the nuances that a teacher must bring to the lesson in order to provide meaningful learning.

In most classrooms, it is impossible to create good teaching and learning technocratically. Reducing curriculum to specific content and instruction to particular teaching behaviors is unrealistic. Attempts to mandate curriculum and instruction as separate aspects of the classroom process can only produce mechanistic teaching. As Wise (1988, 330) stated, "A teacher must make decisions based on knowledge of the student, of the subject matter, and of pedagogy in order to create the right conditions for learning." Blending curriculum and instruction is central to the act of teaching. Given this current situation with our school's curriculum, how best can educators work toward developing curricula to meet the needs of today's students?

MAKING SCHOOL REFORM WORK

Recently, various commissions have told educators that teachers are failing to provide students with the skills necessary for them and our nation to survive. They have told educators what works, what does not work, and what might work. Even the university has not escaped attack in the current attempt at school reform. As influential and widespread as the present movement might seem, however, it is perhaps one of the most superficial and shortsighted efforts in modern educational history.

Massive spending and increased legislative efforts do not make a reform movement truly significant. Reform is important, legislation is helpful, and money is almost always necessary for educational improvements; but when enacted in a reflexive, defensive posture, results will be limited. As the role and responsibilities of the school expand to take in more areas of a student's life than ever before, reform must become increasingly thoughtful and concerned with the whole person. More importantly, future reform efforts must have a real sense of purpose.

Reform always comes back to the teacher, the communitv, monev, and power. If we put this equation in the proper perspective, some exciting things will begin to happen in education. Naturally, parents want the best for their children. Community and business leaders want a system that produces quality leaders and workers. Finally, successful reform requires that educators know what to do. The bottom line remains money and power. Money spent in the best way and shared power will lead to positive change.

Teaching strategies must enable students to learn. Boysen (1992, 87) said, "Mastery learning, writing across the curriculum, and computer‑assisted learning must be the norm, not the exception." He claimed all will fail unless teachers "engage" students in new ways. There must be training, incentives, and accountability.

If reform is to work, the government must first deal with overwhelming social ills, providing support for families and protection for children and committing to adequate prenatal care, infant nutrition, health, and social services. These are all preconditions for making any set of school reforms work. Simply saying, "Read good books" can be as weak a statement as telling someone, "Just say 'no' to drugs." It is just not that easy. Instead of reacting negatively to top‑down programs, the political realities of tight purse strings, or test scores, educators must learn what works and join hands to get the job done.

From all the cacophony of voices crying out their particular and somewhat biased views for quality education, we can identify a few key reform programs. These successful approaches to date include:

· school‑site initiated reforms;

· teacher education and in‑service training;

· public involvement at the local level;

· funds appropriated and spent in the proper places;

· shared power with parents, teachers, and administrators;

· active learning;

· problem‑solving activities;

· tested tools and methods;

· incentives and higher teacher pay;

· meeting individual needs;

· innovative and radical changes; and

· accountability and evaluation.
Many of these approaches have succeeded primarily because of individual attitudinal change. We must make the dream of new schools a reality. There is no better place to start than with ourselves.

LASTING CURRICULUM REFORM

Phenix (1964) predicted a modern society characterized by destructive skepticism, depersonalization, fragmentation, overabundance, and transience that would contribute to a general sense of meaninglessness among learners. Many believe that this sense of meaninglessness exists today. The modern learner lacks the authentic human meanings typical of a creative, responsible, and free citizen. If such a dismal situation exists to any degree, then calls for increased homework and length of the school year address the more superficial symptoms of a much deeper problem. We need an ideological reform movement focused on providing appropriate, meaningful educational experiences.

We must first develop a meaningful school philosophy and curriculum that proclaims exactly what the new role of the school will be. From its conception, the school has always been involved in more than teaching basic subject matter. The modern school is responsible for nearly every aspect of a student's life - from providing breakfast to teaching safe sexual behavior. Even though public schools repeatedly deny any role in the teaching of morals, religion, or any other value‑laden issue, schools and teachers affect these value aspects of a child's development. Furthermore, any meaningful curriculum worthy of consideration must address issues of real life. Schools that pretend not to deal with those issues only further skepticism and lack of permanence (Phenix 1964).

Schools and teachers can easily justify taking this first official step and proclaiming an expanded role for themselves by pointing to the physical and emotional problems facing today's youth at‑risk. Educators and the public should no longer settle for reform that merely raises standards and increases workload. The school should develop a pedagogy that addresses the causes of social problems. The ideological cry should demonstrate the concern and care of our educational system.

Once educators accept this extended role for developing the whole child, they can determine what is meaningful within existing curricula. Phenix (1964, 4) declared that this "special office" for education can "widen one's view of life, deepen insight into relationships, and counteract the provincialism of customary existence‑in short, to engender an integrated outlook."

A curriculum designed to counteract meaninglessness must reflect a sense of relatedness between subject areas and between what is taught and the goals of the school. Therefore, schools must take the time to develop, reflect, and adopt a curricular philosophy that provides the comprehensive outlook necessary for intelligent decisions about courses of study.

Providing an internally integrated curriculum is not sufficient in itself. Educators must also relate elements of the curriculum to the student's environment. A purposeful education stresses an aesthetic appreciation of the style of a subject, the utility of the subject for the learner, and the interrelatedness of ideas. Passing on information without demonstrating its importance, history, or relevance only supports the idea that most of what is taught in school has no value outside the classroom.


Although any subject area can pro​vide meaning, several lend themselves particularly well to developing an integrated perspective of the world. Language, history, religion, and philosophy, if presented effectively, pull together all areas of human existence. The sense of tradition and shared experience inherent in these subjects can counteract modern feelings of impermanence and isolation. A meaningful educational program cannot address only subject matter. Academic preparation is but one aspect of educating the whole person. When determining the validity of various educational reform movements, persistence might be one useful standard. Proponents of more time in the classroom, more objective testing, and management‑style instruction have been around for a relatively short amount of time, while those urging a whole‑person approach have surfaced repeatedly since classical Greece. Meaningful curriculum reform, then, should integrate subject matter with the nature of the student.

Like the academic portion of schooling, the physical education program should also demonstrate the interrelatedness of what is being taught with life outside of school by focusing on physical activity as a means to lifelong fitness and recreation, enhancing performance in the workplace and at home. The traditional gym class takes on real meaning only if the participants learn to appreciate the continuing benefits of proper conditioning and the aesthetic and scientific complexity of the body's range of movement.

Perhaps the most neglected aspect of education is that which develops the inner self. This aspect of education‑usually hidden in terminology of transcendence, spirituality, or religion - often discourages educators from dealing with the learner's inner nature. However, education of the inner self need not be religious in nature. In fact, much of what is called religious education in the parochial schools is detrimental to the student's inner development.

The school's curriculum facilitates meaningful development of the inner self when it presents:

· a philosophic/ contemplative frame of mind;

· the creation and appreciation of objects of aesthetic significance;

· an understanding of the importance of religion and philosophy in the develop​ment of societies; and

· an understanding and empathy to ward people of other races and beliefs.

Curricular reform is time‑consuming, controversial, and difficult to implement. To advocate a meaningful curriculum means avoiding the extremes of the past. Stressing the feelings and physical being of the learner without neglecting academic excellence has always been difficult. Additionally, reformers must be able to think in the same philosophic, organic manner that the curriculum hopes to develop, yet most of us were not educated in that way.


Nevertheless, meaningful programmatic and instructional reform must begin now. It will not happen overnight, but we cannot afford to wait for a near crisis situation and then once again rush in with hastily prepared, poorly planned "solutions." With the proper effort and concern, educators and administrators can for once determine the direction of the educational cycle, anticipate the needs before they are thrown at them, and prepare a strong curriculum for meaningful reform.
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