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PREFACE

Curriculum: Foundations, Principles, and Issues, Fifth Edition, is a book for re-
searchers, theoreticians, and practitioners of curriculum. It is a basic text for those
studying curriculum planning, development, implementation, and evaluation, as
well as a reference for teachers, supervisors, and administrators who participate in
curriculum making.

The book is a comprehensive, thoroughly documented overview of the foun-
dations, principles, and issues of curriculum. Foundations are the areas of study
outside curriculum that impact the field; principles are the means and methods used
in reflecting about the totality of curriculum and in designing, developing, imple-
menting, and evaluating curriculum; issues are the current and evolving educa-
tional, political, and social dynamics that influence the curriculum field.

The book consists of a one-chapter introduction to the field plus three major parts.
Part I, Foundations of Curriculum, has four chapters: one each on the curriculum’s
philosophical, historical, psychological, and social foundations. Part II, Principles of
Curriculum, comprises chapters on curriculum design, development, implementa-
tion, and evaluation. Part ITI consists of one chapter, “Curriculum Issues and Trends.”

This book differs from other curriculum texts in several ways. Most texts focus
on either theory or practice. Some texts advance a particular political or social po-
sition. Others approach the field of curriculum as an administrative challenge. This
text provides a balanced, comprehensive view of the field of curriculum. We have
avoided taking a particular philosophical, educational, political, or social stance.
Instead, we have aimed at providing a complete view of the field of curriculum so
that readers can consider choices and formulate their own views on curriculum
foundations, principles, and issues. In short, we have supplied a mix of materials
to help researchers and practitioners develop their own interpretations of the
field—past, present, and future.

The book provides three instructional and learning tools: Curriculum Tips, Fo-
cusing Questions, and overview tables. Curriculum Tips give practical meaning to
the research and insights into the curriculum process. The Focusing Questions at
the beginning of each chapter orient the reader and set the stage for the chapter’s
main ideas. The overview tables make learning more meaningful and provide sum-
maries of the major concepts and principles discussed in the chapter.

Every textbook results from the participation of many people. We are grateful
to all. We particularly thank those who reviewed the manuscript: Kimberly Bilica,
Cynthia J. Chapel, and Angela Koppang.

We also want to acknowledge the contributions of Kelly Villella Canton, series
editor at Allyn and Bacon, in the production of the book. Additional thanks to Greg
Erb, the production editor. Their efforts are much appreciated.

A.C.O.
F P H.
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chapter 1

The Field of Curriculum

awmhh o

4

FOCUSING QUESTIONS

Why is it necessary to understand the field of curriculum?
What approach to curriculum do most educators adopt? Why?
How do you define curriculum?

Why do most theorists define curriculum in terms of generic principles
or processes, not specific subject matter?

What fundamental questions guide the field of curriculum?

How do the foundations of education influence curriculum? Which
foundation areas are most important? Why?

What are the differences between curriculum development and
curriculum design?

How can theory and practice be integrated into the planning of
curriculum?

What roles do principals and teachers play in curriculum planning?

Curriculurn as a field of study has been characterized as elusive, fragmentary,
and confusing. Certainly the field can be all that at times, but curriculum as a field
of study is crucial to the health of schools and society. Whether we consider curricu-
lum narrowly as subjects taught in schools or broadly as experiences that individ-
uals require for full participation in society, there is no denying that curriculum
affects educators, students, and other members of society.

Given the plethora of books, articles, and treatises on curriculum, many people
in the field feel frustrated with the continuing confusion. However, the field of cur-
riculum is not intended to provide precise answers but to increase our understand-
ing of its complexities. Curriculum results from social activity. It is designed for
both present and emerging purposes. Curriculum is a dynamic field.!

Analyzing the concept of curriculum in a broad context illuminates what we
mean by curriculum, what it involves, and who is involved and served by the cur-
riculum. We thus look at curriculum in terms of approach (an orientation or per-
spective) and definition. We also consider the relationships and differences
between curriculum’s foundations and domains, its theory and practice, and the
roles of participants in the field of curriculum.

1
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® The Field of Curriculum

Curriculum Approaches

One’s approach to curriculum reflects one’s perceptions, values, and knowledge. A
curriculum approach reflects a holistic position or a metaorientation, encompassing
curriculum’s foundations (a person’s philosophy, view of history, view of psychol-
ogy and learning theory, and view of social issues), curriculum domains (common,
important knowledge within the field), and curricular theory and practice. An ap-
proach expresses a viewpoint about curriculum’s development and design; the role
of the learner, teacher, and curriculum specialist in planning curriculum; the cur-
riculum’s goals; and the important issues that need to be examined.

A curriculum approach reflects our views of schools and society. By under-
standing one’s curriculum approach, and that of one’s school or school district, it
is possible to conclude whether one’s professional view conflicts with the formal
organizational view.

Although schools, over time, tend to commit to a particular curriculum ap-
proach, many educators are not strongly committed to one approach. Rather, they
emphasize one approach in some situations and advocate other approaches in
other situations. Curriculum textbook writers sometimes adhere to more than one
curriculum approach. Curriculum specialists, even curriculum students, need to
examine their approaches.

Curriculum approaches can be viewed from a technical/scientific or
nontechnical /nonscientific perspective. Technical/scientific approaches coincide
with traditional theories and models of education and reflect established, formal
methods of schooling. Nontechnical/nonscientific approaches have evolved as
part of avant-garde and experimental philosophies and politics; they tend to chal-
lenge established, formalized education practices. These approaches are fluid and
emergent.

The remainder of this section outlines five curriculum approaches. The first
three may be classified as technical or scientific, the last two as nontechnical and /or
nonscientific.

Behavioral Approach

Rooted in the University of Chicago school (from Franklin Bobbitt and W. W. Charters
to Ralph Tyler and Hilda Taba), the behavioral approach is the oldest and still the
dominant approach to curriculum.? Logical and prescriptive, it relies on technical
and scientific principles and includes paradigms, models, and step-by-step strate-
gies for formulating curriculum. This approach is usually based on a plan, some-
times called a blueprint or document. Goals and objectives are specified, content
and activities are sequenced to coincide with the objectives, and learning cutcomes
are evaluated in relation to the goals and objectives. This curriculum approach,
which has been applied to all subjects for more than 90 years, constitutes a frame of
reference against which other approaches to curriculum are compared. The
approach has also been called logical, conceptual-empiricist, experientalist, rational-
scientific, and technocratic.3

The behavioral approach started with the idea of efficiency, influenced by busi-
ness and industry, and the scientific management theories of Frederick Taylor, who
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analyzed factory efficiency in terms of time and motion studies and concluded that
each worker should be paid on the basis of his or her individual output, as meas-
ured by the number of units produced in a specified period of time. Efficient oper-
ation of schools became a major goal in the 1920s. (Some critics have termed
Taylor’s approach “machine theory.”)

Ensuring efficiency in schools often meant eliminating small classes, increasing
student—teacher ratios, hiring fewer administrators, reducing teacher salaries,
maintaining or reducing operational costs, and so on, and then preparing charts
and graphs to show the resultant cost reductions. Raymond Callahan later branded
this approach the “cult of efficiency.”* The goal was to reduce teaching and learn-
ing to precise behaviors with corresponding measurable activities.

Bobbitt set out to organize a course of studies for the elementary grades: “We
need principles of curriculum making. We did not know that we should first deter-
mine objectives from a study of social needs. . .. We had not learned that [plans] are
means, not ends.”% He developed his approach in the early 1920s in How to Make a
Curriculum, in which he outlined more than 800 objectives and related activities to
coincide with predetermined student needs. These activities ranged from teeth and
eye care to keeping home appliances in good condition to spelling and grammar.®
Bobbitt’s methods were sophisticated for his day; however, taken out of context, his
machine analogy and his list of hundreds of objectives and activities were easy to
criticize.

It was left to Tyler, who took a number of Bobbitt’s courses at the University of
Chicago, to recognize the need for behavioral objectives that were not so small or
lockstep. He combined basic techniques of curriculum, instruction, and evaluation
into a simple plan. Tyler advocated using a school’s (or school district’s) philoso-
phy “in making decisions about objectives.” Tyler’s approach combined behavior-
ism (objectives were important) with progressivism (the learner’s needs were
emphasized). Tyler was influenced by Edward Thorndike, John Dewey, and the
“scientific movement of curriculum [making] during the . . . thirty years” prior to
his classic text.”

Today few educational behaviorists continue the tradition of Ivan Pavlov’s and
John Watson’s stimulus—response (S-R) theories, but many formulate precise objec-
tives and evaluate programs according to those objectives, urging accountability
plans, outcome-based education, and standards-based education. Many still rely on
direct instruction, practice and drill, monitoring students, and prompt feedback. Be-
haviorism has evolved over the years to address the complexities of human learn-
ing; it now allows for research that investigates the mind’s depths.® Most behaviorist
educators now perceive learners as cognitive individuals functioning within a social
context. Individual students experience and respond to the same curriculum in dif-
ferent ways, depending on their cultural interpretations and prior life activities. The
behavioral approach to curriculum, with its dependency on technical means of se-
lecting and organizing curricula, is likely to continue to serve us well in the future.

Managerial Approach

Reminiscent of organizational theory, the managerial approach considers the
school as a social system in which students, teachers, curriculum specialists, and



