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Educational Aims, Objectives,
And Other Aspirations

Finally, there should grow the most austere ofredhtal qualities:

| mean the sense for style. It is an aestheticesdresed on admira- tion for the
direct attainment of a foreseen end, simply andhautt waste. Style in art, style in
literature, style in science, slyle in logic, styla practical execution have
fundamentally the same aesthetic qualities, nana¢iginment and restraint. The love
of a subject in uself and for itself, where it istthe sleepy pleasure of pacing a
mental quarterdeck, is the love of style as matatem that shy

ALFRED N. WHITEHEAD

No concept is more central to curriculum plannihgrt the concept objectives.
The recurrent for its importance is straightforwdrdill try to provide it.

Behavioral Objectives

Objectives are the specific goals that one hopesheeve thatch the educational
program that is provided. In order for educatigriahning to be meaningful, not only
must foals be formulated, but they must also benfbated with precision and with
clarity. To formulate them with precision and dhrit is best not to use words that
have referents that are difficult to observe. Wosdsh as understanding, insight,
appreciation, and interest refer to qualities tbahnot be observed directly; the
require one to make inferences about their existehcough the observation of
manifest behaveior. Thus. Useful objectives shdadtared in behavioral terms or.
In more current jargon. Performance terms. Wheeatljes are stared behaviorally,
it is possible to have specific empirical refereiot®bserve: thus, one is in a position
to know without ambiguity whether the behaviorajeative has been reached. An
objective that seeks to help students appreci&engights of great poetry needs to

be recast in terms far more specific and precisbatWvould a student do to



demonstrate that such appreciation has occurred béhavior would he or she
display? What task is he or she to perform?

It should be noted, as it is by those who advotiaeuse of specific behavioral
objectives in curriculum planning, that the objeetis to be stated in rerms of desired
student behavior. It should not describe what delier is to do. If an objective
stared that "the objective of the course is toomtice students to great ideas of the
western world," not only would the behavior be aivse the term introduce for a
behaviorist is vague- the objective would logicallg achieved when the teacher
introduced the material to the students. The olmedh this case is stated in terms of
teacher behavior, not in terms of the desired beha¥ the stated in terms of teacher
behavior, not in terms of the desired behaviohefgtudent.

A further condition for formulation of meaningfukbavioral objectives is that
both the behavior and the content be identifiedor&piation For example, is always
of some thing or idea. Understanding always hasulgest matter. One does
something to something else and in some context.

Thus, objectives that are adequately behaviordl mat only refer to student
rather than teacher behavior, will not only minienthe need for inference- the closer
to manifest behavior the better- but meaningfuleotiyes will also identify the
particular subject matter in which the behaviortastake place, for example, the
student will be able to identify the major causéthe westward movement in the
United stares during the period 1840 to 1870.

Even with these criteria, for had line behaviorigite foregoing objective is still
too diffuse. What is missing is a statement ofgpecific criterion level the student
will have to meet in order to demonstrate thatdhgective has been attained. There
might be five major causes for the westward movemdaw many of these must a
student identify- one, two, three, four, or alld® Thus, not only must an objective

have the characteristics | have already descritnaidalso, perhaps most importantly,
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it must specify the criterion level that must beiaged to demonstrate competency in
reaching the objective. Perhaps the best spokespdm this view is Robert
Mager(1962):

An objective is an intent communicated by a statenaescribing a proposed
change in a learner- a statement of what the leaméo be like when he has
successfully completed a learning experience. la idescription of a pattern of
behavior (performance) we want the learner to de &b demonstrate. As Dr.Paul
Whitmore once put it, "the statement of objectigés training program must denote
measurable attributes doubtable in the graduatheofprogram, or otherwise it is
iImpossible to determine whiner or not the programmeeting the objectives."

When clearly defined goals are lacking it is ingbke to evaluate a course or
program efficiency, and there is no sound basissédecting appropriate materials
content or instructional methods. After all, a mawdt does not select a tool until he
knows what operation he intends to perform. Neithe#s a composer orchesuate a
score until he knows what effects he wishes toea@hiSimilarly, a builder does not
select his materials or specify a schedule for waoson until he has his blueprints
(objectives) before him. Too often, however, onaredeachers arguing the relative
merits of textbooks or other aids of the classrg@ses the laboratory, without ever
specifying just what goal the aid or method is &sist in achieving | cannot
emphasize too strongly the point that an instruatfirfaction fog of his own making
until he knows just what he wants his studentsdoatithe end of the instruction
(p.31).

What Manger and others holding this view are trytimgo is to develop a highly
precise technology to do for statements of objestithat they believe will improve
the quality of teaching and learning. For many behests, one of the major
problems of goal statements is that they are vagne,determine, usually through

measurement, whether it has been achieved. Toxteatdhat there is ambiguity in
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the statement, its meaningfulness and until cigy diminished. Furthermore, if a
curriculum planner knows exactly what kind of belbawne or she wants students to
display, it is easier to select content and forteukctivities that are instrumental to
the desired end.

The Roots of the Objectives M ovement

The tendency toward high levels of behavioral dpmtyi is, of course, not new
in American educational planning. Franklin Bohbithose ideas we encountered
earlier, listed ten areas for such objectives sbbook How to Make a Curriculum,
which was published in 1922 Although Bobbitt 'seatbjves, too, are vague by today’
s standards, the spirit of behavioral specificstythe same. Indeed, the general thrust
toward the study of behavior rather than expedite lbeen characteristic of American
educational psychology since the turn of the centlihorndike, Watson, Hull, and
skinner participate in that tradition, and it pmes the theory ethical backdrop for
this approach to the formulation of behavioral obyees.

There are two other traditions associated wilt behavioral specification
approach to objectives, one of these is found dy,Ithe other in Military training.
They have two features in common: the charactesistif the performance to be
produced are known in advance. And ideally the ifipations of the objectives and
characteristics of the individual performance a@morphic- that is. A perfect match
between objective and behavior is desired in indlgtettings such as in automobile
production.

The same conditions hold. A prototypical form i®ated for the cars to be
assembled. This form is described both physically mechanically for each model.
Subsequently a component analysis is made of thtetgpe. A task analysis follows
that prescribes the steps to be taken in produetnohtheir sequence, and production
begins. The manager of the assembly line has #keafaensuring that all operations

are performed in the order specified. The goaldcabhieved is the creation of an
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iIsomorphic relation ship between the original ptgpe and each car coming off the
line. If these cars do not match there is a catkband the problem is identified and
readjustments are made. An efficient and effeciisgembly line produces identical
cars day after day that in every aspect match thdehthat was originally created.

Military training programs have similar featuresewl recruits are processed
through a program that specifies in almost evetgitle/hat is to be done and how.
The slogan there is a right way a wrong way andAany way is not altogether
inappropriate. When one has a training program,r@ram that intentionally
attempts to help another acquire a known, spegédrformance system to be used to
achieve a known goal, the acquisition of known pedral routines might be
appropriate.

Personal ingenuity and idiosyncratic behavior aiscaliraged both on the
assembly line and in the boot camp. The armed $guestify such an approach on the
basis that it is of paramount importance for soklito learn to follow orders:
prediction and control of troops are required metiof war. Industry employs such
and approaches because it is efficient; more camnsbe produced in better fashion
when systematic, reutilized procedures are follawed

It is interesting to note that the earliest effods specifying goals and
prescribing the methods through which those gaalddcbe attained occurred during
the so called efficiency period in American edumatfrom about 1903 to 1925
(Callahan, 1962) . During this period, school adstrators were being criticized in
the press for running slack schools, schools thdtmnuch swathe that did not give
the poplin a fair return on its investment. Thesenmvulnerable as they were (and
are) , sought what they could to make schoolingemrggorous and in the process
discovered the work of Frederick Taylor, an indastmanagement consultant and
the father of time and motion study. Taylor would igto industrial plants with a

team of colleagues and study the movements of tir& force, measure the current
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level of productivity, and then prescribe minutepst to be taken by workers to
eliminate excess waste in movement. By using hishoas companies such as
Bethlehem steel were able to increase their le¥eproductivity significantly.
Raymond Callahan (1962)..., a historian noted forwosk pertaining to this period.
Writes:

The first element in the mechanism of scientifianagement listed by Taylor
was time and motion study and the development of times for the various
components of any job. This traitor regarded afabyhe most important element in
scientific management, and it was the basic elemeathieving his first principle of
the development of a true science for a particllar Frank Gilbert testified on this
point by stating that any plan of management tloaischot include Taylor s plan of
time study cannot be considered as highly efficié¥e have never seen a case in our
rock where time study and analysis did not resufhore than doubling the output of
the worker. Not only was time and motion study tleosiceived by the engineers
themselves, but also it was apparently identifrethe mind of the average American
as the key element of the system. Milton Nadwormges, although scientific
management employed many identifiable and charattemechanisms, its most
pediment tool was a stopwatch, the popular symibidhe scientific management
movement. The stopwatch symbolized the new approszhmanagement:
management based on measurement (p.28).

It is not surprising when one is in a vulnerablesipon; a superintendent of
schools were and are, that one should embraceeamydea that promises to reduce
that vulnerability. Scientific management, as Taylalled it, appeared to provide the
mantle of scientific respectability that schoolmsgeded and waned. By wrapping
themselves in a scientific cloak, they believed/tbeuld protect themselves from the

criticism that they were inefficient stewards of chools.



It is, | think, particularly important to take noté the language that was used
during this period. The society was viewed as thresumer of the schools products.
The children were the raw material to be processmbrding to specifications laid
down by the consumer... And the teachers were thkew®mwho were to be overseen
by supervisors. All of this was to take place undesuperintendent. Although the
modern concepts of quality assurance and qualitirabwere not used then, a
similar spirit was at work in those good old days.

The analogy between industrial processes and adoahtprocesses is a
deceptive one. When one is working with inert matdor ends that are uniform and
specified, the task of determining effectivenesd dacating inefficiency or
ineffectiveness is comparatively simple. After athen 1,000 pounds of pressure is
placed on 30- gauge steel within a 1 — inch diaméte reaction of the steel to the
pressure is quite predictable. As long as theraoishuman error or mechanical
failure, the result will be the same time and tiagain. Industrial managers bank on
it. Such conditions, hoverer, seldom are obtaimethe classroom. Children are far
from inert, and so are teachers. They respondrdiftly to the same stimuli, because
how the stimuli are perceived- indeed, whether timeyact stimulate- depends as
much on the characteristics of the student asas @m the objective characteristics of
the stimuli themselves. Furthermore, the realimatd outcomes that is common to
all students. The production of educational proslatt having identical features. At
best suits only a small array of those aims thastreducators seek in the course of
teaching. One major problem | see in the admonitorieachers and curriculum
planners to specify their aims in behavioral tersighat the limitations of such
objectives are seldom acknowledged that are offagethough one were not really
professionally competent without a list of objeesvthat one could pull out for each

set of curriculum activities formulated.



In identifying what | believe to be an oversim@d view of the character of
educational aims, | am not taking the position ttiere is no place for clearly
defined behavioral objectives in a school currioulwhen specific skills or
competencies are appropriate, such objectives edormulated, but one should not
feel compelled to abandon educational aims thahaahe reduced to measurable
forms of predictable performance.

Conceptions of method should serve as tools andstiewdevices for improving
the quality of educational experience, not as cairgs on teachers, teaching, or what
students have an opportunity to learn

Limitations of Behavioral Objectives

Let me provide a description of some other limitiad behaviorally defined
objectives have in the design of educational pnogtd identify these limitations not
as a wholesale condemnation of their use but asateempt to increase the
sophistication of the dialogue about them.

One limitation of discursively defined behavioraj@ctives deals with the limits
of discourse itself. Much, perhaps most, of what agpire to and cherish is not
amenable to discursive formulation. Take, for ex@mpur image of human
sensitivity... Although we could describe discretédaors that were intended to
characterize a sensitive human being- say, onewasoresponsive to the feelings of
others and compassionate- discrete forms of huneaformance would ultimately
fail to capture what we are able to recognize ined. Language is, after all, a
surrogate for experience. We try to articulate ords what we know in nonlinguistic
ways. For much of our experience, discursive laggyzerforms rather well. But for
the subtleties of human experience, for our knogéedf human feeling, for modes
of conception and understanding that are qualéatiliscourse falls far short. How

many words would it take to describe insight, pptiesty, integrity, self-esteem?



How would one describe how water tastes? How woulel describe the qualities of
a late Beethoven quartet in precise, unambiguoaasuarable terms?

The point here is not an effort to inject the ngatinto educational planning
but rather to avoid reductionistic thinking thatpomtations to be either verbally
describable or measurable is to expect too little.

A second problem with the use of specific behaviotgectives is that those
who evaluate them often fail to distinguish betw#enapplication of a standard and
the making of a judgment. Dewey (1934) makes thssnittion quite clear when he
says the following:

There are three characteristics of a standard.s Itai particular physical
thing excising under specified physical conditioitsis not a value, the yard is a
yardstick, and the meter is a bar deposited insPharithe second place, standards are
measures of definite things, of lengths, weightgacities. The things measured are
not values, although it is of great social valudéoable to measure them, since the
properties of things in the way of size, volumejgh& are important for commercial
exchange finally, as standards of measure, stasd#tine things with respect to
guantity. To be able to measure quantities is atgigl to further judgments, but it is
not itself a mode of judgment... The standard, ba@ngxternal and public thing, is
applied physically. The yardstick is physicallyda@lown upon the things measured to
determine their length.

Yet it does not follow, because of absence of oumi and publicly determined
external object, that objective criticism of artimpossible. What follows is that
criticism is judgment; that it is directed to quiaé which are nevertheless qualities of
an object; and that it is concerned with an indmaidobject, not with making
comparisons by means of an external reestablislieetween different things. The

critic, because of the element of venture, revdaisself in his criticisms. He



wanders into another field and confuses values vieetdeparts from the object he is
judging. Nowhere are comparisons as odious as@drt. (Pp.307-308)

Standards are crisp, unambiguous, and precise. A person can swim five

Lengths of the pool or cannot. Someone can spelvagk or cannot. Someone
knows who the 27 president of the United rarest was or does nomesme can
multiply two seals of three- digit figurer corrgctbr cannot. For such performances,
standards are specifiable and applicable by angobhg any machine that knows the
rules through which the Standards are to be appBed what about the rhetorical
force of a students essay? What about the aestipadiity of her painting? What
about the cogency of his verbal argumentation? Véhaiut her intellectual style?
What about the ways she interprets the evideneesicience experiment, the way in
which historical material is analyzed? Are thedgestt to standards? Think not...

But to say that such qualities cannot be measwestamdards is not to say that
judgments cannot be made about them. It is noayotlsat one can have no criteria
through which to appraise them. Judgments can sshrabout such qualities. Not
by the mechanical application of prosperities Séads, but by comparison of the
guailed in question to a whole range of criteriasth teachers or others making the
judgment already possess. How much weight doegiweeto insight and how much
too logical argument? How does one compare thiayess this statement, or this
project? or this painting, to the one or ones thdent did before? Judgments about
such qualities are not will-o the wisp Cavalieregponsible conclusion. They are
complex appraisals that use an extraordinarily watege of knowledge to arrive at
what, on balance, are a warranted human judgmdm. multiple choice test is
simply not adequate for everything.

A third problem with the demand that all objectivesbehavioral and defined in
advance deals with the assumption that the spatdit of goals is the rational way

in which one must always proceed in curriculum plag. This assumption is rooted
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in the kind of rationality that has guided muchwvegstern technology. The means-
ends model of thinking has for so long dominatedtbinking that we have come to
believe that not to have clearly defined purposas dur activities is to court
irrationality or, at the least, to be professiopaliesponsible. Yet life in classrooms,
like that outside them, is seldom neat or linedthdugh it may be a shock to some,
goals are not always clear. Purposes are not alpragsse, As a matter of fact. There
is much that we do, and need to do. Without a cdeasse of what the objective is.
Many of our most productive activities take thenfioof exploration or play in such
activities. The task is not one of arriving at &fprmed objective but rather to act.
Often with a sense of abandon wonder curiosity. @wuch activity, rules may be
formed and objectives may be created.

The relationship between action and the formatibpuspose is well known to
artists... In a particularly telling passage desagbithe work of the abstract
expressionist, Harold Rosenberg (1965) one of Arasrieading art critics, writes:

At a certain moment the canvas began to appeandoAmerican painter after
another as an arena in which to act-rather thaa sgace in which to reproduce.
Redesign, analyze or express an object, actualagined.

What was to go on the canvas was not a picturaretent.

The painter no longer approached his easel witmate in his mind; he went up
to it with material in front of him. The image waube the result of this encounter...
(p. 25)

What Rosenberg describes of the abstract expréstside to some extent an
echo of Aristotle's remark more than 2,000 years &4rt." He said, "Loves chance."
"He who is willing to err is the artist."What bo#ristotle and Rosenberg poking out
Is that purpose need not precede action. Purposss giow out of action.

Unfortunately Out cultural tendency to eschew pkayd praise work makes it
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sometimes difficult to explain why play is justidfign its own right and why in a
broad sense it may be among the most productdithesfof human activity

Problem- Solving Objectives

What would a broader, more generous conceptionlwtational aims look like?
Are there ways of thinking about objectives anccoates that are not constrained by
the kinds of criteria that are prescribed for betial objectives? | believe there are.
But before desorbing two other ways of conceptuaizducational aims, let me
reiterate that | believe behavioral objectives t dppropriate for some types of
educational aims, even though | recognize that theyin no way adequate for
conceptualizing most of out most cherished educatiaspirations. When it is opiate
to formulate specific types of educational exexifeug aim at, ligulae deniable
skills, the use of such objectives may be warranbe@ must be able to swim four
laps of the pour to be able to swim in the deep &udl one should not, in my view.
Attempt to reduce all of our goals in such forms. do so rob them of the very
gualities of mind one may be seeking to foster.

In figure, two types of objectives and one kindbafcome are presented that can
be planned in the design and evaluation of edutaltiprograms. The first of these,
the behavioral objective, has already been destrdnad | will not restate its feasted
here. The problem solving objective differs in gndicant way from the behavioral
objective. In the problem say, to find out how detets to smoking might be made
more effective, or how to design a paper structinae will hold two bricks 16inches
above a table, or how the variety and quality afdfeerved in the school cafeteria
could be increased within the existing budget.

In each of these examples the problem is posedhendriteria that need to be
achieved to resolve the problem are fairly cleant Bhe forms of its solution are
virtually infinite. Some students might increasedaquantity and variety by finding

new sources of supply or by establishing a studelnteer system to work with the
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kitchen off. Others might decide that the not dffersolution would be for incepted
students to set up their own kitchen facilitiessohool premises, and others to set up
their own kitchen facilities on school premisesd asthers might formulate an
ordering system so students could place ordersdare good Chinese and Italian
food at a local inexpensive restaurant.

The point is that the shapes of the solutions, ftmm they take, are highly
variable Alternative solutions to problem- solvingjectives could be discussed in
class so that the shapes of the solutions, thestsdould begin to appreciable their
practical costs.

This form of objective is not unknown in the desifald and in science
laboratories. Designers, for example, are almoghys given a set of crier

EDUCATIONAL AIMS, OBJECTIVES, AND OTHER ASPIRATION

Behavioral Objective
Behavioral Activity
Expressive Activity
Expressive Outcome

Problem- solving Objective
Problem-solving Activity

Figure 2 Relationship of curriculum objectives torecculum. Activities

Ria or specifications and asked to create a prothattwill satisfactorily meet
those criteria. Often they are asked to createraksgelutions so that the client can
compare alternatives and decide which suits hissoneed best.

In architecture, the client provides the architeith a set of specific tins beget,
site, personal life-style, preferred achieving iegments impose their demands. The
building has to stand, the cantilevered deck mostfall, and the foundations must
not sink. Within these design con-satins, the #&echimust create viable and

constructive solution.
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In such situations the potential answers are nawknbeforehand. What is
known is the problem; what constitute appropriateiteons remains to be seen after
the work has been done.

In the sciences, this type of problem- solving\aistiis characteristic, at least
for most scientists. The concept of normal scieacerm coined by Thomas Kuhn,
aptly describes the work of the typical scienti&ich a person works within a given
theory, a theory that he or she does not question.

The problem is to find solution to problems posethw the terms of the theory.
Kuhn (1962) writes:

Mopping up operations is what engages most scisritisoughout their careers.
They constitute what | am here calling normal sceerClosely examined, whether
historically or in the contemporary laboratory, ttleaterprise seems an attempt to
force nature into the preformed and relatively erible box that the paradigm
supplies. No part of the aim of normal science asctll forth new sorts of
phenomena; indeed those that will not fit the box aften not seen at all. Nor do
scientists normally aim to invent new theories, #mey are often intolerant of those
invented by others. Instead, normal- scientificcegsh is directed to the articulation
of those phenomena and the theories that the paratheady supplies... (p.24)

Like the architect, the scientist tends not to taefgivens, in this case the basic
theoretical premises by which he or she has beefegmionally socialized and that
serve to define not only the problem, but alsositientist's expertise.

One very important difference between the problsatvage objective and the
behavioral objective is that the solution to theljdem in problem solving objectives
Is not definite. The problem is, in a significar@nse, a genuine one. Behavioral
objectives have both the form and the content ddfin advance. There is, after all,
only one way to spell aardvark. Civet the samegbthavioral objectives for a class

of students, the successful teacher elicits honmemes behavior at the end of an
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instructional period that is isomorphic with thgeadtive. This is not the case with a
problem-solving objective. The solutions individwsldents or groups of students
react may be just as much a surprise for the teashéhey are for the students who
created them.

The issue concerning the form statements of olgestare to take is far wider
than the character of the forms themselves. Althoiigs said that form follows
function, the opposite is equally true: functioidars form.

The form, in large measure, reflects an underhgegof assumptions that mint
not them have been examined... The idea that goalgd&be specifiable in advance
and that success in teaching consists primarilybohging about predictable
outcomes is themselves what is at issue. Suchd betiefs, fostered not through an
explicit educational rationale but rather embedutethe very techniques that one is
encouraged to use, can have significant effecteshenway the teachers role is
conceive and what educators belier the are afterreftitiously but inexorably,
techniques that go unexamined with respect todbelogy that they reflect can be
debilitating. Training comes to be substituteddgducation.

The use of problem- solving objectives places amprsn on cognitive
flexibility, on intellectual exploration, on thedher mental processes. It tends toward
the formulation of curriculum activities that aré&kely to be taken seriously
by scholars. The reason | make these claims isnibtabnly have | seen this happen
In classes when students had such objectives,|$utitas reasonable to expect that
when students have a set of clear criteria andraesto meet those criteria in ways
that require ingenuity, the will take a deeperrnestin coping with the problem. The
opportunity to use ingenuity breeds interest.

Expressive Outcomes

A third type of educational aim is what | have edll in previous writing

expressive objectives (Eisner, 1969). Because | semvthat term objective implies a
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reformulated goal, something out of reach but taattained, | think it desirable to
change the term to expressive outcomes.

Outcomes are essentially what one ends up witmdiete or not, after some
form of engagement. Expressive outcomes are thesegoences of curriculum
activities that are intentionally planned to pravié fertile field for personal
purposing and experience. Take For example Muclufordinary activity say,
going to the movies there is no one | know who rfuutates specific behavioral
objectives before going to a movie. Nor do | knomwy@e who formulates a
problem- something interesting or exciting will ppap to us there. We do not
formulate specific goals that describe what ourabvedr will be after we leave... We
do not establish criteria that the director andm@ctvill have to meet in order to be
successful. The fact of the matter is that we dlyelhave such criteria in ample
abundance and retrospectively select from the omeshave those that appear
appropriate for the particular movie we have j&srs If the movie is a comedy, we
apply comedic criteria, if an adventure, dramatiteda, and so forth.

But the problem of appraising the qualities of e@gsive outcomes is more
complicated than | have just described. Even m difitside of schools. If the movie
we have just seen was billed as the year's funogsedy or if it is being shown in
the finest first Run Theater charging the highestes in town, we come to expect
more than we would otherwise. If our favorite aatoractress in the film or if it was
directed by fellini Bergman, or Huston We might raakmore complex appraisal. If
we have had the bad fortune of seeing a seriesaffdm during the last 2 months,
our receptivity toward a somewhat better than n@didilm may be higher than it
would otherwise be. The point here is that the aispls we make as a result of
activities we engage in are clearly complex andliigational. Employing a wide
range of criteria that although, not explicit, cggerin our judgments the same holds

true in classrooms.
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| believe that it is perfectly appropriate for teacs and others involved in
curriculum development to plan activities that haeeexplicit or precise objectives.
In an age of accountability, this sounds like her&®t surely there must be room in
school for activities that promise to be fruitfalyen though the teacher might not be
able to say what specifically the students wilktear experience. Parents do this all
the time... the trip to the zoo; weekends spentpoagnin the woods, the bicycle ride
after dinner: no specific objectives or problems posed prior to setting out on such
activities, yet we feel that they will be enjoyabled that some good will comes from
them.

Curriculum planning and schooling in general need always be single-
minded in their pursuits, forever focusing on objexs that are by define-minded in
their pursues, forever focusing on objectives Hrat by define always out of reach.
Purposes need not proceed activates; they canripeiliied in the process of action
itself.

In figure 2, not only is a distinction made amondueational objectives,
problem-solving objectives, and expressive outcorbes they are also related to
different types of curriculum activities. What weesin figure 2 is that in bout
behavioral objectives and problem-solving objectiter the both participate in the
standard means-ends approach to planning Howexpressive activities precede
rather than follow expressive out comes. The tazkert with respect to the
generation of expressive out comes is to createitses that are seminal; what one is
seeking is to have students engage in activitiasale seminal; what one is seeking
Is to have students engage in activities that affcently rich to allow for a wide,
productive range of educationally valuable outcanie®ehavioral objectives and
behavioral activities constitute the algorithmscofriculum Expressive activities and

expressive outcomes constitute their heuristics.
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These are not the only forms of language that myeifcant. The modifiers
around the word objective have themselves changgtfisantly. In tylers(1950)
curriculum monograph, objective was preceded bybel educational. Thus, what
one was to formulate was an educational objectiater the term was shifted by
other writers to instructional. Still later the widbecame behavioral, and even later it
was a performance objective that was to be forradlat

This shift in modifier is not an accident; it refte an increased emphasis on the
manifest behavior of the student and on discratagmf student activity. It gradually
moves from the general to the specific... But itigggy cant in other ways, as well.
An educational objective supposedly has sometlardptwith educational outcomes.
An instructional objective, although not stronglgrmative, still participates in the
context of education. But behavioral or performanbgectives may or may not be
educational; the normative aspect of educationongdr is a part of learn. One can
have a behavioral objective that aims at creatagysts or paranoids. Such an aim
could hardly be regarded as decagonal, unlessuwfepracism and paranoia were a
part of ones conception of education.

These shifts in language are, in my opinion, mergmmetrical talon. Words,
of course, have connotations as well as denotatiand it is often thecae active
meanings that influence significantly the way weneato think about things. For new
students of education, students who do not havdé¢nefit of perspective, the new
term, normatively void as it is, might appear asatural entity. History sustains our
memory and provides for depth of field.

It would be erroneous to assume that some fisldsh as the fine arts have a
monopoly on the use of expressive activities. Tikigiot the case. Any activity-
indeed, at their very best, activities that areagiegl in to court surprise, to cultivate
discovery, to find new forms of experience- is egsive in character. Nothing in the

sciences, the home or mechanical arts or in sa@ktionships prohibits or
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diminishes the possibility of engaging in expressactivities and in the process of
achieving expressive outcomes. The education pmobie to be sufficiently
imaginative in the design of educational programshat such outcomes will occur
and their educational value will be high.

What | hope comes through in the foregoing is tiesv\vhat there is no single
legitimate way to formulate educational aims. | daescribed there approaches or
conceptions of objectives is to expand the arrayoations that those who plan
curricula can use in their work once a conceptibproblem-solving objectives is
formulated. It is possible education, and so forthplan activities is formulated. It is
possible within each subject field social studieMathematics, Art, English,
Physical education and so forth — to plan actisitielated to such objectives. The
same holds true for expressive outcomes. Such masoare not the exclusive
domain of the arts. Even in a field that appearsuhs-governed as arithmetic,
expressive activities designed to yield expressiteomes are possible.

A second utility of these three conceptions of ediooal objectives or
outcomes is to ameliorate the unrelenting force reardowness that a single view of
what counts as a legitimate objective tends to hidtkere is only one correct way to
do something those who hold other values or envisiher means are going to be
left out. If the scope of what is legitimate is &dened, the degree of freedom for
teachers and for others who plan curricula wilWader than would otherwise be the
case. Indeed, it is reasonable to believe thatyfes of objectives, outcomes, or aims
that can be formulated are not exhausted by theettypes | have described. It is
reasonable to expect that as our conceptual ahititicreativity are applied further to
this important aspect of curriculum planning, otbptions will emerge.

It is , as | have already indicated, possible t® tire distinctions that have been
made to plan curricula in the various fields thatstitute the program of the school it

Is also possible to use these conceptions asiarftar paralyzing existing curricula,
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both teacher- made and commercial. To what exteproblem- solving objectives

and expressive activities included? What is thi® @t rhythm among these types of
objectives within a curriculum? Do the evaluatiorthods that are employed in the
classroom or school district provide students wepiportunities to deal with all three

types of tasks, or do these evaluation methodsigegawnly for behavioral objectives

to be assessed?

At present in American education, criterion-refeuh testing is becoming
increasingly popular. Criterion-referenced testim@ procedure that directly relates
the test content to the specific behavioral obyestithat have been formulated for a
course or a school district. The aim of criterioeferenced tests is to help educators
determine whether or not students within a scheadalool district have achieved
course objectives. This is unlike the norm- refesshtest, which is designed to
differentiate among students by sorting them outlation to a normal distribution;
the 1Q test and most standardized achievement @stsnorm- referenced. The
criterion-referenced test is designed not to compsiudents with each other but
rather to indicate which students have met theraithat is, the objectives. Because
the objectives that are usually employed in schdiskricts are behavioral in
character, the use of criterion- referenced testddcinadvertently reinforce an
emphasis on a limited conception of objectives.timgsfor outcomes whose form
and content are not easily predictable complictitesevaluator's task, yet it would
surely be unfortunate to have educational aimsroheted by the technology of
testing that is presently available. The educatoo wnderstands the alternatives and
issues involved in curriculum planning and educsicevaluation is in a much better
position to provide educational leadership to astlr school district than one who
believes that there is only one way to plan culaicar to evaluate legitimately the

outcomes of educational practice.
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Some General Questions about the Use of objectives in Designing
Educational programs

After all of the analyses of the various types bfectives and the criteria that
each should meet, one is still left with some bapiestion about their use in
curriculum development and teaching. One of thestimies deals with the matter of
specificity and the educational unit for which theg appropriate or necessary. How
specific should objectives be? Should they be fdated for the entire course, for
parts of a course, for each curriculum activityttisaformulated? It is clear that
answers to these questions will differ dependinghenview of educational planning
that one holds. If one views curriculum planningl deaching, as, in their idealized
form, an error-free type of program that movesuaeit as swiftly as possible from
one condition at entry to another at exit- | use tchnical jargon intentionally- It is
likely that specificity in objectives and a largeinmber of objectives would be
desired. Yet | believe that in general one wouldwdsl to think through a set of
objectives in some detail, particularly when onendd clear about the purposes or
aims of teaching or when one needs for matter dlipuecord a set of specific
statements of educational goals. In other wordsthenwhole | sees no compelling
need for a teacher to formulate or to have fornealdor him or her highly specific
set of behavioral objectives. For one thing, sudistaespecially if prepared at the
level of specificity that would satisfy a behavstricould easily run into hundreds of
items for an elementary school teacher in a sahtasned classroom. Assume for a
moment that a teacher taught seven subject arehsnesek. Suppose father that the
teacher divided the class into three ability groapd had one objective each week
for 40 weeks in each subject area taught. Suclaehée would have 7*3*40=840
objectives. Obviously no teacher is able to makglieik 840 objectives or be in a
position to remember them if they were presentethenform of a guide of manual

How many objectives are feasible? Which ones shbeldmitted? For what scope of
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curriculum content are they appropriate? At prefieerte are no quantitative research
data that are adequate for answering such questdamsdo | believe there are likely
to be.

What | want to claim is that teachers during thieost vear deal with far more
than 840 objectives in the classroom. These obgxtare not found in lists. There
are not written (although some school districtseheempiled such lists of objectives
in notebooks the size of the New York City telephalrectory). These objectives are
a part of the personal and psychological repertthieg teachers draw on each day
when working with students.

What | am referring to is the kind of intelligentt&ity that teachers typically
employ in working with students. The kind of inigénce that gives motive and
purpose to their teaching that tells them when tteyuld help a child feel better a
bout himself. when she needs to work harder. Wigendeds a richer set of resources
to work, when a closer analysis of the text is appate in thousands of ways,
teachers draw on images of human virtue as criteri¢he direction of their activity
as teachers and for the directions they shouldwattetheir students. The storehouse
of such images is large. And it needs to be. Imsdulated according to circum-
stances and context and with regard to the paatigtldent with whom the teacher
interacts.

From this point of view, 840 objectives is a pakym. Consider for a moment
the range of problems Content, contexts. And imldigls with which a teacher must
deal. Not only must there be some sense of purposirection to the activities in
which teachers are engaged. But also the priordresng those projects must be
considered. Altered Or sustained when does a teafirethe time being, wisely
forget about the goal of helping a student learsgell a set of words correctly or
learn how to punctuate an adverbial clause andadsattend to other aims, aims that

are also a part of his or her aspirations for thdent but not an explicit part of that
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particular segment of the curriculum? When doeseaclier choose to make

educational capital out of unexpected opportunitreshe classroom- an offhand

remark by a student or a keen insight by anothad-ia so doing depart from his or

her previously specified objective? All of thesgpen in classrooms, at least those
that are not rigidly tied to a set of single-mindaths. In particular, elementary

school classrooms often acquire their own tempe;stiidents become immersed in
what was to be a casual short-term project; anchexa often yield to such tempo,

recognizing the need for an organic as contrast@edmechanical treatment of time.

Thus, from one point of view, 840 objectives arerfeore than any teacher can
reasonably be expected to focus on 420 would ballgadifficult. Yet, at the same
time, teachers operate with thousands of objectivéise form of their aspirations for
the students with whom they work. The major diffexe is that their latter aims are
implicit and contextual rather than explicit anepared prior to the specific context
in which they are to teach.
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6
Dimensions of

Curriculum planning

We need, that is both a way of passing from nakedgsitions and their logical
connections to the human activities them their seaad beyond those activates to
the features of the world and human life within efhthey are at home; and also a
reverse road, back from forms of life in the wotla the specific activities in
guestion, and so eventually to the original projpmss again.

STEPHEN TOULMIN

Thus far, a variety of ideas, concepts, and thedni@e been discussed per-
tainting to the design and evaluation of educatiggnagrams. The ultimate test of
these ideas is determined by the extent to whiely tnake educational planning
more intelligent. As | have already indicated, eation is not a field that will yield to
simple prescriptions or recipes. Each situatiorwimch educational decisions are
made is significantly unique, not simply uniquetl® sense of time and place- all
situations are unique in that sense- but uniqudnensense that the goals, methods,
people, and context to those differences if degisi@aking is to be effective. What

we can expect of ideas about curriculum planningas that these ideas provide
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formulas, but that they sophisticate our delibersti in planning preordains and,
hence, contribute to educationally richer progréinasm might otherwise be provided.
In short, we ought to view ideas as tools, notlas-prints; they are things to use, not
things to follow.

What I's Curriculum Planning?

Curriculum development is the process of transfogrimages and aspirations
about education into programs that will effectivebalize the visions that initiated
the process. | use the terms images and aspiratndestionally. The initiating
conditions of curriculum development are seldonaclaut, specific objectives; they
are, rather, conceptions that are general, vidioasare vague, Aspirations that are
fleeting. Much of what we value, quietly describeFurthermore, what we value and
seek is often riddled with contradictions- evenhivitthe context of schooling- and
must be compromised or negotiated in context. Wiet whildren to master the basic
skills , we would like them to be supportive andperative with their peers and with
adults, yet we also would like to them to takeiative, to be able to compete and not
feel bound by rules that mint stifle their imagioas, curiosity, or creativity. Our
Images of virtue are in flux; because images caremée translated wholly into
discourse, to that degree they are always somebdyaind the grasp of written or
verbal expression.

Curriculum development in the context of educai®nn this sense, a process
that seeks the realization of certain ineffableislta process that is engaged in by
anyone who attempts to make that translation. @aepgcontinually engaged in that
process is teachers. Teachers inevitably havege raihoptions that they can exercise
in the selection, emphasis, and timing of curricidgents. Even when they are
expected to follow certain guides or books in whattivities and content have
already been determined, there are still optionsetcconsidered and choices to be

made by teachers with respect to how those matenidl be used and the says in
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which what is done in other areas of the curriculdimese decisions are, of course,
decisions bearing on the curricular; they influertbe kind of opportunities for
learned and experience that children will have

Who plans curriculum: theteacher sRole

But more typically, the scope of teachers freedegarding what skills are to be
taught, when, in what order and how is far widantlwhat the most highly structured
programs provide for typically, the teacher wilivkaa general guide of topics in a
subject riled, a sequence among topics, a genetadfsaims, textbooks, and other
instructional resources. With these materials antinvthe constraints set by time
school couture, and the characteristics of the estig] the teacher builds and
educational program. Highly systematic planningeacher might try to develop a
calendar of topics and activities that extend tghmut the year or the teacher might
plan on a week- to- week basis, without making attgmpt to follow a specified
timetable. The extent to which one or the othen ptaselected can depend on the
teachers need for order and predictability andhentéacher's view of the educational
process. For example if a teacher believes thatests should play a role in the
development of curriculum that they should haveoopmities to decide what they
study and what ends they seek. Then it is notlsgylithat it will be possible to
predict where a class or an individual studentkisly to be a month or two in the
future. The point in such a view of educationalnpiag is to encourage the student
to develop increasing amounts of competence aititive and thus to assume
greater responsibility for planning his or her emtianal program. The control of
student progress and the prediction of learningpafific intervals order time are,
given this view of teaching, beside the point. Bwen so, the teacher plays an
important role in curriculum decision making, besaut is the teacher who decides
to give or not to give students the opportunitassume curricular responsibility, and

it is the teacher who ton of topics and areasuafyst
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In contrast to such a curriculum plan, consideritieeeasing tendency among
school districts to specify particular performarutgectives for students at interval
within each grade level. In such a system the séopteacher or student flexibility
in curriculum define expected levels of studentfgrenance. The teacher and the
students know what these expectations are, thew khat they (both students and
teacher) will be tested to determine their suceessieeting these objectives, and
hence their choices are circumscribed by the algxt Options that might have
otherwise been pursued are relinquished in favecbbol or district wide goals.

Whether one week within a system that encouragely tindividualized
educational programs and that supports high lesessudent planning or within one
in which grade level expectations and curriculumteat is specified in great detail,
the role of the teacher in curriculum decision mgkis always important. It is
important because the teacher serves as the iaterpof educational policulum
content are specified in great detail, the rolegh&f teacher in curriculum decision
making is always important. It is important becauke teacher serves as the
interpreter of educational policy and because #azter is the major mediator of
what shall be taught- if not learned- in the claesn.

Although curriculum development can and often diaée form in the creation
of materials, curriculum development more frequentlelds no materials but, rather,
plans that might be no more than sketchy notesekample, a teacher might decide
that a particular activity would be educationallgnieficial in a classroom, say, a
discussion of a book or film that students havel r@aseen. And the teacher might
also decide that after the discussion he will dek gtudents to express their ideas
about what they have read or seen in a paintirghort story, a poem or a play. What
the teacher wants to do is to help children recgtinat ideas can be expressed in
different ways and that they can have a choicéhnenway in which they choose to

express what they know. Suppose further that thehtr thinks that it might be
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interesting and useful to follow up this activity baving a poet or a painter visit the
class to talk with the children about her workihis episode, the teacher is engaged
in curriculum plan prepares some notes to himseltlevelops a fairly elaborate
lesson plan, but the latter is not a necessitycii@a engage in such planning most of
the time, and to do so is to make curriculum deossi to engage in a form of
personal curriculum deliberation. This too is onaywin which curriculum
development occurs. Indeed, it would not be possiblhave a school with out some
form of curriculum development. The form might bse @ose as is used in a
neoprogressive school or as tight as a highly syatie training program that leaves
virtually nothing to chance. The point here is tie form that curriculum planning
takes, but the fact that it must occur.

District-wide Curriculum Planning

A second group involved in curriculum developmenthat working under the
aegis of the school districts. Many school dis$riappoint committees made up of
subject specialists and teachers to work jointlthim creation of curriculum materials
that are considered singularly suitable for thartipular school district or some
portion of it. School districts under the leadepsbf the assistant superintendent for
curriculum materials are needed in the area of murakations. The district serves a
community that has a wide array of ethnic and taeiaority groups and after
having conducted a national search for availableiccdum materials decides to
create its own materials, materials that will draw the talents and resources of
people living in the community. A committee is apped by the superintendent to
work on such a project, and a budget is made dlail® compensate teachers and
others for the additional work that they will bgu&ed to do.

Such a group might work two afternoons each wetk athool for 6 months to
develop the structure and format for the curricyldoncreate the activities, and to

secure the necessary materials so that what isedrean be used in the classrooms.
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At the end of its work, this committee will haveepared written, visual, and perhaps
audio material relevant to the children living metcommunity the school district
serves. Such work might be followed up with in-ssgveducation programs for
principals and selected teachers, so that the @irtge project are gradually realized.
If as a result of such a trial the materials anentbto need revision, revision will
occult. The expectation is that these materialgse@ally created for this particular
school district, will become a regular part of th@riculum of each school. The
materials represent the vehicles through whichrihtial aspirations of the lay group
will be realized.

It is obvious that it is one thing to create pldos oneself and quite another
thing to create plans and materials that othersaause. All teachers do the former:
relatively few do the latter. What one can considedteveloping materials for others
to use will be described in detail later. For ndwsi important to recognize the
difference.

State curriculum planning

A third major group to engage in curriculum devehgmt are the staffs of state
departments of education or the committees thak woader the aegis of the chief
state school officer.

Curriculum development at the state level can téke form of specific
curriculum materials to be used in the classroom.a® is more typically the case, it
can take the form curriculum outlines that can Beduas guides by local school
district. In California, for example, the state stptendent of school appoints
committees to develop new state guidelines. Otha are called in California, sate
curriculum frameworks, for the teaching of partamusubject areas prescribed in the
state education code. These committees, made uprepfesentatives from
professional groups in education and laypeoplehtrig@ appointed for a 1-to 3-year

period to meet, say, monthly, and to carry outdkBberations, consultations, and
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preparation of a new framework for teaching mathiges, social studies, art, music,
the humanities, and so on.

The function of such statewide curriculum commstas to make use of
knowledgeable people in the subject field in orderupgrade the quality of
educational programs in the various fields of stutiprovides an opportunity for the
state to update what it offers school districts anthe process be instrumental in
guiding the direction of educational change.

In developing a statewide framework for a fieldc@ariculum committee is
faced with a variety of difficult decisions. Howespfic should the materials be? In
they are highly specific, they might be inapprogitor particular populations within
the state. If they are very general, the transiatiom the guidelines to practice might
be very difficult. Who should be consulted in prepa such guidelines? In a
statewide framework committee on which | servedirauit of hearings was held
throughout the state with relevant professionaupgso We wanted reactions to the
ideas we as a committee had created and we wargegtaups to feel that they, too,
participated in the process of planning the franmbwtbey would eventually use. As
it turned out, this process was a form of in-sexrvéclucation for those of us on the
committee as well as for those who participate@0Grodd meetings that were held
throughout the state, we learned a great deal alwbat teachers and university
professors regard as appropriate goals and thethleampportunity to reflect on some
ideas about the content and goals of curriculum tth@y might not have otherwise
considered.

This planning process lasted about 3 years, atetite of which a statewide
framework for the visual arts department of edwegtand disseminated to all public
schools and colleges in California. In additione twwork of the state curriculum
framework committee was given a central place treducation. What occurred was

a spin-off whose effects were much wider than tleekwhat the committee did on
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the written document itself. The position the comea developed with respect to the
curriculum for teaching art in the state had aeliattual set of consequences for the
way in which art education was conceptualized.

One should not underestimate the importance ot-gtatlorsed programs or
curriculum materials. The ultimate legal responiibfor education belongs not to
the local school district but rather to the stdtee constitutions of the various states
assign that responsibility to the state board afcation, which in turn develops a
state education code that provides the guidelistiendards, and mandates for local
school districts. The state superintendent of sishdlorough his or her staff and with
the assistance of the county school superintengerdgsponsible for monitoring local
school districts to assure that the requirementhefstate education code are met.
Although relatively few county superintendents eaxecprimarily a monitorial
function, the authority of the office and that bétstate department of education carry
weight. In many states, the withholding of fund$acal school districts is possible if
the mandates provided in the state education cedecd heeded.

The point of all of this is to underscore the intpace of state sanctions in the
area of curriculum policy, particularly when a staide educational policy is backed
up by funding options that the state departmemdoication holds.

It should be noted also that the state board ofatthn is in some degree guided
by the advice of the state superintendent of puislgtruction, particularly with
respect to matters dealing with what should beltaagd for what amount of time in
some states, the education code specifies whigedshwill be taught at each grade
level and how many minutes of instruction will beyded for these subjects each
week. In addition, the state prepares a list oEptable text books or provides state-
adopted text-books for the local school distrittscause many teachers build their
programs around them; these resources have aigu@att on the content with which

students come into contact. If a textbook in saenlevotes three chapters to

31



ichthyology, students using that textbook studythgblogy, if a textbook on the
social studies presents a black perspective orcitherights movement, students
study that material. Because access to contentamdition to learning that content,
guestions of content inclusion-content exclusioa extremely important. In effect
they define much of the opportunity succulents Wwdlve within the school to deal

with certain topics and ideas.

Resear ch and Development Center

A fourth group that engages in curriculum developirare those working in
university research and development (R&D) centerd m regional educational
laboratories. Research and development centersofAlWhich are affiliated with
universities, conceive of their mission as condgciresearch and facilitating
educational development by devising products anmognams that are primarily
experimental and, in principle, related to ongoiagearch. Educational laboratories
do, however, engage in the creation and testingclwoficulum materials, the
marketing of which is handled by commercial pul#ish

Educational laboratories engage in the developrmagcurriculum materials in
mathematics and in the area of aesthetic educdflmamain function of educational
laboratories is to use federal funds to pioneer m&thods and programs that require
the skills of sophisticated curriculum specialistsd others and the kind of risk
capital that commercial publishers are unwilling goovide. Thus, with average
annual budgets of millions of dollars, the labor@® conceptualize, develop, test,
and document these materials for use in classrammighout the country. In
addition, some laboratories have created teacimerseto train teachers in the use of
the materials they have designed. Once produced, riaterials are often

published commercially, and school districts, witle aid of federal funds, may
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purchase from a commercial publisher what has ldegrloped through the support
of federal funds at the laboratory or the univgrsielated R&D center.

Educational laboratories are generally larger amdeHarger budgets than R&D
centers; they occupy often elaborate and at timeggious quarters and have a staff
that consists not only of curriculum specialistst blso social scientists, designers,
photographers, managers, secretaries, and the like.

In their ideal form, educational laboratories amivarsity R&D centers should
undertake programs of curriculum development thathagh risk, forward looking,
and based on the highest professional standarteedfeld. Agencies supported by
the taxes of citizens have a special obligationmiy view that exceeds that of
commercial publishers. Unfortunately, the compaitfor federal funds has created
in both laboratories and R&D centers a need toK'lgood", to project an image of
success that too often hampers candor. LaboratandsR&D centers should be
places where it is all right to fail. Indeed, a daditory without failure is a

contradiction in terms.

Commercial Publishersas Plannersof Curriculum

A fifth group And in many respects the most infliahgroup aside from the
classroom teacher in the area of curriculum devety, are commercial publishers.
And the most influential material published is ttextbook. Textbooks are not
typically looked on as curricula, but they are amiy important curriculum
materials. In the first place, textbooks are, f@nyteachers, the hub around which
programs are built. When a school or school distatopts a textbook in social
studies, science, or mathematics, this book, d® faefines a significant portion of
the content of what students and teachers for supgitary activities and in these
ways further define what students will do in theassloom. In addition,

accompanying teacher guides provide guidance toetheher regarding the kinds of
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guestions or issues that can be used for discysamhsome contain tests that can be
used to determine of the students have learned twbaéextbook taught.

Increasingly, however, publishers are developing ordy textbooks, but also
multimedia kits designed to teach what publishesigelse will sell in schools. Most
of these material- and they come in video cassdtbesstrips, audiotapes, computer
software, graphic displays, and educational gameslesigned to provide short-term
units rather then semester- or year-long prograrhs. creation of these materials
originates from at least three factors: the poksés that new technology provides
the marketability of the materials to schools anehde their profitability for
publishers and the realization that the channalsuth which students learn are
multiple and the range of sensory modes that camskd for facilitating learning is
wide. Yet despite the plethora of such materialsdis# to national convention of
teachers and school administrators will provide mdaboggling array of such
materials displayed by publishers- the single mogiortant resource influencing

what children study in school, aside from the teacis still the textbook.

Federal influenceson curriculum

There is another source that although seldom imeblw planning curricula
nevertheless has a significant effete on the auwm that is offered.

That source is the federal government. The govembrhas access to two
important resources for influencing the curriculumoney and publicity.

When the government adopts a policy that will ief®00 million into the
teaching of science and mathematics in the schamdswhen the president of the
united states speak to the nation and says trerieiand mathematics education is a
national priority, the conditions are created fomging about a new emphasis in
these fields in the nations schools. With such $yuneew curriculum development

projects can be initiated, institutes for teacherbe retrained in these fields can be
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created. Scholarships to encourage students totdblese fields of study can be
provided and increased salaries for science andamettics teacher can be offered.

These are not trivial considerations. But perhagsnemore important is the
rationale for more science and mathematics in¢heds. The president provides the
nation with an economic rationale: we must emphsize science and mathematics
in school curricula in order to remain economicattpmpetitive with Japan,
Germany, and other industrial nations. The reasoani instrumental one: students
need to study in these areas for the economic Wweitg of the nation. There are, of
course other bases on which to justify the teacbingiathematics and science. One
might wonder what a purely economic justificatiared to the publics understanding
of education when such rationales are provided fileenhigh office of the president
of the United States.

Furthermore, what will happen to other aspectshefdchool curriculum when
only two subjects receive such massive support? ldawvbalanced curriculum to be
sustained-assuming one wants balance in the cluméuSuch questions and issues
need to be asked and addressed by school boards@iedsional educators... even
when they are neglected by policymakers in WasbmgThe federal government,
despite our commitment to state control of educatmlays an extremely important
role in shaping the school curriculum.

What we find, then, when we look at who does cutlam development and
where and when it is done are a variety of groupgaged in the task. Teachers
develop curricula when they plan for their class8shool districts engage in
curriculum development through the creation of make to be used in classrooms,
and professional and lay groups develop curricllamthey create state frameworks
for teaching in particular subject field. Educaabmaboratories, R&D centers, and
commercial publishers engage in curriculum develampnthrough the production of
materials such as Man: A Course of study, SRA RepHits, DISTAR, CEMREL's
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esthetic education program, program, and SWIRLS®Reading series. Finally, the
federal government is very influential in reshapwligat schools teach. All of these
groups and individuals engage in curriculum develept as they attempt to
transform aspirations and images of educationalile&imto plans and methods they
believe are useful for realizing such ends.

Dimensions of Curriculum Planning

What are the factors that one might consider indbsign of an educational
program? What can one take into account in cuumauplanning? As | have already
indicated, | do not believe it possible in the digf education to prescribe formulas
that one is to follow. But it is possible to progidoncepts and generalizations that
can heighten one's sensitivity to issues, probleansl, possibilities to which one
might attend. What follows is the identificationdagiscussion of some dimensions of
curriculum planning that can be considered by tladsampting to design educational
programs. The sequence of these dimensions islatg@ degree arbitrary. One need
not begin or end with the factors or aspects ag Hppear here. Because for the
purposes of writing some ordering is necessarystdgience that follows seems to
me to be reasonable, but one may proceed in cluncdevelopment with a very
different order.

It should be noted at the outset that the studthefprocesses of curriculum
development as it actually occurs for individuatsgooups is rare. It has only been
guite recently that the process has been studiegirieaily. The reason for the
general neglect is fairly clear. Individual and wgpe interested in developing
curriculum materials or formulating curriculum pnlihave had those goals as their
major priorities. The study of the processes thhowdnich decisions are made is
seldom a part of their mission. Hence, what groagisally do in different contexts
and circumstance is at present largely known thmougcollection rather than

through. Say, naturalistic observation as an ettapger might study the process.
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What is clear from the case studies of curriculuggision making that have been
published is that the process is far more convdlutgcuitous, and adventitious than
on might be led to believe by reading the formalr&iture on curriculum planning.

Goalsand their priorities

Perhaps the area in curriculum planning that hesived the most attention in
the literature is that of how objectives shouldfbenulated. It one looks into the
literature in curriculum, one will find distinctignthat are made among aims, goals,
and objectives. Aims are the most general statesrtéat proclaim to the world the
values that some group holds for an educationarpro. The aim of this school is to
help students learn to participate effectivelyha tlemocratic way of life. From aims
we sense detection, a point of views, and a sesloies, to which the community or
group subscribes. These statements form a kindwdfational manifesto of cherished
values, and, although such statements have beardeshby many as meaningless. If
one were to contrast the statement of aims madehiool districts in the united states
which those found in the written material produ@edhina, Cuba , or Sweden, one
work note significant differences in the spirit amgtlook of what has been written.
What such statements provide is an articulatioadefcational faith in a sense in the
way in which the preamble of the Constitution oe heclaration of independence
expresses general but still meaningful beliefs altba individual and his or her
relationship to the society.

A second kind of aim is referred to as a goal. &@ak statements of intent,
midway in generality between aims and objectivezal& describe the purposes held
for a course or school program. The goal of thigrse is to help students understand
the causes of social revolution. The goal of therse is to develop skills in copper
enamel jewelry making. These statements are calsilyjemore specific than aims,
but insufficiently specific for, say, instructionabjectives. Goals are intended to

provide a greater focus on anticipated outcomestarnptovide curriculum planners
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with the basis for the selection of curriculum @it In the standard curriculum
literature, goals are supposed to be deduced fiom. daving deduced goals, one
then deduces objectives. Having deduced objectss,then proceeds to formulate
curriculum activities, the planning process is saggul to be a step- by- step process
from the general to the specific, from ends to rsedine problem with this view as |
have indicated earlier is that it assumes thatiadum activities that are
educationally significant always have explicit goal objectives, which they do not,
And that the formulation of goals must precedevéats, which is not always true.

Objectives are typically specific statements of indtadents are to be able to do
after having experienced a curriculum or a portwhnone. Objectives of the
instructional variety are supposed to state wittelambiguity what particular forms
of behavior the student will be able to displayu$hthe student will be able to create
a clay bowl on a potter's wheel that is at leasintBes high, having walls no thicker
than 1/2inch, would be an example of an instructiaijective.

Now the thrust of these comments is not essentialhgstate the forms in which
educational intentions are couched or even to desdthneir levels of generality but
rather to point out that intentions are appropriateonsider in the development of an
educational program and that priorities among gaaist be determined.

The determination of priorities is influenced by tbontext in which programs
are to function. For example, a school board, ansomty, or a school faculty might
be convinced that a particular set of goals ifefutmost importance but at the same
time recognize that the realization of these gaalshis particular context is not
possible at this time. Thus, goals, even thoseimgldigh status, are shifted in their
operational importance. A faculty might believetttiee critical study of local politics
Is crucial to the sound education of adolescentistHey might also recognize that the

community would not allow such studies to be taughtthat there is in fact no one
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on the faculty who has the professional competéndeach such a course well. In
this case other areas and goals become practinally important.

Thus see | have discussed goals as then relateltacoss subject matters. But
within fields, too, there is a host of competingalgo What kind of goals should be
emphasized in mathematics: comprehension of thetste of mathematics as a
system or skills in computation? What kind of sb&tudies should be provided:
those that emphasize history or those that emphalsez methods of inequity of the
social sciences? What sort of art program shouldfiered to students: one that
enables them to appreciate the most significanksvof art that have been created or
on that aims at the development of skills needextd¢ate art? Competent curriculum
deliberation will consider the option within as Wa$ among fields of study. In such
consideration, educational values obviously conte play, and it is here that basic
orientations to curriculum emerge among those whbberate. But the ultimate
resolution of those priorities always takes pladthiw the constraints of the context.
What one finally puts into practice is a functioh tbe interactions and existing
constraints.

Although acquiescing to existing constraints ina&tional planning can lead to
an inert form of educational conservatism, regardtie constraints of the context is
necessary for an intelligent form of curriculum idetation. Curriculum planning
cannot adequately be treated in a simple piecefashion; there are always trade-
offs in time, expected outcome, human and fiscabueces, community support and
the like. To neglect the big picture is to coudatter, yet to regard the content only
as a set of constraints rather than a set of oppitigs is to embrace a maintenance
model of educational management. Negotiating th&nlca between the desirable and

the possible is one of the arts of school admaiisn as well as curriculum planning.
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The Content of thecurriculum

Because goals seldom prescribe the content thabeamsed to achieve them
attention to the selection of content is alwaysmapmortant curriculum consideration.
If a curriculum development group working on thez@lepment of a curriculum in,
say, biology agrees that the major aims of the mamogare to help students
understand (1) that scientific inquiry always ygltbnclusions that are tentative and
(2) that living organisms depend on the environmergurvive, the specific content
and the teaching methods that may be instrumemtslich purposes are still not yet
given. What the group must do is it identity theiety of potential content areas
within biology or within the students experiencetside of biology that will help
them grasp these ideas. A curriculum developmesugmight For example, choose
a variety of content ranging from simple forms d¢dr life to complex forms of
human behavior for exemplifying the relationship tween organism and
environment. Or the group might decide to creat@esanalogies to nonbiological
entities such as cities or nations in order testiate how similar principles operate in
nonliving phenomena.

The point here is that groups concerned with culuim planning have options
in content selection. The problem is one of degdivhich of the possible content
options should be selected. One possible critdapeontent inclusion, in addition to
whether the content is likely to be meaningfultie thildren for whom the program
Is intended. Children bring to school wide varigtt# experience that originate from
the homes and communities in which they live. Thellof biological content that
children living in a rural area might find meaniag€an differ significantly from that
which inner-city urban youngsters might find megfuh. One way of dealing with
such diversity is to include in one's curriculumtenel options from which teachers
and students can themselves choose. In other woydsioviding different kinds of

content to make the same point, the flexibilitytioé materials is increased.

40



In Sweden new curricula are being developed urideatspices of the Ministry
of Education. Curriculum developers identify sigzaht concepts and generalizations
within particular subject areas. For example, i& $locial studies the concept might
be role generalizations are the provided about suleieties tend to differentiate the
roles people perform in order to deal with probleamsl social needs efficiently.
Given the concept of role and the generalizatiowhich it is embodied. The teacher,
or the faculty of the school, works out the pafacwcurriculum activities and specific
curricular content that will make this concept ageneralization meaningful to
students. For students living in rural areas, exarapof role may very well be
different than exemplars for students living inambareas. Thus, once the important
concepts and generalizations are identified attiamel level for a particular field of
study, the way in which they are transformed into agerational curriculum for
students is a task for the teacher or the facdltiz@school. In this way both national
and local needs can be met.

There are, of course, limitations on the numbeopifons that can be provided.
The physical size of the syllabus, for exampleasa trivial consideration- nor is the
amount of materials teachers should be asked tb Mare will be said about these
considerations later: for now, the major point te made is that goals do not
prescribe content. Content selection, like goals, loe considered against a backdrop
of option. Furthermore, curriculum developers, witthe limits that seem reasonable
can provide teachers with the content of optiorsd #re related to the aims of the
curriculum.

Types of learning opportunities

Goals and content are necessary but not suffid@nthe development of a
curriculum. The educational imagination must com® iplay in order to transform
goals and content to the kinds of events that alle educational consequences for

students. This transformation requires that an tewenconceptualized and have
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sufficient educational promise for students to Beduin an educational program. |
say that the educational imagination comes intoy gb@cause it is this task

educational transformation that draws most heauilythe expertise of the teacher or
curriculum designer.

If a group of citizens wanted to know what the msighificant concepts and
generalizations were in some branch of biology, ihdividuals most likely to
provide such information would be biologist who tntheir field well and who were
aware of the most recent developments within itt ®uacquire such information
from biologists is not sufficient for the creatiah an educational program. Some
educationally appropriate means must be createshable students to interact with
problems or situations that will yield an undersliag of these concepts and
generalizations. A biologist who has not workedhwatdolescents, who does not
understand what teachers are able to do in a sagorsthool classroom, is not
necessarily the best person to make such a tranmgfion. It is here that curriculum
expertise is crucial, for it is here that educatloevents must be planned and
curriculum materials prepared to enable teachetssardents to grasp those concepts
and generalizations and to do it in a form thatassistent with one s view of
education. For example, if one believes that thgomaission of the school is to
introduce students to the products of the bestuiye the arts and the sciences, one
might decide to use a moderately didactic appréachstruction in, for example, the
biological sciences. Such an approach could emphd#se big ideas and theories that
biological greats have created. In such a viewwioek of Mendel, Darwin, wall,
Muller, and Dobzhansky would play a prominent rnol€ontent selection. The thrust
of the curriculum would be to help students un@emdtthe theories and concepts
these biologists created, say, within the contéxheir time. To do this one might
provide lectures and films and perhaps have stadexdad excerpts from primary

source material. But if one were interested in h@vstudents understand the
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relationship between biological ideas and the ndshihrough which those ideas
were created, if one wanted to help students ajgtecthe tentativeness of scientific
conclusions, then the type of learning opportusitane might use would give
students experience in the conducting of biologealeriments the transformation
of the same content would take different forms beeathe basic orientation to
education would differ significantly.

The options available to the curriculum designees rmumerous with virtually
any body of content and in the curriculum fieldragducation at large there has been
a longstanding controversy on the relative impaitaaf process as compared with
product. Those who emphasize the importance toeactiquiry such individuals
want the student to inquire to think to act amdhe process to learn the outcomes
of the process are what children learn from thgagement. It is to be hoped that the
field in which the inquiry occurred but that is no¢cessarily the major aim. The
main aim is to teach children to think to act andearn from the consequences of
their actions.

Those who emphasize the product are more interast@tiat children learn of
the conclusions of mature inquiry in specializezlds. Does the student understand
the relationship between random mutation and niagei@ction? Does the student
grasp the concept of dominant and recessive genes?

These views of what counts educationally have anaersdinarily important
bearing on the kinds of learning opportunities tua created in the curriculum. The
advocate, for example, of learning by discoveryl inéquently be interested in
helping children learn to think like scientists.riBoich people the curriculum should
be built around problems. The task of the curriouldesigner is to create activities
that help children either for-umlaut problems or o resolve the problems posed

within the materials.
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Although | have emphasized the relationship betwear's orientation to
curriculum and the kinds of learning opportunitileat might be provided, in practice
the relationship between activities and goals ighee linear nor unidirectional.
Indeed, teachers are more inclined to focus on gt might do than on what goals
they intend to accomplish (see McDonald, 1965)sT$ibecause practical decisions
always relate to the utility of action. What teach@ant and need are ideas that have
practical payoffs; ideas that for the most pardléa action. Projects that appear
interesting, activities that seem heuristic, evehéd will be attractive and engaging
to students are valued by teachers. Once studentslly engaged in such activities,
one can guide them so that various goals and aenachieved.

But goals and aims, unless they can be transfonmededucational events
within the classroom in a form that is interestingstudents, and within the capacity
of teachers, are only empty hopes that have ld@tacational reality. One means
through which types of learning opportunities midie created is a matrix of
intellectual processes. One such matrix has beenutated by J p. Guilford, a
psychologist long interested in creative thinkingdan the structure of the human
intellect. What Guilford has done is to concepuglihe variety of aptitudes or
processes that the human mind is capable of. Hemntdtcc ambition has been not
only to conceptualize these mental processes, |botta create instruments that can
be used to assess them. We need not for our puripgsé evaluate the scientific
validity of these instruments, but we can examime rhodel of intellect for its
potential utility in the creation of learning opparities within a curriculum. That is,
we can use Guilford s model as a kind of mnemomiciod to help us-if we so
choose- to create learning opportunities thatteticferent forms of thinking. These
forms, once identified, could then be related tadie® of content considered
important to so that sophisticated forms of thigkioould be used to deal with

educationally significant content.
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Related to Guilford's structure of the intellece ahe intellectual processes
identified in the taxonomy of educational objectiven the so-called cognitive
domain. The cognitive taxonomy lists not 120 meptakcesses, as does Guilford, but
six. They are as follows

1. Possession of information.

2. Comprehension

3. Application.

4. Analysis.

5. Synthesis.

6. Evaluation.

Although these terms refer to kinds of objectivast tone can formulate and to
the kind of test items or tasks on tests relatethdse objectives, the taxonomy can
also be used to formulate types of learning oppatras that can be made available
to students. For example, one could design learoppgprtunities that were intended
to elicit each or all of these processes. Of cquitsere can be and often is a gap
between intention and reality, but neverthelesstakonomy can help focus attention
to enable one to convert a learning opportunitynfane that is parochial and prosaic
into one that has intellectual significance.

A word must be said about the potential hazardsla$sification systems,
taxonomies, theoretical models, and the liked. Sachceptual devices can be
extremely useful for helping one differentiate aaldssify. In performing this
function, they increase intellectual precision leypmg us bracket the world in useful
ways, but one must not forget that such brackesng construction of mind, that
there are other ways to classify, and that one ldh@ake care not to reify concepts
into realities and eventually constrain our unagarding. Some of this has already
occurred in the case of the taxonomy of educatiotgtctives. These taxonomies

differentiate the cognitive from the affective, thigective from the psychomotor, and
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the psychomotor from the cognitive. Individuals @ducation and psychology
sometimes conclude the so-called cognitive aatiwitare independent of affective
ones or that psychomotor activities are independeniaffective ones or that
psychomotor activities are neither cognitive ndedctive. In actual experience, there
Is no clear lime between cognition and affect ekegphin the definitions of the
taxonomy. For example to have a feeling and n&nhtaw it. Is not to have it, to think
about a feeling is to know it. In short the affeeteand cognitive pervade each other.
Although in our culture we do find it useful to kahbout our thoughts and our
feelings, in education such talk can lead to thizaky devastating ideas and to
practically questionable results. Some schoolseéxample teach cognitive subjects
in the morning and affective ones in the afternodMg point here is not to argue that
conceptual devices should not be used in the fanmwn of types of learning
opportunities but rather to state that unless Hreytreated as tools. Such devices can
interfere with the ways in which aims and actiatage conceptualized.

The organization of L earning Opportunities

All educational programs occur over time. How egeate planned within a
period of time is one of the decisions curricululanmers can make. There are two
images of curricula sequences that it may be ugefdistinguish between. One of
these is the staircase model already mentionedittte is a spider web model.

The staircase model conjures up the image of asefiindependent steps that
lead to a platform from which one exits. This id@aceives of curriculum activities
as building on what preceded them, preparing faatidto come. The movement as
Is true in the climbing of a staircase is alwaysnagpe.

This conception is metaphorically consistent wehrs such as entry skills and
exit competencies. The route is well defined, maada in construction, and
efficient. There is little room for wasted motionexploratory activities. Perhaps the

most pristine example of such a model in curricuisito be found in linear programs
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used in computer- assisted instruction. The samagémvas used in teaching machine
programs that were available several years agotaldkeof the curriculum designer is
to create a sequence of frames. That, like thercat®, leads the student to
predetermined destination whose features are krmwthe curriculum designer and
the teacher. One of the major needs of educatooswigh to use the computers is to
secure or create programs that are sufficientkilfle to respond to the purposes and
decisions of the student. Most programs put thdestuin a responsive position; the
task is presented, the student responds, andifitee, response is correct, he or she
proceeds along a fixed path that has already beslefermined. Much of the work is
drill and practice. As programs become intelledjudemanding and computers for
classroom use more sophisticated. Intellectual ggees that are truly importunity
will be cultivated through computer- use. We arevetsstill far trims such a goal for
most computer programs that are now being usehgsmoms.
The spider web model is one in which the curriculdesigner provides the teacher
with a set of heuristic projects, material, andvitets whose use will lead it diverse
outcomes among the group of students. The assumpied in this model of
curriculum organization is that what are neededpaogects and activities that invite
engagement rather than control. With engaging pt®jer activities students will
create ideas and develop skills that they wantuisuye. The task of the teacher is
then to facilitate the interests and goals thatlestts develop as a result of such
engagement. As children bring with them differerpexriential back-grounds, it is
reasonable to expect that the kinds of meaning tiesse will also differ. This is seen
as a virtue rather than a liability, for it is imet cultivation of those interests that truly
percolation resides.

To be sure, the kind of personalized education ihanplied in a spider web
model of curriculum organization places great demsaon the inventiveness of the

teacher. In this model the teacher cannot rely loocls responses to identical
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problems or tasks among students. Some studentsvarik independently, others

will work in small groups, but all will require @acher who knows what kinds of
problems and interests the students have and wipoesared to provide or point

them to the resources that they need to develogethderests or to resolve those
problems.

| do not believe it possible to conclude that oraenof curriculum organization
iIs more educationally beneficial than the otheddpends on one's view of education
and on the readiness of students-regardless ofafeito cope with different types of
problems or tasks. It requires, as whitehead (18@8p)ied. Attention to the rhythm
of education.

Life is essentially periodic. It comprises dailyripés, with alternations of work
and play, of activity and of sleep, and seasonabgewhich dictate our terms and
our holidays and also it is composed of well-markedrly periods. These are the
gross obvious periods which no one can overlooler&lare also subtler periods of
mental growth, with their cyclic recurrences. Yeévays different as we pass form
cycle to cycle, though the subordinate stages gpeoduced in each cycle. That is
why | have chosen the term rhythmic, as meaningndsdly the conveyance of
difference within a framework of repetition. Lack attention to the rhythm and
character of mental growth is a main source of veoofilitility in education. | think
that Hegel was right when he analyzed progressthmee stages, which he called
thesis, antithesis, and synthesis; though for tivpgse of application of his idea to
educational theory | do not think that the namegdne are very happily suggestive.
In relation to intellectual progress | would terhem the stage of romance, the stage
of precision, and the stage of generalization (p.29

Yet notwithstanding the argument that there isntanisic value in the abstract
for either of these models of curriculum organizatil think that it is fair to say that

the spider web model has more appeal to those Wigh more conservative
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educational bent. Those holding a progressive itd etentered. Philosophies tend to
emphasize the differences among children and tliefldbat children should be
given ample opportunity to formulate their own ealimnal aims. The teacher is not
to stuff the duck but rather to facilitate the asl@ment of aims born out of the
interaction children have with the stimulating nesses the teacher provides.

Those with a more conservative view of educatidrebe that there is a body of
content that children should learn and that th@setjal organization of this material
Is the best assurance that it will be learned. §thecase model fits the view nicely
because it is systematic, well organize, and lindéren this view prevails, providing
for in digital differences usually means varying thave through which children
proceed to climb the same stairways rather thaldibgi different stairways leading
to different goal for different children.

Historically these alternative models or concegiof curriculum organization
have been the subject of much dispute. In his iclaseok the child and the
curriculum, john Dewey (1959) describes these campgsvay one groups says:

Subdivide each topic into studies; each study ie&sons: each lesson into
specific facts and formulae. Let the child procetgp by step to master each one of
these separate parts, and at last he will haveredvine entire ground. The road
which looks so long when viewed in its entiretyesily traveled, considered as a
series of particular steps. Thus emphasis is pohupe logical subdivisions and
consecutions of the subject- matter. Problems stfustion are problems procuring
texts giving logical parts and sequences, and edgnting these portions in class in a
similar definite and graded way. Subject-matteniiies the end, and it determines
method. The child is simply the immature being whdo be matured; he is the
superficial being who is to be deepened; his igavarexperience which is to be
widened. It is his to receive, to accept. His parfulfiled when he is ductile and

docile.
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Not so, says the other sect. the child is theistggoint, the center, and the end.
His development, his growth, is the ideal. It aldnenishes the standard. To the
growth of the child-all studies are subserviengytlare instruments valued as they
serve the needs of growth. Personality, charactenore than subject- matter. Not
knowledge or information, but self- realization tie goal. To possess all the world
of knowledge and lose one's self is as awful a fateducation as in religion.
Moreover, subject- matter never can be got intocthi&l from without. Learning is
active. It involves reaching out of the mind. Ivalves organic assimilation starting
from within. Literally, we must take or stand witthe child and our departure from
him it is he and not the subject- matter which deiees both quality and quantity of
learning. (p.95)

Nize what thev teach on the basis of what univessiteach. Mhat follows
represris one secondary schools effort coursedrihadrse disci —plinary lines:

Junior and Senior Offerings

Courses in the upper two years are generally dlaileo both juniors and
seniors. Very few requirements are placed upon uplass students since they are
expected to exercise mature judgment in choosimgy threas of specialization.
Students are expected to sign up for approxima@élyunits of courses per year,
except by special permission from the faculty sctiag committee.
Science

300 Howtofix it

Simple maintenance and repair of household items. | unit
301 Student Teaching in Science-3 W's or TEhis only)
Students will teach science classes in consultatitnscience teachers.
Credit for mini-teaching. 2 units per trimester

303 Intermediate Biology
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An inquiry into life and a study of the basic stwres and functions of
microorganisms, plants, and animals with emphasiewwlutionary steps, patterns of
heredity, animal behavior, and ecosystems. #uni
304 Advanced Biology 4 units
305 TBTI-(theories behind technology)
Inter- disciplinary course of physics and chemisEynphasis on scientific processes
rather than accumulation of facts. 4 units
306 TBT Il

An advanced continuatin of TBT I. 4 units
Social Sciences

310 Rebel
A study of the rebel in contemporary society-hisasans and his
strategies. 4 units

311 Survival
Practical ways of understanding and surviving enfiodern city 2 units

312 which way America
An in —depth approach to key events and peoplestiegted America
20r4 units

313 Backgrounds of Contemporary America
Course starting with contemporary events as a @poard into their root causes. Use
of historical factual data along with American Hl@ggire to capture the American
consciousness of today. Will include some emphasisneans of communicating
these ideas. Can be used in partial fulfillment sthte History and English
requirements. 4 units
314 Black Humanities To be anmed
A study of the writing of the Afro-American peopkth emphasis on the period

from 1900 to the present, oral interpretation aerd Black writing in America and
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the African nations... (Course design cold be a ptop the interested students and
faculty.) A Black teacher is being sought for tbairse. 2 units

What we see here is a set of course titles thigctedin interest in relating course
content to the interests of adolescents. The toghcsen to serve as titles for the
courses are not, as they are so often, U.S. HistodyMath |. They are rather which
way America and Survival. Such course titles ara gense symbolic of the faculty's
desire to develop programs that address in a mgihway the interests of students
who are likely to enroll in them. In this senses thculty is making an effort both to
capitalize on what students already are interestednd to tantalize them with
descriptions that it hopes will satisfy.

These course titles are, for the most part, Outashion in 1993. They were
taken from a list of courses offered in a secondatyool in Chicago in 1968. Our
fashion today is more academic, demanding lessapizand more convention.
Whether one believes the shift from 1968 to 1993%dsicationally beneficial or
detrimental depends on the way in which one vidvesgurposes of the secondary
schools and the needs of the particular populati@nschool or school district.

Mode of presentation and Mode of Response

One of the least-considered options in curriculu@anping deals with the
modalities through which students encounter andesspwhat they learn. For the
vast majority, of subject fields in schools, thedmaoof presentation that students
encounter is either verbal or written language. Tdecher talks or students read
textbooks containing the information and ideas thsy to acquire. To demonstrate
what they have learned. The students are expeatedte or take examinations that
are also presented in written form. Out of tradiéib expectations, we have
inadvertently allowed one mode to so dominate hegpression is to occur in school
that we have come to believe that to have any staleing at all the student must be

able to demonstrate it in verbal or written terms.
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Yet the forms through which knowledge and undeditap are constructed,
stored, and expressed are considerably wider tedmalor written discourse. What
can be known, say, about autumn can take fromisnsfic propositions that deal
with chemical changes in trees, in astronomicappsdions about the location of our
planet in relation to the sun, in poetic expressimctlosing the smell of burning
autumn leaves, in visual images that present tocomsciousness the color of a
Vermont landscape, and in auditory forms that aaptioe crackle of leaves under our
foot- steps. Autumn, in short, is known in a variet ways and the ways in which it
can be known are expressible in a wide range afesspre forms.

Now the significance of this fact for the developrnef educational programs is
considerable. What it implies is that educationalgpams that aim to help children
gain an understanding of the world need to recagthat understanding is secured
and experienced in different ways. What one is sbleow though forms of musical
expression cannot be known in discursive form, aied versa... Humans employ
different performance systems to express what kmey about the world. For the
curriculum designer this implies are to understghdnomena in the variety of ways
in which they can be understood, they need to hlgeopportunity to encounter,
forms that express ideas about those phenomendfenedt ways. Furthermore, it
lippies that if teachers are to understand whatesits know about something, then
students should be given options in the ways inciwithey can express what they
know. In short, students need nor be restrictedni® way of expressing what they
have learned, curriculum designers need not udeavéorms of expression as the
only means of presenting ideas to students.

When one also recognizes that there are aptitifErahces among students
with respect to the knowledge and performance systiney use best, the grounds
for using diverse modes of presentation and regpdesome even stronger. One

could argue that by withholding such opportunitiesm students, a significant
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proportion of them are denied equal educationabdppity and that certain modes
of presentation and forms of response deny themylpertunity to display what they
have learned in the forms that most suit theirtagés.

What | have tried to do thus far is to identify sowf the factors that onecan
take into account in the process of curriculum tgwaent. In particu lar in the
design of materials that may be of help to thetenan his or her work. These
factors, or considerations, are to be viewed asisteu they are tools to be used, not
rules to be followed. There are no rules or recifieg will guarantee successful
curriculum development. Judgment is always requifatd if this task is a group
effort. Sensitivity to one s fellow workers is alyganecessary.
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