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PREFACE 

The nation we are told is at risk. The source of the risk is the quality of 
our schools. The challenge is to create an educational change that will once 
again make us competitive in the economic marketplace. 

The most widely read policy paper on education has initiated a new 
national interest in education. 1 And interest is a necessary condition for 
improving anything. Yet interest alone is seldom enough. What is needed 
is a vision of what counts as desirable as well as the means appropriate for 
achieving what counts. Alas, the road to hell, someone said, is paved with 
good intentions. The basic message of the first edition of The Educational 
Imagination still needs to be heard, at least as I reflect upon the solutions 
those in high places believe will cure the perceived educational ills that 
have been discovered. 

More homework, harder courses, longer school days, and an extended 
school year are important recommendations in the national study that has 
been disseminated so widely to Americans. The justification for concern 
about the quality of our schools is largely economic, despite the polite 
needs given to more lofty educational aspirations. I worry about such jus­
tifications and I worry even more about the prescriptions provided to rem­
edy what those who write such reports believe need to be remedied. Why, 
if schools are so generally poor, would it be better for students to spend 
even more time in them? Such reasoning escapes the logic I am able to 
employ. Why more homework is better, why harder courses are good (it's 
not made clear what "harder" means) is not explained. I am reminded of 
a comment made by an educator at the turn of the century who believed 
in the "mental discipline rationale" for the curriculum. Believing as he did 
that the mind consisted of a set of muscles that were strengthened by hard 
work, he observed that "It really didn't matter much what students studied 
in school-as long as they didn't like it!" Requests-even demands-for 
harder subjects reminds me of his comment. 

The revised edition of The Educational Imagination develops and reaf-

1 U.S. National Commission on Excellence in Education, A Nation at Risk: The Imperative for 
Educational Refonn: A Report lo the Nation and the _Secretary of Education, U.S. Department of 
Education, Washington, D. C. I 983. 
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process might initiate with a vague image of a new way of teaching biology 
or art or the study of American political behavior. That image might even­
tually get transformed into a body of handsome resources, well-written 
prose, and imaginatively conceived opportunities for learning. But such 
materials, like a brilliantly composed musical score, need skillful and sen­
sitive interpretation and a group of people who can interact meaningfully 
with what has been created. If any of these components is missing, the 
process fails. If the score is poor, it is not worth playing. If the perfor­
mance is poor, it will be poorly received. If the audience is ill-prepared to 
deal with it, it will fall on deaf ears. Composers need competent perform­
ers and performers need an appreciative audience. In education, similar 
relationships hold. The teacher might be, in some models of education, his 
or her own composer, but the need for competent performance, if not an 
artistic one, still exists. And the fit between the teacher's "score" and the 
students remains as critical in the classroom as it is in the concert hall­
probably even more so. 
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Five Basic Orientations 

to the Curriculum 

. -·-. 
The subject which involves all other subjects, and therefore the 
subject in which education should culminate, is the Theory and 
Practice of Educati<m. 

HERBERT SPENCER 

. -·-. 
The content and aims of school programs have long been the subject of 
debate. In these debates, differences seldom emerge in the form of 
abstract issues or bald-face confrontations of competing ideologies. Most 
often they emerge in the form of differences about specific practical mat­
ters: Should children be given letter grades? Should children be assigned 
to tracks according to their ability in school subjects? Should corporal pun­
ishment be used or threatened in school? Should the three R's be empha­
sized, and should children be kept back if they do not achieve grade-level 
standards? 

Although the arguments that these questions elicit seldom broaden into 
an examination of principles, it jU!l}.P_()!IBilt__forthose COf!<:~r:ned_ with 
9-esigning educational programs_!_.~3?~ hclrind the issues, to~-¥ond_the 
im1_!1.e<iiat~<:9_n!,r._2_versy, to p_enetr.ate.-1:he_ru.rITDl debate in P!_Q<;r to locate~ 
t~e valu_es. and p:r:.erois5'!S. be}li11_<;l_the . .q1Je.S~Qns. 

-It is my contention that through such analysis the contending parties 
will have a clearer and more adequate basis for dealing with what is at 
issue. Furthermore, an awareness of the various orientations to schooling 
expands one's options in curriculum planning and thus contributes to 

61 



THE EDUCATIONAL IMAGINATION 

one's degree of professional freedom. In this chapter, a framework is pre­
sented for the description of five important curriculum orientations. In 
addition, it provides examples to indicate how these orientations manifest 
themselves in the classroom. 

The function of these descriptions is to make vivid the m~jor ways in 
which individuals think about the aims and content of the curriculum, the 
role that teachers should play in schools, and the criteria that should be 
applied to assess the quality of schooling. Each of these five major orien­
tations is described more pointedly than one is likely to find in any school; 
most schools and most debates about the aims or forms of education are 
not nearly as clearly defined as these descriptions suggest. I have elected 
to make them vivid (and in this regard somewhat oversimplified) so that 
their very important features can be grasped more easily than if their 
details were either extremely subtle or overly complex. Once one under­
stands the values within each position, appropriate modifications and com­
plexities can be provided for. 

Development of Cognitive Processes 
One major orientation to schooling emphasizes the belief that the curric­
ulum provided and the teaching strategies used should foster the devel­
opment of the student's cognitive processes. In this view, the major func­
tions of the school are (1) to help children learn how to leam..ipd (2) to 
proyfde them with the_?pportunittes to use ~nd ~;i_gthenJ.be xadety __ ()L 
intellectual faculties thatilieypossess-:-

In this view, the mind is conceivea of as a collection of relatively inde­
pendent ~culties or aptitudes: the abil~fer, to speculate, to locate 
and solve problems, to relllember, to visuali~t'.L~?._<!~.t~apol<3:~e2-<1!1c!~() c:>1_1. 
ItisTilese facuffies that must come into play in order to deal adequately 
with the problems that individuals inevitably have to cope with during the 
course of a lifetime. For the school to emphasize the mere acquisition of 
information, the accumulation of fact, or even the dissemination of theory 
is not in the long run useful, for surely both facts and theories change, and 
at an alarming rate. If what is already known is emphasized, the student is 
in a poor position to deal with problems and issues that will inevitably arise\' 
in the future, many of which cannot at present even be envisioned. The 
most effective way to deal with such problems is not by storing bodies of 
knowledge in one's memory but rather by strengthening_~c~idve 
processes that can be used later to deal with them. For this to occur, the 
curriculumusedin the ·scfioorandtheforms of .. teaching employed are 
crucial. The curriculum is not t9 elll2_lic:1size_c:ontent, but p!_.o<_:~ss. T~_,i..!;hi.I_l&..._ 
is not to impart; but to helpstudents learn to inquire. 
···10e-roots ofi:h[s orientation to curriculum go back to the work of the 
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phrenologists and faculty psychologists of the nineteenth century and to 
the progressive era in American education, particularly during the 1920s. 
For the phrenologists, the mind consisted of a collection of thirty-seven 
muscles that were located in different parts of the brain. Each section of 
the skull showed the location of these intellectual muscles. Following the 
phrenologists' lead, the faculty psychologists emphasized the importance 
of strengthening these mental faculties through practice, especially prac­
tice that was tough and demanding. Their slogan might be said to have 
been, "It doesn't matter much what a student studies in school, as long as 
he doesn't like it." In short, what was important was that the tasks encoun­
tered exercise the relevant faculties so that through exercise these faculties 
became "strong." 

Although it was believed that content, per se, was not the crucial issue 
in building a curriculum, it was believed that some subject matters were 
particularly useful for the development of specific faculties. Mathematics, 
for example subjects such as algebra, geometry, trigonometry, and cal-

'• culus-was justified not because it imparted content but rather because it 
'fostered mental disci line and strengthened the student's ability to reason, 
Mathematics was justified because o its c · · o t e development 
ofarigorous mind rather than because students need to know the meaning 
ofEUt:lid's fo st thcof'cm. 

It should be noted that in this view the criteria for the selection of cur­
riculum content have an elegance and economy. If tasks or subject matters 
could be identified that strengthen the muscles of the mind, then it would 
be possible to accomplish a great deal with relatively little effort. For exam­
ple, if the ability to deduce were a product of processes strengthened 
through exercise on particular tasks, then one's deductive ability could be 
strengthened with the expectation that those processes would be useful for 
tasks unlike those used to strengthen them. This view assumes, in short, 
general transfer. yVhat transfers is not content, but process: the ability to 
use the variety of processes that the curriculu~~rengthened through 
exercise, ' ---

I~his belief that the work of Thorndike and Woodworth in 1901 
undermined. 1 Testing for the transferability of learning, Thorndike and 
Woodworth demonstrated that transfer was not general but specific. What 
one learned transferred only insofar as the elements constituting the sec­
ond task were identical with those of the first. Thorndike's theory of"iden­
tical elements," and the psychology of learning that he promulgated, had 
a great impact on beliefs about how the curriculum was to be built. 

One such impact was that it could no longer be assumed that the stu­
dent would automatically learn to perform tasks not taught specifically, or 
at least taught in a way that encouraged the transfer of training. Thus, in 
preparing a curriculum in arithmetic, it was not assumed that if a student 
learned that three times four equaled twelve he or she would also know 
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that four times three equaled twelve, or that two times six equaled twelve. 
One could not safely assume general transfer or the use of "reason" as a 
way of coping with new tasks. As a result, arithmetic textbooks placed 
heavy stress on the catch phrase of connectionist psychology-"practice 
makes perfect"-and "recency," "frequency," and "intensity" became 
the guiding principles of effective pedagogy. 

The modern-day resurrection of process-oriented psychology emerged 
in part in the work of J. P. Guilford,2 a psychologist whose major efforts 
have been devoted to the empirical articulation and assessment of a model 
of the structure of the intellect. The model that Guilford conceptualized­
a complex structure that distinguishes over one hundred independ_ent 
intellectual operations-could, in principle, be used to define the vanety 
of tasks that could constitute a process-oriented curriculum. For example, 
if ideational fluency and ideational flexibility using figural material were 
considered important educationally, programs in schools could be 
designed to give children opportunities to use such processes on tasks that 
were intentionally designed to elicit them. What is important here is that 
Jpecific mental operations are thou_ght to b~~:r~II~!iene?, t,hrougll activi­
ties especially designed to require their use. It is on the ability to use such 

· processes that the individual must eventually dep~r.id. The maj_or missi~n 
of schooling, in this view, is to increase the probability that maximum real­
ization of those processes occurs. 

Related to this conception of mind are the various levels of cpgnitive 
operation in the 1 axonomy o} Educational Objectives: Cognitive Domain. 3 The 
six ~hanrreid:ernified-=possessfor:i:·ofTnfor1n,:1tion, comprehension, 
applicatioii, analysis,··· synthesis; and-evaluatign-represent increasingly 
cortlplextorms of thirIKtng:Ine-facit value position embedded in the tax­
onomy is that educational objectives should be developed so that they tra­
verse the entire range of cognitive processes and not simply remain at the 
lower level of cognitive functioning. Implicit in this view is the belief that 
cognitj.ve processes can be cultivated, that educational objectives should 
be derived from levels of cognillv~cuoning, and that test it~fI!.~6-.t.ll~ 
be designed to assess the levels of cognitive achievement that studenl_sh::i.ve 
r~------ . 

Within the curriculum field, a variety of programs have been designed 
that are directly related to the belief in the primacy of cognitive develop­
ment as an aim of education. One such program, Science: A Process 
Approach, 4 emphasizes the use of those operations that are central to sci­
entific inquiry but are also justifiable in their own right. Elementary School 
Science'' is another program that places heavy emphasis on the cultivation 
of those intellectual abilities that are consistent with the spirit of scientific 
modes of thought. Jerome Bruner's seminal work The Process of Education 6 

is an example of a hybrid orientation that marries forms of inquiry used 
in the natural and social sciences with the central concepts and generaliza-
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tions within specific academic disciplines. What these curriculum orienta­
tions have in common is their emphasis on u~ng cug-kuly__I!!__t.ask~-~ 
meai:.i_~ of_fostering .. processes that presumably will outlive_t;h~ probkms...or 
conce~!i~_!Y~:i:e devek>_p~d from. The major aim of these programs is 
the development of intellectual power rather than the simple dissemina­
tion of a body of ideas or information. 

Given this orientation to the aims of educational programs, what might 
be expected of a teacher working within this framework? What might we 
expect to see in the way of teaching, curriculum content, and evaluation 
procedures? How might the values embedded in a cognitive process ori­
entation to the curriculum manifest themselves in the conduct of 
schooling? 

First, the curriculum used in the school would generally be problem­
centeroo; that 1s, students would be encouraged to define problems they 
wisli to pursue, and with the teacher's help the appropriate materials and 
guidance would be provided. Some of iheseprol:ilems would be those 
denned by individual students, whereas others would be the result of delib­
erat10ns by the class or of small groups of students._ The reason a problem­
centered curnculum 1s attractive to those emphasizing the development of 
cognitive processses is that the opportunities to define and solve problems j 
areamong the most critical mtellectual ab1ht1es the school can fos~er. 
Witliouf- the opportumty to conceptualize, to analyze, to deal with ambi- 1 
gu1ty, to locate relevant resources, to evaluate the results of one's efforts, 
the--child 1s unlikely to· use his or her most sophisticated abiht1es. What 
matters most is not the particular content on which these processes are 
employed-the repair of a carburetor can be treated im · · ·1e 
the readin of Othello can be done mindlessly.. ut the exercise of the­
intellectual faculties And for this to occur, conte~o 
t e student and problems that are intellectually challengin are critical.j 

Teaching in thlsorfentatton reqmres not on y the ability to generate\ 
problematic situations for students, hut also the ability to raise the ki99s ) 
of q~udents that directiheir ;ttention to levels of analysisj 
they would not be likely to use without the teacher's aid. The teacher has 
a positive role to play in cultivating "the higher mental abilities" by virtue 
of the tasks provided in the curriculum, the materials that are used, and 
the kinds of questions he or she raises while teaching. 

A classification of the kinds of questions teachers and students raise in 
class ideally reveals a wide range of types and levels. Similarly, the kinds of 
problems and materials with which students work would include not only 
the verbal and mathematical but also visual and auditory modes of concep­
tion and expression. Students might be asked, for example, to transform 
ideas held in one conceptual modality, say a visual mode, into their verbal 
or mathematical "equivalents." The contrary would also occur. Concepts 
framed in linguistic or mathematical terms would be transformed into 
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visual or auditory "equivalents." T}:ie point here is that the focus of cur­
Jt._. ricul_um content is derived from a conception of mental operations_;~ 
7f'I cur 1~ulum 1s essentially an invemionfo bring those processes · .play 

and to ·-strengthen t em. 

Academic Rationalism 
One of the oldest and most basic orientations to curriculum goals and con­
tent may be called academic rationalism. This orientation ~-~~-Jha.Lthe 
major function of the school is to foster the intellectual growth of the stu­
de!!!.!n those SUbJeCt matters most worthyofstudy:-~- --

Schools that devote their time to subjects that while important are also 
capable of being taught by agencies other than the school-driver traiI,1-
ing, home economics, parenting, and so forth-are diverting the schools' 
most precious resource, namely time, away from the schools' proper aims. 
Thus, the expansion of the curriculum to include virtually everything that 
any special-interest group believes important actually weakens rather than 
strengthens the quality of education. What the school should provide is 
attention to the major concepts, issues,-and problems that humans face in 
die course of their hfet1me. The school's curriculum should help students 

-acqmre the techni ues necessa for readin - wharable tlifriiers·have said 
a _<:>ut such concepts, issues, and problems. And the school should develop 
the stuclents' ab1htien001scusscnfically the meanmg Qhhese works. The 
goud school master 1s known by the important subjects he or she refuses to 
teach. 

The most recent expression of this view is to be found in Mortimer 
Adler's Paideia Proposal, a manifesto on education that prescribes a sec-

. ondary school curriculum that allows no room for electives. For many, the 
clarity of Adler's manifesto, its certainty and inflexibility, is a desirable 
remedy to a curriculum that has grown like Topsy, without direction or 
rationale, and which has resulted in a gross lack of curricular coherence. 7 

But who is to determine which subjects are best? Are there intrinsic dif­
ferences in the value of various academic disciplines? The answers to these 
questions for those holding an academic rationalistic position are clear: 
not all disciplines are created equal. Some disciplines-biology. fQr~xam- -~ 
ple-deal with processes that inform one about the nature of life, a topic 
so imeortant that the achievements Ill biological inquiry -shc)uld be a part 
of the mtellectual repertoire of all educat~~ people. Furthermore, if biol­
ogy or1ne··sciences more generally are not taught in school, it is not likely 
that their ideas will be learned. Unlike driver training or home economics, 
education in the sciences is the special province of the school. 

This position is argued in several ways. First, it is argued that biology (I 
use biology only as an example) as a branch of science not only represents 
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a particular discipline ~,!ying __ i_!:_s _o~_i:1_rnntent. .concepts, and patterns _of. 
_i_gquiry, bu_!_it als~epresents ~-special mode of thought-science. Science 
is a fundamental form of human understanding and as such should be 
made available to students. In this argument, biology is a special case of a 
more general and powerful paradigm of human understanding that the 
school should foster, especially because an understanding of its concepts 
and procedures requires ~~cialized forms of instruction. If it is not fos­
tered by the curriculum, it is not likeJY tooe·Teariiea.--

The second ground on which academic rationalists ar-gt!e is that all chil­
dren should be introduced to baslc-fieids-oTstudy~~us~iti~ only in this 
w~t they can discover 1£ they have any mterest m or aptitude for an 
area. It is through contact with the various disciplines that interests and 
aptitudes are stimulated. :part of the task of the school is to enable students 
to discover these interests and aptitudes. --

1 t is-clear-tnatthe- l~tte; i~gumentis not as strong as the former. The 
number of subjects within the various modes through which humans come 
to know are extremely large. If biology should be taught, why not paleon­
tology or meteorology? Interests and aptitudes could be revealed by those 
areas of study, as well. The school must make certain choices; it cannot 
teach everything. But if that is true-and it certainly seems true-what is 
the basis on which choices are to be made? The academic rationalist 
believes that the basic fields~ arts and scien~ai:eitn_p.Qrlaht because 
they best exemplify and exercise the human'srational abilities. Their study 
is wliat education is basically about. Furthermore, within the various fields 
to be taught, the very best content, and the most intellectually significant 
ideas, should be what students encounter. The greatest ideas created by 
the IQ"eatest writers, _exemplified by the greatest works humans have pro­
duced, are th~..£!:<_?per objects of educational attention; 

An academic rationalist view of the curnculum nas been admirably 
argued by one of its chief proponents, Robert Maynard Hutchins. When 
he was chancellor of the University of Chicago he established an under­
graduate program that emphasized the study of t1!,e great books, the use 
of prima!}'. source materials, and the tradition of teaching in the context 
of smafi.::-group discussion. Hutchins was interested in -hdpi~g stµde_!!!s 
secu~nafne regarded a~ a basic libe~at educ~t~~~• a forrn-or§~ucation 
that enables students to as oasicquesnom;-aoout life, trutn,}ust1ce, and 
knowleage·an<l---ro read the works ofiriaividuals- who have provided pow­
erful arnnastinganswe-rs to such questions~OTthis -form of education, 
Hutchins wntes: - -- ·--

Liberal education consists of training in the liberal arts and of understand­
ing the leading ideas that have animated mankind. It aims to help the human r· 
being learn to think for himself, to develop his highest human powers. As I 
have said, it has never been denied that this education was the best for the 
best. It must still be the best for the best unless modern times, industry, sci-
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ence, and democracy have made it irrelevant. The social, political, and eco­
nomic changes that have occurred have not required that liberal education 
be abandoned. How could they? It is still necessary to try to be human; in 
fact it is more necessary, as well as more difficult, than ever. 

Liberal education was the education of rulers. It was the education of 
those who had leisure. Democracy and industry, far from making liberal edu­
cation irrelevant, make it indispensable and possible for all the people. 
Democracy makes every man a ruler, for the heart of democracy is universal 
suffrage. If liberal education is the education that rulers ought to have, and 
this I say has never been denied, then every ruler, that is every citizen, should 
have a liberal education. If industry is to give everybody leisure, and if leisure, 
as history suggests, tends to be degrading and dangerous unless it is intelli­
gently used, then everybody should have the education that fits him to use his 
leisure intelligently, that is, liberal education. If leisure makes liberal educa­
tion possible, and if industry is to give everybody leisure, then industry makes, 
liberal education possible for everybody. 8 

What Hutchins and other academic rationalists argue is that schools 
ould develop man's reason so th~t !ife can be critically exa~ined and le? 
telligently. For reason to be optimized, the most appropnate pedagogi­

cal mode is cl@lectk diSCQSSi~n. R~~ it is used,_~nd 
if it is to be used, it should on tlle problems that are most funda­
menta uman existence. Because SU roblerris have been addressed 
lifliu_Elans ~because th~_pro ucts o t eir ~ork 
varyJn quality, only the very best _should be studied ~y students today. For 
practical purposes, this means that 71:ie curriculum showa consiscof not 
just the major academic disciplines in the arts and the sciences, but the'\ 
very best, the most powerful, the most profound, the grandest of man's J 
intellectual works within those disciplines. For the period of the past 150 
years, the works of Darwin, Marx, Freud, Einstein, Ghandi, Stravinsky, 
Picasso, Louis Sullivan, Corbusier, Joseph Conrad, Camus, Paul Tillich, 
and Max Weber would receive attention. And they wo,mrt-.:;,rpive attention 
in a dialectical mode: throu h discussion. ana)y~.A1'!~ companso . The 
central aim is to develop man's rational abilities by introducinghis\ratio­
nality to ideas and objects that represent reason's highest achievements. 

Some might argue that such an education is fit only for a few, perhaps 
the "top" 10 or 15 per cent of the student population. Academic ratio­
nalists-at least those like Hutchins and Mortimer Adler-believe that all 
men are concerned with essentially the same fundamental questions, ques­
tions that deal with what is true, what is good, what is beautiful, how life 
might be examined, and the like. Although there will certainly be individ­
µal differences among students with respect to the rate at which they deal 
with such material and the depth to which it is penetrated, such an edu­
cation, once reserved for rulers, is the right of every free person. The sub-
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stitution of skimmed milk for rich educational cream is not the way to deal 
with individual differences when it comes to the content and aims of 
education. 

Furthermore, the differentiatieft:--uf content for students of different 
intellectual abilities~ ultimately leads to a kind of social stratification that 
makes it increasingly difficult for people to communicate with each other. 
Because no common educational grounding has been provided in the 
schools, the ideas people can discuss are those provided through the expe­
riences they share. Increasingly, such experiences are provided by the mass 
media, and the mass media, the academic rationalists argue, have very little 
intellectual substance. Thus the absence of a common educational pro­
gram in the long run undermines the very foundations of a social democ­
racy. It undercuts the common intellectual base that a nation needs. But 
perhaps most importantly, differentiation of programs for individuals of 
different ability creates a self-fulfilling prophecy that sets limits to aspira­
tion, forecloses one's options in life, and provides only a small portion of 
the total population with the kind of intellectual repertoire that optimally 
fosters the development of rationality. 

Personal Relevance 
A third orientation to curriculum is one that _emphasizes the primacy of 
personal meaning and the school's responsibility to develop programs that 
maRe such meaning possible. In operational terms, this requires that teach­
ers develop educational programs in concert with students rather than 
from a mandate handed down from the staff of a central office who don't 
know the child. The curriculum is to emerge out of the sympathetic inter­
action of teachers and students within a process called teacher-pupil 
planning. 

A major argument supporting this orientation to curriculmn is that for 
experience to be educational students must have some investment in it­
must have some hand in its development-and that without actual artic­
i ation or the availabilit of real choices withm the curricu schoolin~ 
is likely to be little more than a series of meaningless routines, tasks undg: 
taken to please someone else's conception of what is important. 

For a meaningful form of educational experience to occur it_ is critical 
that teachers regard children as individuals and not as mere memb~rs ~ 
class or a group. Furthermore, the teacher must be able to estahlislw:ap­
p_ort with students; he or she must understand how the child actually feels 
when engaged in activities in school. Without rapport it is not likely that 
the teacher will be m a position to understand the character of the child's 
experience, and unless this occurs both student and teacher are likely to 
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deal with each other as role incumbents rather than as living creatures 
attempting to broaden and deepen the quality of their experience. 

Another major argument underlying this view of the curriculum is that 
'human beings from birth on are stimulus-seeking organisms, not stimulus­
reducing organisms. The task of the school is to ovi e resourc - i 
en_yironment so that t e child w1 , without coercion,. fi_!!Q:...Wbat he or she 
needs i.f! order to ~~- The metaphor is biological: growth is the aim of 
life. 

In developing this view further, it is argued that organisms develop not 
so much from the outside in as they do from the inside out. Education is 
regarded as a process of leading forth from the native ability that the child 
possesses; thus, the ~mage of the teacher is not so much that of a sculptor, 
som~one w~ves shapeTo-To:mil~ss_~J~y;_JjuCrather that of a good_gar­
denerwfio cannot change the basic endowment children _Rossess but who 
can provide the kTiiaoI env1ronmenttnatcan nurt~re-;hatever-aptitiides 
they brmg with tliem miotne·'woricf~uf otth-e interaction ofaptifodes 
and environment, mterests ancfintelligence develop. Once having discov­
ered such interests, the teacher is to foster them by the artful construction 
of educational situations in which those interests can deepen and expand. 
Another way of identifying interests is to talk to children about their inter­
ests and thus to be in a position to prov10e1c5t---rtieiraeveloprnent through 
the curncuiu.rn. ···---------·••· ··-...... --•·•····-- · 

·-~~nition to build on the child's interest is often made as a cor­
rective for educational programs that neglect them as sources of curricu­
lum aims and content. Traditional educational programs are developed 
out of principles that identify educational value within particular subject 
matters or disciplines. Becoming educated means learning how to use the 
ideas within these disciplines. This approach, it is argued, has two educa­
tionally devastating consequences. First, it is often irrelevant to the child. 
Second, it fails to cultivate the child's idiosyncracy by providing few oppor­
tunities that are of particular importance to the individual child. 

One of those who has supported a child-centered approach to educa­
tion is A. S. Neil. 9 He believed that the c~ild shouldJ?lay a_major role in 
determin~ what lie! m _she shau study. In the United States, the emer­
gence or"free schools" in the I 91i0s·represented a similar orientation; the 
child is to be given the "~~.ta..choas.e, .. Th<:. teacher's responsbiility 
is not to coerce but to facilitat<:'.John Holt, a leading and articulate sp-okes­
man tor this vieworcurr1cuTum makes the case this way: 

As a friend of mine put it, we teachers can see ourselves as travel agents. 
When we go to a travel agent, he does not tell us where to go. He finds out 
first what we are looking for. Do we care most about climate or scenery, or 
about museums and entertainment? Do we want to travel alone or with oth-

r 
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ers? Do we like crowds or want to stay away from them? How much time and 
money do we want to spend? And so on. Given some idea of what we are 
looking for, he makes some suggestions. Here is this trip, which will take so 
long and cost so much; here is this one, here is that; Eventually, we choose, 
not he. Then, he helps us with our travel and hotel arrangements, gets us what 
tickets and information we need, and we are ready to start. His job is done. 
He does not have-to take the trip with us. Least of all does he have to give us 
a little quiz when we get back to make sure we went where we said we would 
go or got out of the trip what we hoped to get. If anything went wrong he 
will want to hear about it, to help us and other clients plan better in the 
future. Othenvise, what we got out of the trip and how much we enjoyed it 
is our business. 10 

What one senses from the metaphor of teacher as travel agent is a con­
ception of the teacher's role and of curriculum that values above all else 
the child's freedom to choose, and thus the opportunity to learn how to 
choose as a central aim of educational programs. Holt and others who 
share this view believe that in the process the child's talents will be culti­
vated; such a school allows the child to become his or her own person. 
--i{elated to the view that the child should pla'fa .. signincant role in choos­

ing what he or she shall study is the more recent view of some reconcep­
tualists, such as Max Von Mannen, Madeline Grumet, and William Pinar, 
who emphasize the importance of authentic personal experience and who 
claim that much of schooling remains external or superficial to the deep 
private life that all humans possess. Education, they daim, occurs when 
those engaged in events or activities do so out of choice and with a deep 
personal commitment. 

One can, of course, question the premise that the greatest of all edu­
cational goals resides in allowing children to choose what they think best. 
For one, choice is possible only when one has options and knows of their 
existence. Do children have the experience that will enable them to con­
sider alternatives? If experience is limited, won't choice be limited? How 
can children follow their interests if they haven't had an opportunity to 
learn about possibilities, ideas, skills, and materials they have never 
dreamed of? Do children of eight, ten, twelve, or fifteen really know what 
is in their best interest in the long run? 

What is it that children need? And who should decide? It can be and 
has been argued that "needs" are products of adult judgments of the gap 
existing between the ideals that adults hold and the state at which children 
are during their schoolingj?.~h9~oli11g_~,'.'_~n institutionalized form of edu­
cation is intended to eliminate or at leas!...!,e_Ql,!('.~at..g;;_ip. Furthermore, 
the belief that each child is so differentthat there can be no common edu­
cational program suitable for the vast majority is wrong to begin with. And 
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so the counterarguments proceed. Boyd Bode, an influential American 
philosopher of education during the 1930s and honorary vice-president of 
the Progressive Education Association, underscored this point when he 
chastized his fellow progressive educators for overemphasizing the 
"needs" of children: 

The point is far more than the verbal question of how the term "need" is 
to be employed. It concerns the question of what education should be pri­
marily concerned to achieve. The failure to emancipate ourselves completely 
from Rousseauism and the instinct psychology is responsible for most, if not 
all, the weaknesses of the Progressive movement in education. The attitude 
of superstitious reverence for childhood is still with us. The insistence that 
we must stick like a leech at all times to the "needs" of childhood has bred a 
spirit of anti-intellectualism, which is reflected in the reliance on improvising 
instead oflong-range organization, in the over-emphasis of the here and now, 
in the indiscriminate tirades against "subjects," in the absurdities of project 
planning, and in the lack of continuity in the educational program. It has 
frequently resulted in an unhealthy attitude towards children, an attitude 
which suggests that there is no such thing as a normal child, and that we must 
be everlastingly exploring his insides, like a Calvinist taking himself apart day 
after day to discover evidence of sin. 11 

Even some of the most ardent progressives began to recognize limits of 
self-determined "needs" as a basis for the design of educational programs. 
Alas, we have yet to learn their lessons a generation later, as we search for 
needs not in the child but in the community through a process called needs 
assessment, a process often described as though the needs of a community 
somehow existed independently from someone's judgment. Needs can be 
regarded as the gap between what is and what ought to be. 

It is partly because the students' orientation to schooling is regarded as 
largely governed by extrinsic souces of motivation that those emphasizing 
personal relevance believe it to be so important. Schooling, they believe, 
is not likcly_.tQ.P!Ovide intellectual experience that becomes infefrialized 
unless students participate rn·ilie foimulauon of their goals~ The elective 
systern-----W:aT,rrcm---secmn:hrry--schools-offeriS1argelfa·hoax. In the first 
place, much too much of the student's program is determined by the time­
table rather than by his or her choices. In the second place, institutions of 
higher education usually prescribe such a large number of required 
courses that few real choices are left for students. Students, therefore, too 
often find themselves waiting for the last half of their senior year when all 
of the required courses are out of the way to take the courses in which 
they have genuine interest. Their dues are paid beforehand so that they 
will have the freedom to pursue their education just before they are about 
to graduate. 

What would we expect to find in a school that emphasized a personal 
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relevance orientation to curriculum? How would time be used? How would 
students be evaluated? What modes of teaching would be employed? What 
kinds of content would be studied? 

In the first place, we would probably find schools that are considerably ,-·­
smaller than the ones we have at present, at least smaller than those in , "" ~"· 
urban areas. Size, especially when schools exceed seven or eight hundred 
students, often becomes an obstacle to flexibility. When one is dealing with 
hundreds of faculty members and thousands of students, the differentia-
tion of programs for individuals becomes difficult. The machinery of orga­
nization takes over, despite the claim that large schools can better provide 
a wide array of options for students with special needs or interests. 

What we would find in schools that were genuinely concerned with per­
sonal relevance is a place where interests and the demands of the tasks 
define the amount of time students spend in a course. We would also find 
s,~-perhaps with fifteen students-that were organized around 
a common set of interests and included students of different ages who 
shared that interest. Thus, for example, students of ages eleven through 
fourteen interested in astronomy, in weaving, in geology, or in the care 
and feeding of animals might work together in the same situation. It would 
not be assumed that all children of the same age would have to study the 
same content at the same rate, for the same aims, for a uniform period of 
time. 

The role of the teacher would be one of providing sufficient structure_. 
a:1~lie child's e~p~rience·to be ·eauc~!IC:>n..t!!_y~procl!c!ctj~~, .. 
but 1t would not be prescriptive or coercive. The teacher would be 
expected to stimulate and guide, to introduce the ~hild to new niat:edals 
and ideas,ouflne specific tasks and afriiswmilOhe-aeye!~~~~i!l ~~s~h~r~~ 
c_•~~~~~IJ~· It woulcCiiotDetlie-kTnirof 6ureaucratized relationship that 

often occurs in forms of contract learning. Neither the student nor the 
student's parents would need to sign pseudolegal documents in order for 
commitments to be honored. Indeed, the use of such procedures would 
be anathema, because they exemplify many of the features in our society 
that those advocating truly personalized forms of education seek to 
ameliorate. 

Evaluation would pay great attention to the processes in which students( 
were engaged. How meaningful was the task to the child? What did he 
learn from it? How well, given where the child is, has the task been accom­
plished? What does the student believe she has learned from what she has 
done? How does he think the work could have been improved? What ideas . 
did she formulate that might be pursued in forthcoming projects? _) 

These are some of the questions that might guide an evaluation process 
within a personal-relevance orientation to curriculum. The major focus is 
on the educational development of the individual child, because it is 
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believed that it is his or her development by means of a personal relevant 
curriculum within a noncoercive environment that really promotes the 
realization of psychological freedom. 

Social Adaptation and Social Reconstruction 
A fourth orientation to curriculum is one that derives its aims and content 
from an analysisgf th~~QCi<:_II._!_~~ ~~~~9-l_~~~~-d~~~- I11 .. miu.ui­
entation it is argued that schools are esse_!!!IC:1.lly __ 1_n~~1o~s ~reated to 
serveilieinterests of the society. As such their mission is to locate social 
neeas or at least to be sens1t1ve tc) those needs, and to __erovide the kinds 
of pr~gi_-~~s that are _!~le~nt ror-me<:!~K- the· neecis that have been 
identified. 

Social Adaptation 
It is precisely in the identification of social needs that differences among 

various groups become most acute. One segment of the society regards 
the manpower needs of society as most salient, another segment the need 
for conformity to existing values, still another the need for children to take 
their place in the social order. The conception of needs among all such 
groups is essentially conservative; the role of the school _i_s_ to __ ~~1!-~ajn:the 
status quo. If the society needs mofeffigmeers, doctors, physicists, skilled 
blue-collar workers, the school is regarded as the agency through which 
they will be provided. 

Perhaps the classic case of using schools to meet social needs was the 
response made by Americans to Sputnik I. When on October 4, 1957 the 
Russians sent an unmanned satellite circling the earth, critics lambasted 
American schools for being lax, for failing to provide rigorous programs 
in mathematics and science, and even for being the prime cause of our 
second place in space technology. The schools were urged to remedy these 
deficiencies by emphasizing the teaching of mathematics and the sciences 
in the curriculum. The National Science Foundation, whose attention to 
education had preceded the rise of Sputnik I, embarked on a major fund­
ing program to support curriculum development in these areas. It was 
clear to many that the Russian success in space was ample evidence of our 
failure to offer the kind of educational program that the nation needed. 
From 1958 to 1968 over one hundred million dollars of federal funds was 
spent to sponsor curriculum development projects and to establish sum­
mer institutes for teachers of science and mathematics. 

During the past decade, people have become alarmed that many stu­
dents are leaving school at age eighteen without a clear conception of the 
kind of vocation they wish to pursue. Children should be helped-some 
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people believe-from the beginning of schooling at age five or six to the 
point at which they graduate to reflect about the world of work and to 
develop gradually the skills and attitudes that will increase their employa­
bility. Partly as a result of this concern, career education programs were 
developed. Funded by the National Institute of Education, career educa­
tion curricula have been promulgated in schools in every state of the 
nation. 

Or consider what has come to be called the computer revolution. It is 
often argued that to insure our economic position in the world we need 
individuals who are "computer literate." In California, computer literacy, 
calculation, and communication have been decreed the new three C's of 
education. Industry is interested in students who can use the microcom­
puter, and because the future of high technology is said to require people 
who understand its use, it follows in the eyes of some that schools should 
offer, even require, programs of study in the computer. 

What we see is a general exam~of the forces of social arlaptation~b~IL­
ing_ the priorities of the ~urrkY.l!!m. Seldom is there discussion of what the 
time and resources required for effective computer education will mean 
for the time available for teaching other fields. Rarely is it questioned that 
it is the schools' responsibility to take on this task. The message seems to 
be "our economic well-being will depend upon it, and therefore it 
becomes, de facto, the schools' responsibility." 

The point here is not simply to emphasize curriculum development 
projects in mathematics, the sciences, in career education, or in computer 
literacy, but rather to illustrate the historical use that society has made of 
the schools, namely, as mechanisms for meeting what is regarded as critical 
needs within society. 

The conception of these needs often emanates from what are regarded 
as particularly pressing social ills. Dn~g abu~~. sex education, parenting 
programs, and ecological studi£~11.!__~rea~_?f~_~erE_f()r_ some 
groups, whereas -Hack studies.: ~~xJ~p studie~ a1_1_d C:h}cano_ an_ci_ ~ati_v~ 
Americ:_,!_Q;j)fO~ams represent effo_rts to prov1d~ __ attent1on to ~haJ_ other 
groups belieie to be-·iinJ)_?f!~~T What we see in these programs are the 
results ol"problerris·o·r-aeprivations that influential individuals or groups 
believe to exist. The curriculum becomes the vehicle for remedying such .­
situations. 
~bstantial proportion of those concerned, the needs that are per­

ceived are not radical in nature; that is, they seek no fundamental change 
in the basic structure of the society. The development of a career educa­
tion program, for example, seeks largely to raise the consciousness level of 
students to the world of work as it exists. Career education programs are 
not intended to encourage children or youth to consider alternatives to 
work as it is now generally defined or to question seriously the premises 
and values that give work such a central place in our lives. 
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Social Reconstructionism 
A radical social perspective leads to the social reconstructionist ori~n­

tation to the curriculum. This orientation is basically aimed at developmg 
levels of critical consciousness among children and ymilli ·so·ffiat they 
b~~nas of Ills that ~ecor:rre moti-

, vated to learn how to alleviate them. Programs having this orientation will 
( freq4ently focus on controver~~ what SQJDP_Wri~rs in the socia1 

1 studi~shavecaIIea the closed~r. e':s. o .. f._~oc}'= ..... t .. y.: x~IJgi9_us .. y<:1lues, s~xual pref­
l erences, poltticah:orruptton, race preJUd!c_e..,. and the like: The aim of such 

programs IS not priiiiarily_fo_lielpstudents adapt to a society that is in need 
of fundamental change but rather to help them tqrecognize the real prov 

ctems ana do something about tfi~~ii:'). . · ~. 
- During the Vietnam war stuoents m many high schools became ~oht1-
cally involved for the first time. They felt strongly abou~ what th~y believed 
to be moral inequities within the society-the drafting of high school 
dropouts while their college-going peers were exempted-and protested 
what they regarded as an unjustifiable war. Many ~f those stud~~ts 
demanded and received in their school programs attentton to the polmcs 
of the day. They demanded and received opportunities to design courses 
of study that they believed to be socially significant and to invite speakers 
to the campus who had messages that were unpopular in the general 
society. 

At the college level, the revolt against courses that were prescribed and 
believed to be irrelevant to acute social needs was even stronger. The 
major theme in both cases-at least for some of the protesting students­
was that a different view of what the school or the university should be was 
needed. In particular, such students argued the need to redefine their role 
and responsibility within the academic community. Their conception of 
relevance was derived not from the desire to adapt to what many of them 
regarded as a sick society but rather to build a new, healthier, and more 
just social order. The program of the school, in principle, was to support 
the achievement of such an end. Describing the situation during the late 
1 960s, Stephen Mann writes: 

A fundamental difference in world view is reflected here, and it is by virtue 
of this difference that the various protests blend into one. But this blending 
ought not to obscure what I believe is a matter of fact: that the center ?f 
gravity of student protest is nausea and rage over the way they are treated m 
school in the name of education. Nor is this fact mitigated by another equally 
apparent fact: that what passes for education is a consequence of very much 
the same forces as what passes for foreign policy. Protesting students are 
engaged in a struggle against many forms of oppression, but they are ~illing 
to put a good deal of their considerable energy and talent to work m the 
struggle against the oppression most immediate to their own experience, and 
that is the oppression of schooling. 12 
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What we see here is an attack on schools and, hence, on curriculum, 
because of the roles students are forced to occupy. For some, who take}.­
their cues from the society, the relationship of the school to the. society is 
essentially one of accommodation. '.i]!_t!

0 
~oci<:!>'. ... or~ers _!!Il~ _the school 

obeys. For others, educators such as Mann, the school should cultivate 
tho.se attitudes and skills that will enable the young to build a better 
nation-indeed a better world-than the one in which they live. This 
means, at least for some arguing this view, that the school will have to 
change its structure so that it becomes in form what it hopes its students 
will learn. Thus, if bureaucratized, hierarchical social structures foster 
social inequities and if the school is organized on such a model, it must 
alter its structure in order to be effective. If it cannot change within the 
existing structure of state-funded schooling, alternative private schools 
must be established. Indeed, some individuals holding the social recon-­
structionist view of the curriculum are not at all sanguine about the like­
lihood that public schools can actually convey to students the kind of social 
message that they believe students need to hear. They fear that rather than-.,, 
the message changing the school, the school will change the message. The ., 
only viable route to the kind of curriculum that they believe significant is 
the establishment of alternative schools beyond the control of the existing 
power structure. John Galtung, a leading advocate of peace education, an 
orientation that is social reconstructionist in its aims, says 

First a few general remarks about the form of peace education. It has to 
be compatible with the idea of peace, i.e., it has in itself to exclude not only 
direct violence, but also structural violence. Only rarely is education nowa­
days sold with direct violence; the days of colonialism and corporal punish­
ment are more or less gone. But the structural violence is there, and it takes 
the usual forms: a highly vertical division of labor which in this case expresses 
itself in one-way communication; fragmentation of the receivers of that com­
munication so that they cannot develop horizontal interaction and organize 
and eventually turn the communication flow the other way; absence of true 
multilaterality in the education endeavor. All this relates to form; and if in 
addition the content of education is included, the structural violence becomes 
even more apparent. 13 

Galtung is a ~orwegian who writes out of the European tradition. Closer 
to home we find Americans such as Michael Apple sharing similar con­
cerns. Apple, a curriculum theorist, believes, with Mann and Galtung, that 
much of schooling exploits students, that the form of the curriculum 
defines content of what students actually learn. He writes: 

An examination of these curricular 'systems' illuminates the extent to 
which this kind of ideological movement is occurring in increasingly domi­
nant curricular forms. Here, the rate at which a student proceeds is individ­
ualized; however, the actual product as well as the process to be accomplished 
are specified by the material itself. Thus, it is not 'just' the teacher who faces 
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the encroachment of technical control and deskilling. The students' 
responses are largely prespecified as well. Much of this growing arsenal of 
material attempts as precisely as possible to specify appropriate student lan­
guage and action as well, often reducing it to the mastery of sets of compe­
tencies or skills. 14 

The curricular implications of social reconstruction for specific subject 
fields are profound. Content for the social studies, for example, is to be 
drawn from pervasive and critical social problems and from the hubs of 
social controversy. One does not learn how to cope with problems or con­
troversy by systematically avoiding them in school. Content in the science 
curriculum is not exclusively to be drawn from the problems with which 
scientists work, but from the individual and social problems for which sci­
entific inquiry has some relevance: the causes and consequences of stress, 
community mental health, the implications of the right to die, eugenics, 
environmental pollution, the location of nuclear energy plants. In the arts, 
curriculum content might focus on the hidden forms of persuasion in 
advertising, the impact of new technology on the character of art forms, 
the ideals conveyed to the young by the mass media. What we see here is 

{ 

an emphasis on the questions that citizens have to deal with or that m some 
significant way ~ff.._!_c:J. thdLlives..._One does not avoid deali-;}gwlih such 
questions by retreating to the abstractions of the academic disciplines; one 
uses the knowledge provided by the academic disciplines as a tool for deal­
ing with what is socially significant. 

The other side of the social reconstruction-::5ocial adaptation-orienta­
)) tion_}~~~ot primarily at er~parjrig,_s_tudents to__improve the social 

order by focusmg on its problems, but ra~_aLhelping students acquire 
\ the skills needed to fit into the society, largely a~_ it isJhus, social recon­

structionism and social relevance are at opposite poles, but what they have 
in co~mon is that~look tu -~~-s-~r~~'J'. to de~-~~t~e-a[rri~-ottfi:') 

(ic_hool s program should be.(fhe social reco~~ 
--) ety to locate its difficulties. Once they have been found, the program of 

the school is designed to help children understand these difficulties and to 
be able to cope with them. The person concerned with social relevance 
looks to society to find out what students need in order to get ahead and 
builds a curriculum that aims to achieve that goal. 

The analysis of society as a basis for the formulation of curriculum con­
tent and goals is not as modern as one might believe. Its first formal use 
in American education was in the school survey movement initiated in 
around 1910. The major effort here was to use scientific methods to iden­
tify the strengths and weaknesses of school programs. The field of educa­
tion during that time was in the process of establishing and testing its new­
found scientific approach to education. University professors such as 
Elwood Cubberley and Jesse B. Sears were called on to provide services to 
schools while refining the methodology used in such work. Sears' book The 
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School Survey15 described the theory and methods of such work and 
appeared in 1928. 

But in the field of curriculum the seminal work was done by Franklin 
Bobbitt, who argued that education should prepare for the fifty years of 
adult life the child eventually would lead and not merely be concerned with 
chilhood, per se. To prepare for this life, "the curriculum discoverer," to 
use Bobbitt's term, was to identify the various areas of life for which 
schools should prepare the young. Bobbitt identified ten such areas. The 
next step, according to Bobbitt, was to identify those people in the com­
munity who displayed excellence in each of the ten areas. Their behavior, 
t~e~r understanding: and their attitudes, once analyzed by curriculum spe­
oahsts, would constitute the goals of curriculum: 

The central theory is simple. Human life, however varied, consists in its 
performance of specific activities. Education that prepares for life is one that 
prepares definitely and adequately for these specific activities. However 
numerous and diverse they may be for any social class, they can be discovered. 
This requires that one go out into the world of affairs and discover the par­
ticulars of which these affairs consist. These will show the abilities habits 
appreciations, and forms of knowledge that men need. These wili be th~ 
objectives of the curriculum. They will be numerous, definite and particular­
ized. The curriculum will then be that series of experiences which childhood 
and youth must have by way of attaining those objectives. 16 

Bobbitt's view was a conservative one. But the point of his work was 
neither the virtue nor the vice of being conservative; it was his assumption 
that goals for education reside in the society and that the analysis of that 
society (in his case, successful adults) would provide the basis for the cur­
riculum. Those who aim at social relevance of an adaptive variety as well 
as those seeking to reconstruct the social order share with Bobbitt the incli­
nation to look to the world to find out what schools should teach. This aim 
they share; the images of the world that they see and the aims that they 
espouse, however, could not be farther apart. 

Curriculum as Technology 
A fifth orientation to curriculum is normative in a way that the preceding 
orientations are not. It conceives of curriculum planning as being essen­
tially a technical undertakmg, a question of relatmg means to ends once 
the ends have been formulated. The central problem of the technological 
o~ientation to curriculum is not to question ends but rather to operation­
alize them through statements that are referenced to observable behavior. 
Once this task has been performed adequately, the problem is essentially 
one of designing appropriate means. This means-ends model of curricu-
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!um planning has the virtue of systematizing educational planning; it 
reminds educators to formulate purposes and to use those purposes as 
criteria for evaluating the efficiency and effectiveness of the plans that 
were made. It is argued that schools should be purposive; they should have 
meaningful goals, and it should be possible to determine-indeed mea­
sure-the extent to which they have been achieved. The curriculum is the 
course to be run; the obstacles or hurdles are the learning tasks that have 
been formulated. If they are well formulated, if they provide appropriate 
challenges and are neither too difficult nor too easy, the lessons to be 
learned will be learned and the objectives will be attained. 

This orientation to curriculum planning, as I have already indicated, has 
a long history in education. Benjamin Bloom, Franklin Bobbitt, John 
Dewey, Virgil Herrick, Hilda Taha, Ralph Tyler, and other important edu­
cational planners and theorists have used such a planning model or have 
advocated its use. In addition, the means-ends orientation to planning is 
consonant with the Western world's efforts to control human activicy. By 
conceiving of curriculum planning anct teachmg as technological prob­
lems, the power and precision of "applied science" could be employed in 
the schools, the vagaries of romanticism could be excised, and the uncer­
tainties of art could be replaced by the replicability of the science of cur­
riculum development and instruction. 

The offshoots of this way of conceiving of proper curriculum planning 
are apparent in several of the major educational movements in the United 
States. One of these is called the accountability movement and is often 
associated with program-planning-budgeting systems. Although account­
ability can be conceived of in many ways in educational practice, it is often 
regarded by school administrators and members of school boards as essen­
tially a problem of demonstrating that educational investments yield edu­
cational payoffs. The curriculum of the school is to be so desi~ed_~nd 
evaluated that teachers will be able to provide-evidence of educational 
effectiveness. -Expec-ta-tions that 6perafe iii inousfffare transferred to the 
sch-ool. Because schools are intended to have a product-learning-there 
is no reason why the procedures used to increase the efficiency and effec­
tiveness of factories should not also be applied to schools. Furthermore, 
the application of such criteria and the use of industrial management tech­
niques give school administrators greater control over the system. Within 
such a rationale for curriculum, quality-control procedures are conceived 
of not just as a possibility but as an educational necessity. 

Other spinoffs of the technological orientation to curriculum include 
contract teaching, programmed instruction, precision teaching, and laws 
such as California's Stull Bill, which was designed initially to identify 
incompetent teachers through mandated evaluation. 

What is often neglected or underestimated by those who regard the 
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tasks of curriculum development as essentially technical ones is the way in 
which a technical orientation influences the values the curriculum empha­
sizes. Technique is never value-neutral. And techniques patterned after 
scientific models are particularly likely to produce specific consequences 
for the form, content, and aims of schooling. For example, the position 
that curriculum development is at base a technical undertaking and that 
curriculum has no value position to offer regarding educational ends 
deprives the people with whom the specialist works of judgments about 
the ends to which he or she has a professional commitment. In fact, to take 
no position regarding ends is to take a value position, but it is one of 
absence rather than of presence, as far as educational goals are concerned. 

A second consequence is the impact that a scientific technology has on 
the form of schooling. Scientifically based technologies place high priority 
on the specification of objectives, the development of units of perfor­
mance that can be evaluated after relatively short time intervals, and the 
standardization of those features that lead to the ends that have been spec­
ified. The general tendency is to try to increase efficiency and effectiveness 
by th~ creation of rouiinesl:nat -~fre common across th~~memrise. In many 
situations, such efficiencies do emerge. 

The cost of such routines, however, is not trivial if one embraces a view 
of education that regards the cultivation of productive idiosyncrasy a vir­
tue. The personal relevance orientation described earlier, for example, 
would offer serious objections to the putative virtues of standardization 
within a technological orientation to curriculum. 

What happens when method becomes a salient consideration is that 
method, or technique, becomes the criterion that defines what is accepta­
ble. It is not all unusual for those in school districts who review the behav­
ioral objectives that teachers formulate to pay no attention to the sub­
stance of the objective; the concern is whether it has been stated 
properly-i.e., in conformance with the criteria for stating behavioral 
objectives. Those aims that cannot be so stated fall by the wayside. Form 
sets the boundaries within which the substantive goals of education can be 
articulated. 

What would we expect to see in schools and classrooms in which the 
orientation to the curriculum were technological? How would teaching 
occur? How would students be evaluated? How would the aims of the cur­
riculum be expressed? 

One thing we could expect to see is that each teacher would have spe­
cific measurable goals for each subject area bein__g_t,mgh_t. They wouTaoe, /\ 
as Frank1inBoobiit said, "numerous~ definite, and particularized." Fur­
thermore, each objective ~~~!~--~-:1-_y_e_~<>.Il!e._ qu-!!?:tit~_tiye,_lydefined tes_t_ or } 
test item that would be used to determine whether the_ student had 
ach1eved.th~--ob}ective. The students might be given a list of these objec-
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(tives at the outset of each project or curriculum activity in order that they 
{ would fully understand what they were expected to ac~o~plish. As far as 
( possible all ambiguity with respect to goals would be_ eh~mated. . 

At the beginning of the school year or at the begrnmng of a section of 
Abe curriculum, students would be pretested to determine their l~vel of 

/ entry behavior. The measurement of these beh~viors would be considered 
./ important because it would define the educational development the stu­
) dent had attained and would be used to prescribe the content and tasks he 
f or she needed in order to move toward the achievement of curriculum 

~~~L . 
After this had been done, units of work would be laid out for each stu-

dent or for groups of students, and tests would be administer~d after each 
unit of work to monitor the achievement of students over time. When a 
treatment was ineffective, the student would be recycled into another set 
of tasks, or the tasks would be revised by the teacher so that they were 

pedagogically more effective. . . . . 
This approach is specificially employed m the t~achm? of re~dmg m the 

city of Chicago. In an effort to increase the readmg skills of its students, 
the Chicago Public Schools use an appro~ch that sp~cifies in detail what 
teachers are to say to students in the teachmg of readmg and how students 
are to respond. This program begins in kindergarten and proceeds 

through the eighth grade. . 
A,~rricl!!Yfil-baldng.J:hese..features ~Q.Uldbe vecy . .seguent1al. Each task 

would build on what preceded and would pn:pa!~ for what w~~to co_me. 
Th~-impiic1tTmageofllie currfEulum is"fhat of a sta~rcase :vitn~ew landmgs 
and no hallways feeding into it. The-aim of the stairca.~~ .. i~_to mc~eas~th~ 

. efficiency with which one arrives at the top floo~ln a tech~ologr~ally on-

\

ented classroom, curncuium activities woulcfoften be available m work­
h. ooks or in boxes of sequent~-~~s:ructional materials. Students would 
come to.regard it as tlreir responsib1hty to proceed through the workbook 
or curriculum materials box on their own, although when they needed the 
teacher's assistance they could ask for and get it. More often than not, the 
materials would be color-coded, so the students could know visually where 
they were in the program. Students would_ also b~ able to compare their 
location in the work to be done by comparing their colors. 
r Students as well as teachers would record the progress they had made 

{ 
by maintaining charts or records of the scores derived from the~r tests. ~n 
some classrooms these records would be publicly posted, particularly m 
the elementary grades. At the high school level, each s:udent would r~c<:rd 
his or her score in a notebook and would be responsible for determmmg 
the final grade by calculating the average of the test scores. Specific scores 
would be assigned a specific meaning so that the stu~e~ts would know what 
scores they needed to achieve A, B, C, D, or F. Dev1at1on from these stan­
dards by the teacher would be regarded as a social inequity by the students. 
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The point in having such standards is to objectify the assessment of per­
formance and the rewards that are provided. The tacit image of such a 
classroom is the efficient and effective machine. 

The Import of the Five Conceptions 
Again, what we find is that the dominant framework for viewing curricu­
lum has consequences for the practical operation of schools; each orien­
tation harbors an implicit conception of educational virtue. Furthermore, 
each orientation serves both to legitimize certain educational practices and 
to sanction others negatively. It also functions as an ideological center 
around which political support can be gathered. 

It is difficult to overemphasize the importance of the various orienta­
tions to curriculum that have been described. Rather than being "mere 
abstract" philosophies that have little bearing on the conduct of educa­
tional practice, these orientations are permeated through and through 
with values that shape one's conception of major aspects of practice. What 
the teacher's role is to he is not separable from what one believes the con­
tent of the curriculum to he. If one views optimal educational practice as 
the form that yields predictable and measurable consequences, the teach­
er's role and the character of the curriculum are partly defined. It's no 
good talking about nonempirical outcomes to be realized long after a 
course is completed if results are to be demonstrated in June. If one 
believes that the problems of the society should be the focus for identifying 
the contents of the curriculum, the likelihood of classical studies being 
important is remote. If one believes that the major function of the school 
is to ensure acquisition of the three R's, it is not likely that inductive or 
discovery learning will be given high priority as techniques for instruction. 

Furthermore, each of the five basic orientations has specific implica­
tions for the goals and content of specific subject matter curricula. For 
example, Science: A Process Approach, a science curriculum for elementary­
age children, was developed to foster certain cognitive process skills. Each 
unit of this curriculum is designed to sharpen children's ability to classify, 
to observe, to measure, and so forth. Cognitive processes play a critical 
role in determining what counts in scientific learning. The evaluation of 
the units that are taught is intended to determine whether children can 
employ these processes. 

The significance of each of the five orientations to curriculum also 
becomes apparent if one considers the importance of content inclusion­
content exclusion as an influence on what students learn in school. Each 
of the orientations emphasizes a particular conception of educational 
priorities. Each set of priorities defines the content and influences the cli­
mate within which students and teachers work. Thus the formulation of 
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these priorities has a direct bearing on the kinds of opportunities for learn­
ing that students are provided. If one believes that students should learn 
to form their own purposes, to seek the resources with which they will 
work, to speculate on and consider alternative routes to an end-in-view, 
the ability to perform these functions and to use the modes of thought that 
they require is enhanced if the curriculum provides students with a climate 
and content to practice such skills and attitudes. A process-oriented cur­
riculum establishes the boundaries within which such learning opportuni­
ties will be made available to students. 

If one believes that students need to learn how to cope with the political 
system used in the community and that the best way to learn how to cope 
with it is to focus on real social problems, then it becomes important for 
the curriculum to provide those opportunities to students. A social recon­
structionist view of the curriculum influences what shall be made available 
to students and what shall be regarded as of marginal educational worth. 

The same ramifications exist for each of the other orientations to cur­
riculum. Each has a consequential effect on what is included in and what 
is excluded from school programs as those programs operate both infor­
mally and formally. The general environment and educational climate as 
well as the specific content as such are influenced by the orientation to 
curriculum that one embraces. Because the provision of learning oppor­
tunities is probably the single most important factor influencing the con­
tent of learning in school, the importance of an orientation to curriculum 
can hardly be underestimated. We make a major decision about what shall 
be taught when we decide what image of education is most appealing. 

What stance with respect to these orientations should the student of 
education take? Is one orientation better than the other? Are some ori­
entations unjustifiable? There are two caveats that must be entered with 
respect to each of the orientations. One is the fact that they have been 
described independently of the context in which they are to function. They 
have been described as models or paradigms of educational virtue. In prac­
tice they are seldom encountered in their pure form, although in many 
forms of educational practice one of the five views dominates. Further­
more, because they have been described without reference to context, it is 
extremely difficult to determine which view is most appropriate to a par­
ticular population of children. Thus, although in general one might find 
one orientation closer to one's educational values than another, one might 
be willing to employ another view under particular circumstances. 

The second caveat has to do with the problem of justification. It is my 
position that what distinguishes lay opinion from professional judgment 
with respect to the values guiding curriculum decisions is the extent to 
which the assets and liabilities of particular positions are recognized, as 
well as those of competing positions. Thus, what is reasonable to expect 
from a student of education are good grounds for the position or orien-
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tation embraced. This includes not only knowing what has been accepted 
for practice, but what has been rejected as well. 

To provide such grounds in the course of argument requires a fine con­
ceptual analysis of the problems or decisions that one encounters. It means 
learning how to look at a problem or decision from different perspectives 
and being satisfied with partial data and incomplete answers. It means 
knowing what research has to say, if anything, about different forms of 
practice. The ability to be content with inadequate data for making edu­
cational decisions is a condition of educational life. The data are never 
adequate to justify completely a practical decision, especially if the pro­
posal for educational change is "innovative." In such cases, there is vir­
tually no possibility that data will already have been provided to justify 
scientifically the use of a particular technique or program. 

I have attempted in the preceding pages to characterize five major ori­
entations for dealing with problems of content, aims, organization, teach­
ing roles, and the like in designing educational programs because I believe 
that much of the controversy over what schools should be, how they should 
function, and what teachers should teach arises from conflicting assump­
tions and images of schooling. What we encounter at the point of contro­
versy and contention are often the symptoms of more deep-seated 
differences. 

I am not taking the position that one of the five orientations is better 
than another. Indeed, one thesis of this book is that educational decisions 
always must be made with an eye to the context in which the decisions are 
to operate. Different contexts may justify emphasis on different orienta­
tions. Fur1hermore, it is unlikely that any school will have only one orien­
tation; one may dominate, but it is far more likely that schools will be some­
what eclectic in what they do. The five orientations I have described are 
intended to function as tools for the analysis of existing school programs 
and as foundations for a sharpening of discourse about the planning of 
new programs. 
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The Three Curricula That 
All Schools Teach 

. -·-. 
Perhaps the greatest of all pedagogical fallacies is the notion 
that a person learns only the particular thing he is studying at 
the time. 

JOHN DEWEY 

. -·-. 
The Explicit and Implicit Curricula 

In the preceding chapter five basic ways were described in which the goals, 
content, and methods of curriculum have been conceived. These five ori­
entations provide a way of rationalizing what schools teach. But schools 
teach much more-and much less-than they intend to teach. Although 
much of what is taught is explicit and public, a great deal is not. Indeed, 
it is my claim that schools provide not one curriculum to students but 
three, regardless of which of the five curriculum orientations a scho;l fol­
lows. The aim in this chapter is to examine those three curriculums in 
order to find out how they function. 

One of the most important facts about schooling is that children spend 
a major portion of their childhood in school. By the time the student has 
graduated from secondary school, he or she has spent approximately 480 
weeks, or 12,000 hours, in school. During this time the student has been 
immersed in a culture that is so natural a part of our way of life that it is 
almost taken for granted. In that culture called schooling there are certain 
publicly explicit goals: teaching children to read and write, to figure, and 
to learn something about the history of the country, among them. There 


