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CHAPTER I

INTRODUCTION

Background of the Study

One major area of current concern for many

educators stems from the rapid growth in production of

curriculum studies designed to update subject content in

various areas of secondary and elementary school programs.

Summary reports such as Current Curriculum Studies In

Academic Subjects (Fraser, 1962), Using Current Curriculum

Developments (Leeper, 1963), and New Curriculum Develop

ments (Unruh, 1965) indicate that major studies are pres-

broad range of subject fields

social studies,including mathematics, natural sciences,

English, foreign languages, fine arts, health and physical

Miles

describes some measure of the extensiveness of these recent

efforts to reform curriculum content in the following

passage.

1

The large-scale resurgence of academic concern 
with school subject matter signalized by the

ently in progress over a

education, and vocational and technical education.
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activities aimed at developing new curriculum con-Indeed,

tent designs have increased so rapidly over the last dozen

years that several writers—viz., Goodlad (1964, p. 9),

Woodring (Heath, 1964, p. 1), Bruner (deGrazia and Sohn,

Although it is still too early to assess the

significance of these curricular innovations in terms of

21) now view these efforts as the initial stage of a new

National Academy of Sciences' Woods Hole Confer
ence (reported by Bruner, 1960) has generated a 
rapidly accelerating number of curriculum studies 
in academic subjects, largely developed along the 
lines of the Physical Science Study Committee 
(PSSC) project. A recent review (Fraser, 1962) 
lists ten projects in science, eleven in mathe
matics, one in English, two in foreign languages, 
and four in social studies, the newest focusing 
on anthropology. . . . Since Fraser's report, the 
Office of Education has announced the initiation 
of Project English and Project Social Studies, 
two similarly large-scaled enterprises; Patterson 
(1962) has reported the immanence of a substan
tial humanities-social-science project; and a 
recent issue of the AAAS Science Education News 
lists four additional science projects, one math
science project, and a project with the ultimately 
appealing acronym ALL (Accelerated Learning of 
Logic) . The National Education Association itself, 
far from confirming the image of "intrenched pro
fessionals" is sponsoring a large-scale Project on 
Instruction, with vigorous involvement of scholars 
from all disciplines (Miles, 1964, p. 3).

wave of major educational reform.

their influence on public education programs, it is not

1964, p. 1), and Clinchy (Gross and Murphy, 1964, pp. 220-
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too early to note the impact which new curriculum revisions

are having on educators in public schools. Efforts related

to content reform have already reached

have produced a large variety of different curriculum con

tent designs, teaching-learning strategies, and educational

materials for consumption by public schools. Public educa

tors are confronted with numerous difficulties, according

in being provided with such an abundance of newto Fraser,

curriculum material.

reviewed numerous curriculum bulletins and news-Barnes

of teachers and school administrators in relationsample

a point where they

letters from school systems across the nation and polled a

A great amount and variety of curriculum material 
is being made available to the schools of the 
nation by current studies and projects in academic 
subjects. Indeed, the local school staff finds 
itself with an embarrassing number of competing 
programs and recommendations that were formulated 
for students generally, or for students in a par
ticular range of ability. In planning for some 
fields, such as science and mathematics, the 
school staff must choose among alternate programs 
because the approaches used in the various plans 
are too disparate to be combined for effective 
teaching. In planning the total school program, 
the staff will need to weigh the competing demands 
on the student's time and energy, because the 
desired "minimums'' of study recommended by 
spokesmen for the various academic subjects add 
up to more school time than is available—even 
without considering student needs for experiences 
in the special subject areas (Fraser, 1962, p. 86).
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to the impact of new curriculum projects on public schools,

over the following problems.

3.

4.

5.

6.

7 .

In short,
designs has expanded educators have found it increasingly

difficult to make competent judgments about the value of

these curricular alternatives for school programs.

traced to the wide gap that exists between the level where

new content designs were developed and the level where they
This gapmust be translated into useful school practices.

to exist because of a lack of effective communica-seems

ists who have produced various content reforms and public

educators who guide the shaping of educational programs for

1.
2 .

Competing programs in the same field.
Disruption of continuity and sequence by the 
introduction of new materials.
Lack of readiness of teachers and the 
resulting pressures of in-service programs. 
Preoccupation of the projects with the abler 
students.
Costs of new equipment and other facilities 
for some programs.
Lack of college courses using the new 
approaches for teachers in training.
Need for ways of evaluating the new programs. 
(Quoted in Alexander, 1964, p. 13.)

as the range of new alternatives in content

In a sense, many of these difficulties can be

and found that educators expressed significant concern

tion, and further, co-operation between academic special-
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local schools.

for this gap and also notes that much remains to be done in

riculum approaches, when he writes:

in new curriculum projects, they have had few opportunities

to acquire basic experiences, training, knowledge, and

skills needed to make sound decisions about the adequacy
As Goodlad indicates above,of these new approaches.

project bulletins and reports, published texts, teacher
etc.) in order to secure rele-commentaries, newsletters,

in mostvant data about new project developments; and.

the basis of information

Certain difficulties

Over the years, subject-matter specialists have 
cut themselves off from a useful body of cur
riculum and pedagogical lore and from associa
tion with the lower schools. The educationists, 
in turn, are largely cut off from direct involve
ment in the updating and reorganization of 
courses and must use indirect means of famil
iarizing themselves with this significant work. 
And today's curriculum reform movement has not 
yet become an integral part of preparation pro
grams either for teachers or teachers of 
teachers. . . (Goodlad, 1964, p. 74).

derived from secondary sources.

order to prepare future teachers for working with new cur-

of new curriculum developments on

Goodlad identifies some factors responsible

public educators have had to use an indirect means (e.g.,

Furthermore, since educators have played such a small role

cases, educators have had to decide about the suitability
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experienced by public educators in determining the adequacy

of new content designs would seem to derive in part, then,
from the wide gap existing between project specialists and
local educators.

The task of appraising new content designs would

also have proved less difficult for public educators had

project specialists formulated their revisions in terms of

the broader concerns, contexts, and pedagogical principles

of public education. Such has not been generally the case,

however; the majority of the national curriculum studies

have been developed in terms of the more limited problems

of updating academic content and exploring to find better

instructional methods and materials for teaching the

revised content.
instruction were made more on the bases of rationales that

derive from specific areas of disciplined knowledge.

the ends and means used to organize newBecause of this,
in the sense thatcontent designs are almost synonymous

"to learn the subject is the end; learning the subject is

(Goodlad, 1964, p. 81).the means"

scholars, working at the frontiers of specific areas of

Thus, students should

learn the kinds of knowledge, attitudes, and skills which

As a result, decisions about content and
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disciplined knowledge seem to possess; and, such knowledge.
attitudes, and skills should be learned by involving stu

dents directly in certain processes of inquiry which will

enable them to discover and formulate basic concepts,

principles, and structures of knowledge relevant to given

areas of disciplined knowledge.

Instructional methods and materials were developed

for the most part by scholars and academic specialists, and

were designed to aid students so that they could learn to

function as specialists. it was assumed thatOf course,

all public school students should learn how to function as

specialists--!.e., they all should learn how to think as

and is concerned with a broader range of functions; hence.

It aims to provide adequate pro-pedagogical principles.
of education for all of the many different studentsgrams

found in a given community, and it seeks to provide each
individual student with a balanced educational program

which will aid him in developing physically, emotionally,
intellectually, socially, economically, and morally. In

Public education, however, operates in a broader context

it involves a much broader field of ends, means, and

scientists, mathematicians, historians, and economists.
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than learning to function as a specialist in some area of
disciplined knowledge.

question the value of these specialized programs of study

means for improving general education programs.

Bellack provides educators with one example of how

they might question the value of these studies of special

ized knowledge for general education when he discusses the

usefulness of economic knowledge

intelligent decisions in public affairs.

as a means for making

as a

other words, public education involves a great deal more

Is it sufficient in general education, for 
example, to have students learn how to think 
like physicists, historians, or economists? I 
think not. For the economist "as" economist 
(to mention just one field) is in no position 
to prescribe courses of action regarding the 
host of public policy issues we face, and ques
tions of public policy and decision loom large 
in general education. To be sure, economics 
does provide us with a body of theory that is 
essential in examining the probable consequences 
of alternative economic policies, and a good 
many of these analytical tools ought to become 
part of the intellectual equipment of all stu
dents. Economists are able to tell us what the 
probable consequences will be if the supply of 
money is increased, or if the interest rates are 
lowered; but they cannot "as" economists tell us 
whether or not we ought to take either of these 
two courses of action. Decisions regarding these 
alternative courses of action involves technical 
economic analysis "and" weighing of values 
(Huebner, 1964, p. 36).

Because of this, educators should
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Here the author grants that it would do all students well

acquire analytic tools necessary for identifying different

alternatives and their possible consequences. But he also
observes that the choosing of an alternative from amongst

requires a personal-social value choice which calls for

moral inquiry and decision-making beyond the functions of

these analytical tools. Because of this,

tion can be raised when the study of specialized areas of

disciplined knowledge is proposed as the major means for

determining what all children and youth must be taught and

required to learn. Although they may be viewed as a neces

sary means for intelligent action, the studies of disci

plined knowledge, in themselves, are not sufficient to help

one act intelligently. Concerning this, Bellack goes on

further to say:

It is therefore clear that both values and 
economic theory are involved in deciding courses 
of action in economic affairs, and both must 
find their place in social studies teaching. 
Here the different modes of thought come promi
nently into play. Technical economic analysis 
involves the empirical mode of thinking (that 
is, it is concerned with matters of fact and 
theory), while considering alternative values

a field of alternatives as

a strong objec-

a directive for public action

to learn something about economic theory so that they may
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Making decisions relating to human affairs, then,

seems to involve at least two levels of inquiry and choice

making; and, educators ought to help students to learn how

to make distinctions between these different levels of

inquiry and choice-making and ought to encourage students

to learn how to use these different levels of inquiry and

choice-making as effectively as possible. The problem of

learning how to make these kinds of distinctions and how

to apply the differentiated modes of inquiry and choice

making effectively becomes all the more complicated when

human affairs are considered which can not be clearly labled
Com

plex social problems can be attacked by using a variety of

different analytic approaches, each one of which may yield

fruitful information and knowledge; as a result, any pro

of social studies that would favor the teaching of onegram

mode of inquiry and choice-making to the exclusion of other

involves the moral mode (that is, it is concerned 
with criteria of what is desirable or undesir
able) . The teacher's job is to help students 
learn to make these necessary distinctions, so 
that they recognize when questions of fact and 
analysis are under consideration and when ques
tions of value are at stake. This would of 
course hold as well for instruction in fields of 
study other than economics (Huebner, 1964, p. 36).

as "historical," "political," or "economic" problems.
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modes runs the risk of seriously limiting the intellectual

development of those students who could benefit from other
modes of inquiry and choice-making.

In summary, then, as long as public educators

commit themselves to guiding all children and youth in

terms of multiple dimensions of human development, they

must exercise caution in selecting content designs lest

they introduce into their school programs an instructional

plan which will limit rather than promote multi-dimensional

It follows from this that newgrowth for all students.

be considered in

terms of the broad concerns and contexts of public educa

tion programs.

then, must find ways and means to study andEducators,

content designs must, as Fraser comments,

A commitment to the broad purposes of American 
education makes it imperative to consider the 
recommendations of each special curriculum 
project within the context of the total school 
program. In addition to the development of the 
intellectual powers of each student, these pur
poses include the achievement of youth of com
petence in human relationships, civic life, and 
economic activities as well as standards of 
appreciation in the arts, literature, and other 
aspects of our culture. The physical, emotional, 
and social development of children and youth as 
well as their intellectual development must be 
considered if these purposes are to be well 
served (Fraser, 1962, p. 89).
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weigh new content designs in terms of the broad purposes
of public education and the broad context of local school
situations. There still remains, however, the practical
problem of how such studies may be initiated and carried

on effectively.

Statement of the Problem

The purpose of this study is to develop an instru

ment which may be used by educators to assess the strengths

and weaknesses of new curriculum content designs. This

instrument will be a framework of evaluative criteria which

will be organized in terms of five sections of criterion-

(1) constructing a generalquestions. These sections are:

(2) formulating objectives;curriculum plan or design;

(3) selecting curriculum experiences; (4) organizing con

tent and learning experiences; and (5) evaluating curriculum

Criteria for this framework will be derived fromoutcomes.

certain curriculum development principles found in educa

tional literature written during the twenty year period.

1945-65.
tions which relate to basic developmental processes and

components involved in planning and constructing a curric

ulum.

The criteria will be stated as fundamental ques-

Thus, they may be used as a means for determining
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the adequacy of certain dimensions of new content designs,

as they are described in various types of secondary

In other words, it is intended to providesources.

educators with an instrument which might guide and aid

them in making a systematic and detailed analysis of new

content designs.

The usefulness of this instrument will be demon

strated by employing it to analyze and make judgments

about the adequacy of a specific new content design in

the area of social studies (Elkhart Project—Economic

Strengths and weaknesses will be determined on the basis

of the extent to which this design provides for specifica

tions of the fundamental criterion-questions. Adequate

a strength, and inadequate provi-

Strengths and weaknesses determined

for generating conclusions and implications relating to

the use of this design as a means for improving a public

school program.

Need for the Study

It would seem both necessary and appropriate,

provision is viewed as

Education, Senesh,

sion, as a weakness.
on the basis of this analysis will then be used as a basis

1960a, 1960b, 1964a, 1964b, and 1964c).
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instrument to aid interested educators in their efforts to
study new content designs. Furthermore, such an instrument
would seem more valuable if it could be designed to serve
at least two complementary functions. First, it should

provide educators with a means for gathering significant

data from secondary sources describing new content designs;

judgments about adequacy of certain basic organizing dimen-

such ansions involved in their designs. In other words,

instrument would seem to be more useful if it could guide

educators in doing research on new content designs and aid

them in reaching more competent judgments about the

As a consequence, this studyadequacy of these designs.
will be concerned with the development of an instrument

which can be used to guide educators in gathering signifi

cant data about certain basic organizing dimensions found

in new content designs and to assist educators in con

sidering these data so as to enable them to make more

designs for a public school program.

One type of instrument which might well serve such

competent decisions concerning the adequacy of these new

therefore, to investigate the possibility of developing an

and, second, it should provide them with a means for making
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a purpose would be a framework of evaluative criteria

devised in terms of certain generally accepted curriculum

principles relating to developing adequate general cur
ricula for public school programs. Educational literature

written over the last twenty years, out of a concern for

problems of curriculum planning, has produced a broad range

of generally accepted principles for developing adequate

curricula. It is felt that these principles can be

extracted from the educational literature and synthesized

to form an evaluative instrument which could serve as a

useful means for aiding interested educators in their

studies and evaluation of new content designs. Accepting

this assumption, the problem becomes one of identifying

such a body of principles and synthesizing these princi

ples into an evaluative framework.

Curriculum development principles can be identified

in terms of two main areas of concern.

certain principles of cooperative and systematic planning

which relate to developing a general curriculum plan or

1960).
cooperative and systematic planning which relate to major

Second, there are certain other principles of

First, there are

design (see e.g., ASCD, 1951 and McNally, Passow, et al. ,
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(1) establishing and

defining objectives; (2) identifying and selecting related

riculum content and learning experiences; and (4) deter-

1950 and Taba, 1960). It is believed that certain curric

ulum principles generated in relation to these two areas

of concern can be used to develop an evaluative instrument

for determining the adequacy of new content designs.

it is believed that these principles can beFurthermore,

translated into fundamental questions in order to guide

educators in gathering significant data about certain basic

organizing dimensions of new content designs. Finally, it

is believed that the specifications called for in terms of

the fundamental questions can serve as a means for gathering

data needed to make competent judgments about the adequacy

of these designs.

be used to identify and organize criterion-questions into

evaluative framework for studying various dimensions ofan
The evaluative framework will containnew content designs.

criterion-questions organized in terms of the following

sections:

organizing processes such as:

(1) constructing a general curriculum plan or

mining and evaluating curriculum outcomes (see e.g., Tyler,

curriculum experiences; (3) relating and organizing cur-

Thus, the above areas of concern will
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design; (2) formulating objectives; (3) selecting curric

ulum experiences; (4) organizing content and learning

experiences; and (5) evaluating curriculum outcomes. As

educators both with a means for making a systematic

analysis of new content designs and

other future curricular innovations proposed for public

school use.

Definitions and Assumptions

In connection with this study, the following defi

nitions and assumptions would seem relevant:

Definitions

Evaluation is defined here according to a defini-1.

tion given in The Encyclopedia of Educational

Research.

a means for studying

Evaluation in education signifies describing 
something in terms of selected attributes, and 
judging the degree of acceptability or suit
ability of that which has been described. The 
"something" that is to be described and judged 
may be any aspect of the educational scene, 
but it is typically (a) a total school program, 
(b) a curricular procedure, or (c) an individual 
or a group of individuals. The process of 
evaluating involves three distinct aspects: 
(a) selecting the attributes that are important 
for judging the worth of the specimen to be

such, the evaluative framework would seem to provide
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Criteria will be interpreted in the sense described2 .

by Brink.

3. Framework of evaluative criteria refers to a system

of criteria organized in relation to certain common

organizational components and elements which are

considered basic to planning and constructing any

curriculum design or instructional plan.

Curriculum is interpreted here in the sense used4.

“the design of a socialby Beauchamp—i.e., as

group for the educational experiences of their

Curriculum design is taken here to refer to the5 .
entire school program in the sense

that Taba interprets it when she writes:

Criteria represent value judgments or generali
zations . . . that are now generally accepted. 
They are derived from a variety of sources such 
as the psychology of learning, investigations of 
the problems and needs of youth, and analyses of 
the role of the . . . school in modern society 
(Douglass, 1964, pp. 211-12).

evaluated, (b) developing and applying procedures 
that will describe these attributes truly and 
accurately, and (c) synthesizing the evidence 
yielded by these procedures into a final judg
ment of worth (Harris, 1960, p. 482).

design for an

Curriculum design is a statement which identifies 
the elements of the curriculum, states what their

children in school" (1964, p. 15).
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New content designs refer to curriculum content6.

revisions produced after 1951 and characterized by

such tendencies as:

a.

b.

c.

d.

e.

f.

g.

Assumptions
New content designs represent specialized patterns1.
of disciplined content and/or instructional plans

relationships are to each other, and indicates 
the principles of organization and the require
ments of that organization for the administra
tive conditions under which it is to operate. 
A design, of course, needs to be supported with 
and to make explicit a curriculum theory which 
establishes the sources to consider and the 
principles to apply. Both are needed in making 
consistent decisions about the curriculum (1962, 
p. 421) .

Originated and developed principally by 
academic scholars and/or groups of subject 
matter specialists representing a specific 
discipline. 
Supported by national professional associa
tions, private foundations, and/or the 
federal government.
Proposed as a means for bringing subject 
content up to date and national in scope. 
Emphases on formation of basic concepts 
and principles, learning by discovery tech
niques, and application in terms of specific 
structures of knowledge.
Development and use of varied instructional 
materials and evaluative techniques.
Provision for inservice education of teachers 
involved in experimental testing of programs. 
Continued revision through experimentation 
and evaluation (based on data found in Goodlad, 
1964, Leeper, 1963, and Unruh, 1964).
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rather than general curriculum designs.

2 . Statements describing different dimensions of new

content designs can be used as one means for evalu

ating these designs to determine their adequacy.

3. Systematic analysis of new content designs can

provide a more consistent basis for making com

petent judgments and decisions about the adequacy

of these designs.

4. Systematic analysis can be more readily achieved

by analyzing new designs in terms of a framework

of evaluative criteria.

A framework of evaluative criteria for determining5 .

the adequacy of content designs can be developed

by extracting and synthesizing generally accepted

curriculum principles from educational literature

on curriculum development.

A framework of evaluative criteria represents one6.
possible means for guiding educators in doing

research on new content designs and for assisting

educators in making more competent judgments about

the adequacy of these designs.
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Delimitations

The new content designs referred to in this study

represent those which have been produced by scholars and

academic specialists after 1951. They are generally

related to specific areas of disciplined knowledge, and

represent concentrated attempts to identify and develop

significant content structures, relevant teaching-learning

strategies, and appropriate educational materials. These

designs are considered in terms of statements found in

secondary sources

etc.) ,published texts, teacher commentaries, newsletters,

and the framework of evaluative criteria is intended prima-

for aiding public educators whose mainmeans

to new curriculum developments tends to be throughaccess

secondary sources.

The evaluative criteria and framework employed in

specific curricular point of view

which is reflected in the writings of curriculum specialists

over the last twenty years. Thissuch as Tyler and Taba,
point of view calls for cooperative and systematic planning

developing curricula and maintains that systematic planin
be strengthened to the extent that it can bening can

this study represent a

rily as a

(e.g., in project bulletins and reports,
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curriculum design development. These processes are:

(1) formulating objectives; (2) selecting curriculum

experiences; (3) organizing curriculum content and experi

ences; and (4) evaluating curriculum outcomes. The design

of this evaluative instrument incorporates this formal

involving interested public educators in an intermediate

level of activities whereby they can systematically analyze

and assess new content designs. Although this design

strictly logical or scientific mode of analysis; rather,

it is viewed as a consistent framework of evaluative

criteria for systematically guiding educators in gathering

data and making judgments in relation to certain basic

dimensions found in new content designs.

Basic Questions of the Study

This study is designed to gather, organize, and

interpret information relating to the following questions:

What kinds of specific criteria can be identified1.
and specified in connection with such basic dimen

sions of curriculum development as:

improved at the level of certain formal processes of

approach, and in doing so, is proposed as one means for

incorporates a formal approach, it is not intended as a
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a.

design?

b. formulating objectives?

selecting curriculum experiences?c.

d. organizing curriculum content and learning

experiences ?

evaluating curriculum outcomes?e.

2. To what extent are these criteria useful in

assessing the strengths and weaknesses of certain

basic dimensions of new content designs?

What conclusions and implications can be developed3.

for programs of public education as a result of an

assessment of a new content design?

What conclusions and implications can be developed4.

in relation to improving a new content design?

What insights and implications can be proposed in5 .

relation to the use of this instrument as a means

tent designs and for aiding educators in reaching

these designs?

for guiding educators in doing research on new con-

more competent judgments about the adequacy of

constructing a general curriculum plan or



CHAPTER II

RATIONALE AND METHODOLOGY

Evaluation of Curriculum Alternatives

In any situation where multiple alternatives can
be proposed for consideration and adoption, it becomes

necessary to set up some basic criteria for determining

the adequacy of the proposed alternatives. Curriculum,
both as an area of educational discourse and activity,

represents just such a situation. In each new era of

educational development, different educators have recom

mended different curricular designs as an effective means

for improving programs of public education. In some cases,

the recommended curricular designs have been based on a

narrow single-principle approach to curriculum development

society-centered, and the subject-centered curricula; in

other cases, the recommended designs have been organized

ulum development and they have resulted in numerous

24

on the basis of a broad multi-principle approach to curric-

such as are found, for example, in the child-centered, the
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more comprehensive curricular pattern.

Certain curriculum specialists, in an effort to
establish some common guidelines for planning and con
structing a curriculum, have sought to establish some
basic criterion-principles (generally having to do with

cooperative and systematic planning in curriculum develop

ment) which could serve on the one hand as general prin

ciples of curriculum development and on the other as

general criteria for evaluating different curricular

patterns to determine their adequacy. One finds these

general criterion-principles stated in articles and texts

on curriculum development written by such authors as Tyler,

Herrick, Goodlad, Smith, Stanley, Shores, Beauchamp, Taba,

and others associated with the ASCD (Association for Super

vision and Curriculum Development) branch of the National

Since these authors approach cur-Education Association.

complex process involving multiple

they generally accept the idea of developing cur-factors ,

riculum designs on the basis of cooperative and systematic

As a result, they have generated extensiveplanning.
systems of general criterion-principles for directing plan-

initiated to develop adequate curricular patterns.ning

variations of a

riculum development as a
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time or the kinds of research competencies needed to

review the literature and to select the criterion

principles necessary for studying and evaluating newly

example, in the current crop of new content designs. As

vant criterion-principles could be extracted from this

literature and synthesized into an evaluative instrument

for guiding educators in their efforts to gather data

about new content designs and to make judgments about

their adequacy.

Significant Terminology

Before turning to the actual task of identifying

and specifying these more relevant general principles, it

would seem appropriate to say something about the intended

The terms tomeanings of the key terms used in this study.

be discussed are evaluation, criteria (general criterion

principles), adequacy, evaluative framework, curriculum,

curriculum design, and new content design. A discussion

the meanings of these terms will also prove useful inof
another sense, for it will provide a convenient point of

developed curricular patterns such as are found, for

Public educators, however, seldom have either the

a result, it would seem useful if some of the more rele-
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entry for clarifying the rationale and methodology which

forms the basis of this study.

Evaluation

priate starting point, because it has to do with a system

atic investigation of some educational factor or alterna

tive approach.

that it is interpreted in The Encyclopedia of Educational

Research,

The educational specimen to be investigated in the fol

lowing pages is a curricular alternative known as a new
This study will investigate a new contentcontent design.

design in terms of its adequacy in planning and construction

Evaluation in education signifies describing 
something in terms of selected attributes, and 
judging the degree of acceptability or suita
bility of that which has been described. The 
"something" that is to be described and judged 
may be any aspect of the educational scene, but 
it is typically (a) a total school program, 
(b) a curricular procedure, or (c) an indi
vidual or a group of individuals. The process 
of evaluating involves three distinct aspects: 
(a) selecting the attributes that are important 
for judging the worth of the specimen to be 
evaluated, (b) developing and applying procedures 
that will describe these attributes truly and 
accurately, and (c) synthesizing the evidence 
yielded by these procedures into a final judgment 
of worth (Harris, 1960, p. 482).

Here, evaluation is being used in the sense

The first term, evaluation, represents an appro-
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rather than in terms of its effectiveness as an instruc
tional plan. In other words, one basic question in this
study is—To what extent has content design been
adequately planned and constructed curriculum plan
for a public school program? This question cannot be

dealt with sufficiently, however, unless a new content

design is considered in the light of certain general prin

ciples of curriculum planning and construction.

certain general principles relating to cooperasequence.

tive and systematic planning in the construction of cur

riculum plans for public schools will be identified and

specified. Once these general criterion-principles are

framework for making an analysis of

In making this analysis, the purpose is to gather signifi

cant data about certain dimensions of a new content design

so that a judgment can be made concerning its worth as a

curricular alternative.

In a

attempt to develop a systematic procedure for continu-an

for by Chase when he writes:

a new

a new content design.

as a

As a con-

established, they will be organized into an evaluative

sense, this evaluative instrument represents

ously evaluating new content designs in the manner called
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I would argue

The choice

is that new content designsWhat Chase recommends here.

should be evaluated in their entirety rather than just

measuring the results achieved after these designs were

It is especially impor-used to instruct school children.

tant to devise a means for evaluating the objectives of

these designs so as to make explicit both the premises on

which they are based and the intended consequences. in

terms of personal and social development, which they are
for these objectives, like all objec-designed to foster;

tives, represent value choices which have consequences for

It seems to me a matter of urgency that we not 
only devise tests and examinations to measure 
the contribution of these new curriculum mate
rials and procedures to the objectives set, but 
that we also find philosophically defensible 
and socially acceptable ways of evaluating the 
objectives themselves. Actually this evaluation 
of objectives has been a part of the curriculum 
studies; and the method used has been to pool 
the judgments of scientists and teachers. The 
bases for these value judgments seem to have been 
the philosophical notions previously referred to 
as to the nature of man and the nature of modern 
knowledge, together with some assessment of 
presumed national or social needs, 
that this process needs to be made somewhat more 
explicit and that a wider range of viewpoints 
should be brought to bear upon it. 
of objectives is too crucial a matter to be left 
to chance or entirely to scientists and other 
scholars, as it has consequences for the kind of 
society we are building and the kind of men we 
are producing (Crow and Crow, 1964, p. 133).
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and "the kind of men" to be developed

one group

can be permitted to assume complete responsibility in

the objectives, once accepted, determine the character of

educational programs.

in setting up objectives must not only be made more

explicit, but must also be broadened to include "a wider

range of viewpoints." It is important to make explicit

the premises and intended consequences involved in formu

lating objectives so that objectives involving weak

premises and inadequate consequences can be modified or

Broad participation is important because itrej ected.

represents a means whereby inadequate premises and conse-

Broad participation

is also important because it provides a means for intro

ducing a wider range of criteria for making other types of

educational decisions required in different areas of a
curriculum design.

limited set of criteria for they do not provide guidelines

"the kind of society"

quences can be contested and modified.

through an educational program.

In a democratic form of community life no

As Chase argues, the process used

New content designs are organized in terms of a

making decisions (value choices) about the objectives, for
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for making certain other kinds of important educational
decisions. Goodlad discusses some critical limitations

of the criteria generally used in developing new content

designs in the following passage, where he writes:

In other words, although such criteria can be viewed as

in making certain types of educational decisions,necessary
they do not provide sufficient directives for making

certain other kinds of crucial educational decisions. As
a consequence, it would seem necessary to find ways to

bring a wider range of developmental criteria into the

To determine what students "ought" to learn on 
the basis of what is significant to the disci
pline and what "can" be learned by a majority 
of students, causes some difficulty. Concepts 
of energy, number, and evolution certainly are 
significant to physics, mathematics, and biology 
respectively. Further, they can be learned in 
an academically respectable way by young 
children. . . . But suppose we find that a range 
of concepts,running the gamut of twenty or more 
disciplines, "can" be learned by young children? 
Since limitations in time necessitate choice, 
what criteria do we use to guide our choices? 
Clearly, some more fundamental validation than 
the ability of children to learn certain con
cepts is needed to help us choose among a number 
of alternatives. The problem is no less pressing 
at the high-school level where, in order to set 
up a social studies curriculum,criteria other 
than student capability are required to arrive 
at an intelligent choice among history, geography, 
economics, political science, sociology, and 
anthropology (1964, p. 55).
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planning and construction of new content designs. It would

of development the different objectives, learning experi—

teaching methods, and educational materials inences,

terms of a wider range of developmental criteria. In

short, both widespread participation in establishing

developmental criteria and continuous evaluation in terms

of these criteria are viewed as necessary and complementary

aspects of an adequate evaluative procedure designed to

improve the planning and construction of any new content

design.

It is interesting to note that Bruner, one of the

prime movers in the new wave of educational reform, reaches

similar conclusions about the necessity of a more adequate

kind of evaluation in his recent book on a theory of

For example, after discussing certain weak-instruction.

in the current evaluative efforts by project spe-nesses

cialists, he concludes that there is a need for continuous

evaluation in planning new instructional designs.

A third result of contemporary exploration in 
teaching is the conclusion that educational 
experiment in the main, has been conducted and 
is being conducted in the dark—without feedback 
in usable form. The substitute for light (or 
usable feedback) is evaluation after the job has

also seem necessary to evaluate continuously at each level
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for improving the planning of a course of study. In con

nection with this "philosophy" of evaluation he lists a

number of basic principles, among which he includes the

following:

The first two principles noted here have to do with

making the process of evaluation continuous in the sense of

during, and after the planning ofcarrying it on before, an

The second two principles have to doinstructional design.
wider basis of participationwith establishing criteria on a

been completed. ... It would seem much more 
sensible to put evaluation into the picture 
"before and during1' curriculum construction, 
as a form of intelligence operation to help 
the curriculum maker in his choice of material, 
in his approach, in his manner of setting tasks 
for the learner (1966, p. 30).

Evaluation is best looked at as a form of 
educational intelligence for the guidance of 
curriculum construction and pedagogy.

Evaluation, to be effective, must at some 
point be combined with an effort to teach so 
that the child's response to a particular 
process of teaching can be evaluated.

Evaluation can be of use only when there is 
a full company on board, a full curriculum
building team consisting of the scholar, the 
curriculum maker, the teacher, the evaluator, 
and the students.

A curriculum cannot be evaluated without 
regard to the teacher who is teaching it and 
the student who is learning it (1966, pp. 163-66).

Furthermore, Bruner advances a "philosophy" of evaluation
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full curriculum-building team

teacher, the evaluator, and the students." These princi

ples are not new to the curriculum specialist since they

have been reflected in curriculum literature for at least

twenty-five years. It is unfortunate that Bruner has only

recently noted the importance of these principles and that

he is just now urging the planners of content designs to

incorporate these principles in developing their instruc-

It is unfortunate because numerous designstional designs.

have already been and are still being produced and pub

lished commercially which have not used evaluation that has

been continuous or based on a wide range of developmental

criteria.

find some means for evaluating these new designs in more

to determine their adequacy ascomprehensive ways
curricular innovations and to adapt them accordingly.

In order to make judgments about the adequacy of

content design it is necessary to identify certain

criteria or "attributes that are important for judging the

worth of the specimen to be evaluated" (Harris, 1960,
The term criteria is used here in the sense that482) .P-

so as

a new

in the sense of involving "a

As a result, it remains for public educators to

consisting of the scholar, the curriculum maker, the
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Brink interprets it.

The criteria to be used for judging the adequacy of

content design are general principles to be selected from

a broad range of curriculum development principles. These

curriculum development principles represent valued rules

of procedure or criterion-standards which are generally

accepted by certain curriculum specialists and writers such

as Tyler, Herrick, Goodlad, Smith, Stanley, Shores,

Beauchamp, Taba, and others associated with the ASCD branch

of the National Education Association.

These general principles cannot be viewed as

scientific principles in the sense of having their validity

experimentally validated; but they can be accepted as

having some degree of validity in the sense that they have

the basis of data derived from such

research.

and research,

Criteria represent value judgments or generaliza
tions . . . that are now generally accepted. They 
are derived from a variety of sources such as the 
psychology of learning, investigations of the 
problems and needs of youth, and analyses of the 
role of the . . . school in modern society (Douglass, 
1964, pp. 211-12).

gained acceptance on

a new

Curriculum specialists have had to rely on

sources as general curriculum experiences, theory, and

general sources such as experience, theory,
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vast complex

of interrelated factors and conditions as to make scien

tific validation extremely difficult to achieve. McNally,

et al. direct attention to this point when theyPassow,

discuss the problem of making a valid evaluation of

riculum improvement program.

Criteria refer to, then, generally accepted curriculum

principles which are derived from such sources as theory

(e.g., democratic theory and learning theory), experience

(e.g., experiences acquired in relation to curriculum

development problems in the Eight-Year Study and other

curriculum improvement projects), and research (e.g.,

research relating to child development and group dynamics) .

"expressions of personal and social belief" (Beauchamp,

Because of this, curriculum principles are viewed as

because curriculum is seen to involve such a

a cur-

The most valid evaluation of any program for cur
riculum improvement is, of course, the degree to 
which it results in enhancing the quality of 
children's learning. It is difficult, however, 
to isolate the direct consequences of any one of 
the many factors which affect quality of learning. 
Hence, the evaluation of the curriculum improve
ment program must be primarily in terms of those 
characteristics which theory, experience, and 
research indicate to be effective and desirable 
in yielding better teaching and learning (1960, 
p. 311).

1964, p- 315) which have come to be generally accepted and
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upheld by certain curriculum specialists

cant guidelines for developing more adequate and effective

curricula.

The criteria to be used for making judgments about

the worth of a new content design will be extracted from a

broad range of general principles of curriculum develop-

General principles are taken here to mean certainment.

formal generalizations which indicate basic rules of pro

cedure (e.g., a curriculum should be developed on the basis

of cooperative and systematic planning) for guiding action

(curriculum planning processes) initiated in an effort to

construct more adequate and effective educational plans

(curriculum designs). These general principles serve

another important function in the sense that they also pro

vide criterion-standards for deliberating upon and making

judgments about other curriculum planning activities and

Thus, general curriculum principles,their resulting plans.

First, they indicate rulespractice in two important ways.

of procedure (guidelines) for carrying on curriculum plan

ning activities and developing adequate curriculum plans;

and second, they provide criterion-standards for evaluating

as being signifi-

which are theoretical in form, can enter into curriculum
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other curriculum planning activities and proposed curric

ulum plans to determine their adequacy.

The term, adequacy, has to do with the extent to

which a given group of curriculum planning practices and

their resulting curriculum plan are consistently organized

in terms of certain fundamental principles of curriculum

development. These general principles usually relate to

planning and producing curriculum designs on the basis of

cooperative and systematic planning.

it can be noted that these

general principles of cooperative and systematic planning

are generally believed to be significant by curriculum

specialists because of the extent to which they satisfy

the requirements of certain other higher-order general

principles.

principles of curriculum theory derives from the extent

to which they consistently satisfy the requirements of

certain other higher-order theoretical principles. The

curriculum principle of cooperative planning and its

related principles of broad participation and shared

deliberation seem to follow consistently from certain

general principles of democratic theory which have to do

In a similar sense,

In other words, the adequacy of the general
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with making decisions on the basis of a diversity of

consensus of opinion (Smith and Lindeman,
1960, pp. 89-123) . The curriculum principle of systematic

planning and its related principles of clear specification.

comprehensive provision, consistent organization, and

to follow consistently from

certain general principles of scientific theory which have

to do with clarity, sufficiency, consistency, and predic

tiveness (Larrabee, 1964, pp. 147-58). Since this study

is designed to identify and specify general principles for

making decisions about the adequacy of a new content

design, it will not elaborate on the adequacy of general

curriculum principles in terms of these higher-order prin

ciples . These higher-order principles are mentioned here

merely to point out that general curriculum criterion-

higher-order level of theoretical principles.

ulum literature certain general criterion-principles that

indicate desirable and vitally necessary characteristics

for developing adequate curricula, the next problem is that

of finding an effective way to structure these principles

principles can be rationally justified on the basis of a

interests and a

flexible feasibility seem

Granting, then, that there can be found in curric-



40
into a useful pattern for making

new content designs. Such a pattern would seem to be more

useful if it could be structured in terms of some signifi

cant decision-making areas which are common to all curric

ulum plans. Tyler distinguishes “four major tasks in cur
riculum construction." These are "the formulation of objec

tives . . . to select learning experiences . . organizing

learning experiences . . . [and] evaluation. . If

(Herrick and Tyler, 1950, p. 61). In his 1950 syllabus on

curriculum development, Tyler uses these tasks to identify

four fundamental questions that need to "be answered in

developing any curriculum and plan of instruction."

1.

2.

3.

4.

Since a new content design is an instructional

plan, it would seem that the tasks and questions indicated

by Tyler would represent

general criterion-principles of curriculum construction

and for organizing these principles into

pattern for determining the adequacy of certain major

What educational purposes should the school 
seek to attain?
What educational experiences can be provided 
that are likely to attain these purposes? 
How can these educational experiences be 
effectively organized?
How can we determine whether these purposes 
are being attained? (Tyler, 1950, pp. 1-2.)

a means for identifying some

a systematic analysis of

a consistent
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decision-making processes in Numerous
other curriculum specialists

decision-making processes as being significant and common

to all curriculum construction efforts. Beauchamp, for

example, makes the following statement in reference to the

significance of these major points of organization.

Objectives, content, and evaluation, according to Beauchamp,

represent significant organizing elements for posing ques

tions which can be used to develop a framework for con

structing curriculum plans, and even, perhaps, a curriculum

theory.

the commonness of these fundamental elements when she

writes:

a new content design.

All curricula, no matter what their particular 
design are composed of certain elements. A cur
riculum usually contains a statement of aims and 
of specific objectives; it indicates some selec
tion and organization of content; it either

seem to accept these major

Another curriculum specialist, Taba, comments on

It now appears as if the real organizing elements 
of a curriculum, and thence a curriculum theory, 
are objectives, content, and evaluation. Objec
tives serve as a directive for the role of the 
school in society and for the selection of con
tent. Content is selected to fulfill the objec
tives. Evaluation is done to determine the 
adequacy of the content for fulfilling the objec
tive as well as the adequacy of the objectives. 
All curriculum questions that may serve as frame
work for curriculum theory are somewhat related 
to these three elements (1961, pp. 118-19).
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Taba also maintains that these common elements

provide basic points for carrying on systematic inquiry

related to the planning and construction of more adequate

Since these fundamental organizing elementscurricula.

to be significant and common to both curriculumseem

plans (curriculum designs) and instructional plans (new

content designs), they would seem to provide a basis for

identifying and organizing general curriculum planning

and construction principles into a consistent framework.

Since these elements also provide a basis for posing

fundamental curriculum questions,they would also seem

useful for formulating some pertinent questions in terms

of certain general criterion-principles of curriculum

As a result, these majorplanning and construction.

organizing elements will be used to develop an evaluative

analysis of new content designs.

implies or manifests certain patterns of learning 
and teaching, whether because the objectives 
demand them or because the content organization 
requires them. Finally, it includes a program of 
evaluation of the outcomes. Curricula differ 
according to the emphasis given to each of these 
elements, according to the manner in which these 
elements are related to each other, and according 
to the basis on which the decisions regarding 
each are made (1962, p. 10).

framework for making an

As was mentioned earlier, there are two
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complementary characteristics necessary for strengthening

an evaluative process.

terms of a wide range of developmental criteria; and

It

is believed that a wide range of developmental criteria

can be obtained by selecting general criterion-principles

from that curriculum literature having to do with the

development of comprehensive curriculum plans. It is

believed that the continuous evaluation of a new content

design can be achieved by identifying and specifying

criterion-principles in relation to those fundamental

organizing elements indicated above.

This study will follow Taba1s identification of

(1) "Formulation of Objectives" ;these elements, which is:

(2) "Selection of Curriculum Experiences"; (3) “Organiza-

Emphasis on these organizing elements is not intended to

ments for planning and constructing a curriculum plan.

criteria can be used for establishing priority in cases

mean that these are the only significant organizing ele-

tion of Curriculum Content and Learning"; and (4) "Evalua-

First, it should be formulated in

second, it should provide for continuous evaluation.

tion of Outcomes of Curricula" (1962, pp. xi-xiii).

For example, the questions—What is curriculum? and What
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where there are conflicting alternatives?—have to do with

other crucial decision-areas where systematic inquiry and

planning can be carried on.

elements is intended to mean that some considerations

relating to these elements are and must be made at some

point in the planning and construction of any curriculum

plan or instructional plan.

organize much of the evaluative instrument constructed in

this study.

Curriculum

This study will use certain general curriculum

principles to make an analysis of a new content design;

it would also seem appropriate to make some dis-hence,

tinctions about the terms—curriculum, curriculum design,

Curriculum is a difficult term toand new content design.

discuss because it is interpreted in many different ways.

in a recent essay on educational models.Macdonald, notes

that this difficulty extends to the use of much educational

terminology.

At present it is well to recognize that there is 
no consistently clear distinction in the use of 
much educational terminology. One definition of 
“curriculum" may well turn out to be the same as

Hence, they will be used to

Rather, emphasis on these
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Because of this confusion in terminology, it further seems

necessary to distinguish what curriculum, curriculum

design, and new content design are intended to mean when

used.

One finds that curriculum specialists also use the

Some followterm curriculum to mean many different things.

Morrison's approach and interpret it to mean "the content

of instruction without reference to instructional ways or

Others accept Krug's interpretation(1940, p. 58) .means"

and use it to refer to "all the learning experiences that

children have under the direction of the school" (1950,

Still others join Smith, Stanley, and Shores andp. 4) .
take it to mean “A sequence of potential experiences

set up in school for the purpose of disciplining children

and youth in group ways of thinking and acting" (1957,

Some agree with Beauchamp who views curriculum as

the design of a social group for the educational experi-

of their children in school" (1964, p. 15). Thenences

the next definition of "instruction," and this 
definition of "instruction" could likely be 
synonymous with another's definition of 
"teaching." It is in fact indicative of the 
general level of development of the total 
field that educational definitions are fuzzy 
and conflicting (Macdonald and Leeper, 1965, 
pp. 2-3) .

p. 3) .
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there are those who interpret curriculum as an individual

phenomenon in the sense that Shane and McSwain define "the

psychological curriculum"

the learnings, skills, habits, and attitudes—that the

child has made a part of himself and that govern his

result of the environment provided by the

school" (1958, p. 170).

Xt is interesting to note that Shane and McSwain,

after reviewing various interpretations of curriculum

(including those listed above), conclude that all these

interpretations are complementary and can be combined to

170-71).develop “a workable interpretation" (1958, PP-
Although such an interpretation would seem to represent an

admirably comprehensive statement about the many factors

that it really would provide "a workable interpretation."

It involves such a complex field of dimensions and factors

to be clearly unmanageable when it comes to makingas

specific distinctions concerning concrete guidelines for

planning and constructing feasible curriculum plans. What
to be needed is "a workable interpretation" which onseems

the one hand would be more economic in the sense of being

as "the sum of the experiences—

behavior, as a

that a curriculum may indeed touch upon, it is doubtful
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simply and systematically descriptive, and on the other

sense
of being applicable and affective for many different cur

riculum situations.

design of a social group . . .“) would seem to provide a

more workable interpretation. It includes those components

necessary for identifying and specifying curriculum guide

lines related to constructing a curriculum on the basis of

cooperative and systematic planning. It takes into con

sideration that a curriculum is

plan) developed by

specialists, community members, and students) for the

educational experiences (content, learning experiences.

and activities) of their children (certain children and

youth having specific differences in interests, abilities.

and potentials) in school (a particular institutionalneeds,

context). These components provide both for the economic

and the generative requirements proposed above.

For example, in the sense that this interpretation

the design of a social group, it

introduces two basic components for generating principles

approaches curriculum as

a design (an educational

a social group (educators, various

have a necessary degree of generative power in the

In this sense, Beauchamp's interpretation ("the
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relating to cooperative and systematic planning. Since a
curriculum is developed by one social group for another

in general, and institutional groups in particular. The
considerations about American society.

considerations about a democratic form of community life;

democratic form of community

life can lead to the establishment of general procedural

principles for directing the development of relationships

between different social groups in an institutional con-

And these general procedural principles, in turn.text.

provide operational directives for developing various

types of institutional relationships such as those carried

on to plan and construct an educational plan and those

carried on to educate children and youth in terms of a

Beauchamp identifies someconstructed educational plan.

basic principles related to considerations about a school,

society, and a curriculum which show how educators can move

social group to the

development of a curriculum on the basis of cooperative

planning.

1. The elementary school is created by a social 
group; therefore, it must serve social purposes.

from curriculum as the design of a

social group, it requires some considerations about society

These basic principles are:

and, considerations about a

in turn, lead to
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2.

3.

4.

5.

6.

economic basis for making considerations about a school,

society, and a curriculum which can lead to the generation

of general procedural principles having to do with coopera

tive planning in curriculum construction. Cooperative

planning can be further refined to include the related

principles of broad participation and shared deliberation

The establishment of thesein making curriculum decisions.

common guidelines for planning and

situation wherein the character of a curriculum will be

Social purposes in a democracy are determined 
by a consensus of the membership of a group 
and not by any special segment of the group 
or by any individual.
Professional personnel (teachers, administra
tors, and so forth) must be sensitive to the 
will of the people in order to carry out 
common policies cooperatively desired. 
It is the task of the elementary school in 
particular to help society induct its youth 
into the culture of which they are a part. 
The nature of the assistance that the school 
renders society must be determined democrat
ically by all members of the society that the 
school is destined to serve.
The function of professional personnel is to 
exert leadership that will help the total 
community determine the nature and scope of 
the curriculum, and to act as professional 
technicians in devising and executing a con
crete plan for carrying out cooperatively 
determined decisions (Beauchamp, 1956, p. 41).

general principles as

constructing a curriculum is not viewed as leading to a

The component, a social group, can provide an
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substantively determined by these principles. Instead, it

basis for developing a situation in

which educators and others involved in particular institu

tional contexts can cooperate to make decisions about the

operational content (objectives, curriculum experiences,

etc.) which should make up a specific design. itThus,

can be

used to explore and generate significant general procedural

guidelines and particular curricular decisions. It can

a means for developing a framework which enablesserve as

educators to consistently relate general procedural guide

lines and particular curricular decisions in order to con

struct a given curriculum plan in ways that are theoreti

cally adequate and practically suitable. Because of this,

Beauchamp's interpretation of curriculum is viewed as

employed for interpreting curriculum in this study.

Design, here, refers tohis interpretation of curriculum.

educational program for children and youth. In the sense
that it is a plan, it would seem to involve two significant

is seen to provide a

a general educational plan used to make decisions about an

would seem that the component, "a social group,"

representing a workable interpretation; and, it will be

Beauchamp also includes the component, design, in
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characteristics necessary for systematic planning. First,
formal expression which contains some kinds

of statements about how to proceed in an educational

for proceeding consistently in an educational situation.

Now a design is considered as more or less adequate

depending on the extent to which its statements and

organizing elements are systematically developed so as to

provide a more effective basis for making important cur

ricular decisions .

Herrick, maintain that systematic planning in relation to

developing design statements and organizing elements can

be improved by defining the term, curriculum design, in a

As a result, Herrick pro-more precise and rigorous way.

that curriculum design be interpreted in the folposes

lowing way.

then,A curriculum design is taken, specific

statement which indicates the major organizing elements

and the relationships amongst these elements as they are

Curriculum design is a statement of the pattern 
of relationships which exist among the elements 
of curriculum as they are used to make one con
sistent set of decisions about the nature of 
the curriculum of the child (Herrick and Tyler, 
1950, p. 37) .

it should be a

to refer to a

situation; second, it should reflect an organized scheme

Curriculum specialists, such as



52

used by educators in making a consistent set of decisions

about an educational program for children and youth.

Herrick further proposes that curriculum design

statements, organizing elements, and their relationships

be improved if they are developed in terms of certaincan

requirements. Herrick recommends that a design can be

planned more adequately and effectively if it is organized

around certain questions fundamental to all curriculum

construction efforts. These questions have to do with such

problems as formulating objectives, selecting curriculum

experiences, organizing content and learning experiences,

and evaluating outcomes. He recommends that a design can

be constructed more adequately and effectively if it is

developed in accordance with certain general curriculum

These criteria have to do with such desirablecriteria.

curriculum characteristics as clear specification, compre

hensive provision, consistent organization, and flexible

Finally, Herrick contends that a design whichfeasibility.

is organized around these fundamental curriculum questions

and constructed in accordance with these general criteria

more adequate and effective basis for making

consistent and competent decisions about a curriculum

will provide a
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program for children and youth.

similar approach in discussing

riculum and plan of instruction" (Tyler, 1950, p. 1) .

Tyler projects his rationale by posing four basic questions

which have to do with four major tasks of all curriculum

construction efforts; then, he goes on to consider multiple

criteria under each question which serve as significantcan

operational directives for guiding educators in developing

adequate and effective responses to these questions. Tyler

and Herrick both agree about the necessity of a well

organized and constructed curriculum design or objective

petent decisions concerning an educational program for

They also agree in relation to organchildren and youth.

izing this design around fundamental curriculum questions

and constructing it in accordance with certain general

curriculum criteria.

Herrick's definition of curriculum design and interprets

it in a way that includes some of these other considera

tions stressed by Herrick and Tyler in relation to

rationale as a means for making more consistent and com-

Tyler also uses a

Taba, writing a dozen years later, builds on

the development of an "objective rationale" for "any cur-
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developing a more adequate design.

Taba views curriculum design as a statement which goes

beyond merely identifying the curriculum elements and their

relationships and indicates, in addition, the basic organi

zational principles, the requirements of the organization

in relation to administrative conditions, and the supporting

curriculum philosophy. Taba's interpretation differs from

Herrick's,

sideration of three other significant components for

building an effective design.

(1) identifies major elements such as formament which:

tion of objectives, selection of curriculum experiences.

organization of curriculum content and learning experiences,

relationships amongst these elements—e.g. , how objectives

Curriculum design is a statement which identifies 
the elements of the curriculum, states what their 
relationships are to each other, and indicates 
the principles of organization and the require
ments of that organization for the administrative 
conditions under which it is to operate. A 
design, of course, needs to be supported with and 
to make explicit a curriculum theory which estab
lishes the sources to consider and the principles 
to apply. Both are needed in making consistent 
decisions about the curriculum (1962, p. 421).

A curriculum design, according to Taba, is a state-

then, in the sense that it requires the con-

and evaluation of curriculum outcomes; (2) identifies the
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relate to making decisions in other areas; (3) indicates

the basic principles of organization—i.e., principles

relating to organizing centers such as concepts and ideas

and behavioral operations, and to organizing characteris-

integration of knowledge; (4) indicates the administrative

requirements for achieving adequate consideration in rela

tion to the above mentioned organizing centers and charac

teristics; and (5) makes explicit the supporting curric

ulum philosophy including relevant sources and related

principles . Taba goes much further than Herrick in

specifying what a curriculum design ought to include. In

components which are generally involved in a curriculum

design, but usually only briefly discussed. Since these

components play a significant role in relation to the deci

sions made about an educational program for children and

youth, it would seem consistent to develop them as a neces-

curriculum design and to emphasize systematic

planning throughout all these components.

Because of this, Taba's interpretation will be

this study to indicate the meaning of the term,used in

sary part of a

doing so, however, she directs attention to other basic

tics such as scope, sequence, continuity of learning, and
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curriculum design. The organizational components specified

by Taba will be considered in an introductory section of

the evaluative instrument to be developed in this study.

necessarily relevant for constructing an adequate general

curriculum design.

basic criteria having to do with planning and constructing

an adequate general curriculum design, the evaluative

instrument will proceed to consider some basic criteria

under four more specific categories. These four categories

are based on certain major organizing elements which seem

to be commonly involved in all curricula and instructional

(1) formulating objec-The four categories are:plans.

tives; (2) selecting curriculum experiences; (3) organizing

content and learning experiences; and (4) evaluating cur

riculum outcomes.

like Herrick and Tyler, also supports theTaba,

idea of developing these organizing elements in accordance

with the requirements of certain general criteria related

As a result, the criteria ofto systematic planning.

systematic planning (clear specification, comprehensive

After identifying and specifying some

criteria of cooperative and systematic planning which seem

In this section, there will be listed some significant
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provision, consistent organization, and flexible feasi-

a basis for identifying and

selecting significant criteria to be established under

these four specific categories. Once criteria can be

established for all these areas of evaluative concern,

they will be reformulated and posed as questions which can

be used as guidelines for studying and evaluating several

significant dimensions of new content designs. As ques

tions, these criteria would provide educators with specific

reference points for gathering data about a new content

provide a more concrete means for making competent judg

ments about the worth of a new content design.

New content designs refer to a particular group of

curricular content revisions which have been produced in

varied subject areas (natural sciences, mathematics,

to do with the updating of academic content, the develop

ment of more effective instructional strategies, and the

preparation of improved educational materials. The develop

ment of new content designs has now reached the point where

certain common tendencies can be identified in relation to

bility) will also be used as

design; and once the data are gathered, it would seem to

English, social studies, etc.) since 1951, and which have
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the construction of these designs. New content designs,

tendencies as:

a.

b.

c.

d.

e.

f.

g.

It seems apparent, in the light of these common tendencies.

that a new content design cannot be viewed as a curriculum

since it is not “the design of a social group for the

educational experiences of their children in school"

It is not an educational plan(Beauchamp, 1964, p. 15).

for a general school program; rather.

single dimension of development—intellectual development

It is not developed by ain a particular academic area.

it focuses on a

Originated and developed principally by 
academic scholars and/or groups of subject 
matter specialists representing a specific 
discipline.
Supported by national professional associa
tions, private foundations, and/or the 
federal government.
Proposed as a means for bringing subject 
content up to date and national in scope. 
Emphases on formation of basic concepts and 
principles, learning by discovery techniques, 
and application in terms of specific struc
tures of knowledge.
Development and use of varied instructional 
materials and evaluative techniques. 
Provision for in-service education of 
teachers involved in experimental testing 
of programs.
Continued revision through experimentation 
and evaluation. (Based on data found in 
Goodlad, 1964, Leeper, 1963, and Unruh, 1964.)

developed thus far, seem to be characterized by such
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local school context; rather,

it is developed by special groups of academic experts

working outside a public school situation. It is not

designed for a specific group of children and youth

developed for children and youth in general who probably

will be taught a particular academic subject.

on one academic subject or one group of academic subjects,

A curriculum design,ulum design. in terms of what has

been said above, is a consistently organized educational

plan for a general school program which identifies certain

major organizing elements and their relationships, indi

cates basic organizational principles and their require

ments in terms of administrative conditions, and makes

explicit a supporting curriculum philosophy. A content

design fails to satisfy the conditions called for by a cur

riculum design in two ways.

instructional plan in terms of a particular content area.

it is too narrow in scope to satisfy the requirements for

Bellack comments on the narrow

social group involved in a

a general school program.

as in social studies, it cannot be identified as a curric-

Furthermore, since a new content design concentrates

First, since it is a specific

involved in a local public school context; rather, it is
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focus of many of these special projects in the following

statement.

Since these designs have been developed in the main

out of a concern for subject matter derived from separate

disciplines, they are inadequate as general curriculum

designs in the sense that any single-principle design can

Second, although a design doesbe said to be inadequate.

say something about the components designated as necessary

to a curriculum design, it does so very inadequately.

Chase (Crow and Crow, 1964, p. 133) pointed out that new

content designs contain objectives which are based on a

philosophy that is neither clearly expressed nor achieved

Brunerby considerations of

(1966, p. 30) pointed out that these designs are developed

The focus of attention in each of these projects 
is an individual discipline. Little or no atten
tion is given to the relationships of the indi
vidual fields to each other or to the program of 
studies within which they must find their place. 
National committees in the field of chemistry, 
physics, and biology have proceeded independently 
of each other. The projects in economics, geog
raphy, and anthropology are unrelated to one 
another or to the other social sciences. Only 
in mathematics has there been a disposition to 
view the field as a whole, but this is a reflec
tion of developments within the discipline of 
mathematics at the highest levels of scholarship 
(Huebner, 1964, p. 27).

a wide range of viewpoints.
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tinuous nor cooperatively achieved. Goodlad (1964, p. 55)

organized generally around

only two criteria—viz., the significance of content to a

discipline and the capability of students to learn the

desired content. Goodlad has also noted. on another occa

sion, that content designs are not specific about the obj ec-
tives and student behaviors to be developed in connection

with their curriculum programs.

Theyand constructed in several different respects.

involve inadequate educational philosophies, evaluation

processes, criteria of content selection, and specifica-

Because of this, one must concludetions of objectives.

Emphasis on the subject-field as both ends and 
means of schooling has brought with it several 
troublesome problems. In their preoccupation 
with what "content" is to be learned, some 
project staffs have flagrantly violated or 
ignored the old curriculum principle: specify 
what the student is to be able to do. One 
searches in vain for such specification in the 
manuals and other descriptive documents of many 
projects. Even in what one must conclude are 
the best programs, from the point of view of 
specificity in educational objectives, one is 
usually forced to settle for vague statements 
about learning the structures and methods of 
the subject and to think like a chemist or 
physicist (1966, p. 51).

noted that these designs are

in terms of an evaluative process which is neither con-

New content designs, then, seem to be poorly planned
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that a content design is inadequate curriculum plan

It needs to be

planned and constructed in more cooperative and systematic

ways so as to strengthen its potentials as a curricular

alternative. Granting that the weaknesses discussed above

are found in new content designs, a crucial problem for

public education is that of developing

interested educators can be guided in studying and evalu

ating a new content design to determine its strengths and

It is individual educators, working in localweaknesses.

school contexts, who must be able to make competent and

consistent decisions concerning the adequacy of a new

content design, since it is they who must translate these

alternatives into effective school practice. An evalua

tive instrument designed to pose some basic categories of

criterion-questions relating to various dimensions of a

new content design would seem to represent one definite

As a result, this study willstep in this direction.

of an evaluative instrument offocus on the construction

this type.

Summary

In this chapter, the meanings of certain basic

a means whereby

as a
or design for public school programs.
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terms employed in this study have been considered in order

to clarify the rationale and methodology which form the

basis of the study. Evaluation is viewed as having to do

with identifying basic criteria for gathering data about

content designs and for making judgments about the ade-new

quacy of these new designs.

sent certain valued general curriculum principles related

to cooperative and systematic planning in constructing a

curriculum design. Since curriculum is viewed as a socially

developed design, it is seen to require that the planning

and constructing of this design be carried on in accordance

with such principles of cooperative planning as broad par

ticipation and shared deliberation. In the sense that

curriculum design is taken to mean a statement which iden

tifies organizing elements and their relationships, indi

cates organizational principles and their administrative

requirements, and makes explicit a supporting curriculum

philosophy, it is seen to require planning and constructing

design on the basis of such principles of systematica

planning as clear specification, comprehensive provision.

consistent organization, and flexible feasibility.

These criterion-principles will be organized into

The criteria to be used repre-
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general curriculum design considerations and four cate

gories of specific design considerations. The first

general category will involve criteria which relate to

planning and constructing a general design. The second

group of specific categories will involve criteria relating

(1) formulating objectives; (2) selecting curriculum

experiences; (3) organizing content and learning experi

ences; and (4) evaluating curriculum outcomes. The

selected criteria will be presented as questions which

require certain specifications having to do with adequacy

in design planning and construction. As such they will

provide definite reference points for making an analysis

Once data are gathered inof a given new content design.

terms of the specifications of these criterion-questions.

they should provide a concrete basis for making competent

and consistent decisions about the adequacies and inadequa-

To the extent that it wouldcies of a new content design.

it would be seen to provide educa-function in this manner,

ricular alternative.

tors with one adequate and effective means for studying a

to planning and constructing a design in such areas as:

new content design and determining its adequacy as a cur-

an evaluative framework which includes one category of



CHAPTER III

DEVELOPMENT OF EVALUATIVE CRITERIA

In this chapter, certain criterion-principles will

be developed for use in an evaluative framework designed

to analyze new content designs. These principles are to

be selected and grouped in terms of the following organ

fl) constructing a general curriculumizing processes:

plan or design; (2) formulating objectives; (3) selecting

curriculum experiences; (4) organizing content and learning

experiences; and (5) evaluating curriculum outcomes. Since

these criterion-principles relate primarily to the organ

izing processes noted above, they do not represent an all-

inclusive listing of principles of curriculum planning and

construction.

The principles to be used will be extracted from a

body of curriculum writings authored by curriculum special

ists such as Tyler, Herrick, Goodlad, Smith, Stanley,

Shores, Beauchamp, Taba, and others associated with the

65

Selection and Organization of
Criterion-Principles
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ASCD branch of the National Education Association. These

writers approach curriculum as a complex phenomenon

involving multiple factors, dimensions, and processes, and

they recommend that a school curriculum be developed on

the basis of cooperative and systematic planning. They

have also developed certain general principles of coopera

tive and systematic planning which might serve as guide

lines for constructing more adequate curriculum plans.

The principles of cooperative planning generally have to

do with making decisions about a school curriculum on the

basis of broad participation and shared deliberation. The

principles of systematic planning have to do with making

decisions about a school curriculum in terms of such

criteria as clear specification, comprehensive provision.

consistent organization, and flexible feasibility.

The present chapter will proceed by extracting

curriculum development principles from certain curriculum

writings in terms of the general criterion-principles of

These curriculumcooperative and systematic planning.

development principles will then be reformulated as ques

tions and listed under two major areas of curriculum
The first area focuses attention ondevelopment concerns.
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concerns related to the construction of a general curric

ulum plan or design. In this area, considerations will be

made in terms of significant criterion-principles having

to do with (a) cooperative planning and (b) systematic

planning. The second area concentrates on concerns related

to the construction of selected curriculum dimensions. In

development will be discussed in connection with such

tives; (b) selecting experiences; (c) organizing content

and learning experiences; and (d) evaluating curriculum

Criterion-questions based on the criteria ofoutcomes.

cooperative and systematic planning will be identified and

listed under these two major areas of concern.

cooperative planning (i.e., broad participation and shared

deliberation) and of systematic planning (i.e., clear

specification, comprehensive provision, consistent organi

zation, and flexible feasibility) . Curriculum development

criterion-questions.

clear means for gathering information concerning different

(a) formulating objec-

area will be investigated in terms of the criteria of

specific curriculum dimensions as:

principles would seem more useful when translated into

this area, considerations about cooperative and systematic

In this form, they would represent a

Thus, each
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component units utilized in developing a new content
design. Furthermore, this gathered information would

furnish a more effective basis for identifying strengths

and weaknesses in the component units of a new content

design, and for judging the adequacy both of the individual

component units and the design as a whole.

Construction of a General Curriculum

Cooperative Planning

There are several curriculum principles of coopera

tive planning stressed in the curriculum literature written

on constructing a general curriculum plan or design. Some

of these principles call for planning according to the

principle of broad participation while others support plan

ning in terms of the principle of shared deliberation.

Cooperative planning is considered adequate when the

requirements of broad participation and shared deliberation

both are satisfactorily provided for.

Broad Participation.--Broad participation has to do

with constructing a curriculum plan on the basis of signifi

cant contributions from different members of a local school

Broad participation is reflected in the followinggroup.
First, a curriculumcurriculum development principles.



69
plan or design should be developed by involving all indi

viduals and groups concerned with the school program.
Second, curriculum plan or design should be developed bya

involving all individuals and groups who will be affected

by the educational decisions which are made.

curriculum plan or design should be developed by drawing

the special competencies and appropriate contributionson

of any individuals and groups participating in a local

school unit.

In connection with these curriculum principles,

further distinctions have been made in reference to the

kinds of local school group members (school, community,

student, and special consultant) who should be cooperatively

involved in curriculum development processes. As a result.

adequate construction of a general curriculum plan is

in part, on the extent to which dif-viewed as depending,

ferent members of a local school group are cooperatively

involved in making decisions about the curriculum for a

Because of this, the first criterion-questionlocal school.

which can be posed in constructing an evaluative framework

To what extent has a curriculum plan or design been 
developed on the basis of cooperative participation

can be expressed in the following form.

Third, a
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by such members of a local school group unit as:
a.

b.

c.

d.

Shared Deliberation.--Shared deliberation has to do

with providing local school group members with opportunities

to participate in some way in deciding about which curric

ulum changes should be made in a school program. In a

means for making major curriculum decisions. Shared

deliberation is reflected in the following curriculum

First, curriculum decisions atdevelopment principles.

institutional level, and the societal level) should be

representative of the collective values and intelligence

Second, curriculum decisions atof a local school group.

different levels of planning should be made on the basis

Community members including school board 
representatives and other local citizens 
where appropriate?

Representative members of the student popula
tion?

Special consultants including representatives 
from the profession of education, the academic 
disciplines,and various local, state, and 
national groups engaged in activities relevant 
to a local school program?

School faculty members including administra
tors, teachers, and special service personnel?

each level of planning (e.g., the instructional level, the

word, it supports using broadly based group consensus as a
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of the collective consideration and judgment of different

Third, curriculum deci

sions relating to such major processes as formulating

objectives, selecting curriculum experiences, organizing

content and learning experiences, and evaluating curriculum

sensus .

distinctions have been made about the kinds of opportuni

ties which should be provided in order to aid and encourage

different local school group members to participate more

effectively in making important curriculum decisions. As

a result, adequate construction of a general curriculum

plan is viewed as depending, in part, on the extent to

way that local school group

members have had opportunities to contribute in appropriate

and substantial ways toward deciding about changes to be

made in a local school curriculum.
second criterion-question which can be used in developing

way.
To what extent has a curriculum plan or design 
been developed so as to provide different school

which it is developed in such a

members of a local school group.

Because of this, a

In relation to these curriculum principles, further

outcomes, should be made in terms of group study and con-

an evaluative framework can be formulated in the following
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group members with:

a.

b.

c.

d.

Systematic Planning

Since disciplined cooperative planning is viewed

general curriculum plan, there also have been identified

and specified certain criterion-principles of systematic

These principlesplanning for developing a curriculum.

generally have to do with such desirable characteristics

clear specification, comprehensive provision, consistentas
Systematicorganization, and flexible feasibility.

Opportunities to obtain and examine reliable 
information about existing school policies 
and procedures?

Opportunities to discuss and clarify personal 
concerns, expectations, values, and ideas 
having to do with such major elements as goals 
and objectives, curriculum experiences, patterns 
of instructional organization, and purposes and 
procedures in evaluation?

Opportunities to contribute toward achieving 
consensus and making recommendations relating 
to changes in such elements as goals and objec
tives, curriculum experiences, patterns of 
instructional organization, and purposes and 
procedures in evaluation?

Opportunities to receive and consider pertinent 
information and research about new proposals 
relating to changes in various curriculum 
processes and procedures?

as having greater value for constructing an adequate
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adequate when the requirements of

clear specification, comprehensive provision, consistent

organization, and flexible feasibility are all satisfacto

rily provided for.

Clear Specification.—Clear specification is

generally used to refer to the idea of clearly indicating

and identifying the factors considered, the procedures

curriculum plan or design. Curriculum development princi

ples which reflect this principle are stated as follows.

such a way as to clearly indicate major source factors

which are considered in constructing a curriculum plan.

a curriculum plan or design should be developedSecond,

in such a way as to make explicit the theory or approach

used in constructing a curriculum plan. Third, a curric

ulum plan or design should be developed in such a way as

to contain clear statements about major organizing elements

used to construct a curriculum plan.

These curriculum development principles have been

further specified

ponent units (e.g., pertinent sources, basic assumptions

planning is accepted as

so as

employed, and the dimensions developed in constructing a

to indicate various kinds of com-

First, a curriculum plan or design should be developed in
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and hypotheses, major organizing elements, etc.) which

should be identified and described in a written curriculum

plan. Adequate construction of a general curriculum plan

statement which clearly indicates

or identifies such curriculum components as basic planning

factors, procedures, and dimensions. Because of this,

structing an evaluative framework can be set down in the

following way.

a.

b.

c.

d.

Basic questions and fundamental concerns used 
to initiate curriculum inquiry and pertinent 
sources considered to establish a curriculum 
rationale?

To what extent has a curriculum plan or design 
been developed so as to clearly indicate, make 
explicit, or specifically identify:

Important distinctions about the roles and 
responsibilities which teachers and other 
school group personnel should assume in 
developing a curriculum plan, and about the 
development of the curriculum in relation to 
general and special education?

Major organizing elements for proceeding 
systematically to develop a consistent cur
riculum plan?

another criterion-question which can be added in con-

Significant assumptions and/or hypotheses, a 
concept of curriculum and related guidelines 
for curriculum development, and the curriculum 
rationale adopted?

curriculum in terms of a

is viewed, then, as depending, in part, on developing a
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e.

f.

Comprehensive Provision. —Comprehensive provision
has to do with sufficiently considering all major component

units involved in developing a curriculum plan. This prin

ciple is represented by such curriculum development princi

ples as the following. First, a curriculum plan or design

should be developed in terms of decisions which involve

considerations by all members of a school group unit.

Second, a curriculum plan or design should be developed on

the basis of considerations of all major factors and rele

vant sources involved in an educational situation. Third,

a curriculum plan or design should be developed in such a

way as to make provisions for students characterized by

diversity in needs, interests, abilities, and potentials.

These principles have been further specified in

terms of considerations about various kinds of component

units (e.g., pertinent sources, fundamental criteria, major

organizing elements, etc.) which should be made by the

General guidelines for conducting cooperative 
and continuous evaluation and for introducing 
appropriate curriculum changes in relation to 
the major organizing elements of a curriculum 
plan?

Fundamental criteria of priority to be used 
for making decisions in relation to the 
various organizing elements?
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As a result, adequate

construction of a general curriculum plan is viewed as
depending, in part, on the extent to which it is developed

in terms of sufficient considerations of all curriculum

component factors, procedures, and dimensions. Because of

this, another criterion-question which would seem useful

in constructing an evaluative framework can be posed in

the following way.

a.

b.

c.

To what extent has a curriculum plan or design 
been developed so as to include sufficient con
siderations by the different school group members 
relating to:

Major organizing elements such as formulating 
objectives, selecting curriculum experiences, 
organizing content and learning experiences, 
and evaluating curriculum outcomes?

Various aspects of an adopted curriculum 
rationale or approach such as a philosophy of 
education, a theory of learning, a concept of 
curriculum and guidelines for curriculum 
development, and a set of criteria (derived 
on the basis of research data and group con
sensus) for establishing priorities?

Basic curriculum questions and concerns and 
relevant research studies and special reports 
such as those dealing with central cultural 
values, basic educational functions, charac
teristics of society, principles of human 
growth and development, theories of learning, 
new developments in organized knowledge, cur
riculum approaches and changes in other 
schools, and significant features of a local 
community?

members of a local school group.
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d.

e.

Consistent Organization.—Consistent organization

has to do with ordering all the various component units

into a coherent curriculum pattern. This principle is

reflected in curriculum development principles such as

First, a curric-those found in the following statements.

ulum plan or design should be developed in such a way that

educational experiences build on one another with cumula

tive effect on the behavior of the child. cur

riculum plan or design should be developed in such a way

that the established aims and objectives of a school pro

guide for making decisions about curriculuma

organization and all other aspects of the instructional
curriculum plan or design should beprogram.

developed in such a way as to provide for both horizontal

and vertical continuity in its construction.

A rationale and some representative procedures 
and devices for conducting cooperative and con
tinuous evaluation and for introducing appro
priate curriculum changes at such major organ
izing levels of curriculum planning as formu
lating objectives, selecting curriculum 
experiences, organizing content and learning 
experiences, and evaluating curriculum outcomes?

An operational strategy including requirements 
in relation to time, space, grouping arrange
ments, materials, equipment, special training, 
and finances?

gram serve as

Third, a

Second, a
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These curriculum development principles have been

further specified in terms of certain kinds of component

units (e .g., a curriculum rationale, major organizing

elements, fundamental organizational principles, etc.)

which should be consistently related in constructing a

curriculum plan or design. Adequate curriculum construc
tion is viewed, then, as depending, in part, on the extent

to which various component units are consistently related

to form a coherent curriculum pattern in terms of hori

zontal and vertical continuity. Because of this, another

criterion-principle which would seem significant in con

structing an evaluative framework can be stated in the

following way.

a.

b.

To what extent has a curriculum plan or design 
been developed so as to consistently relate such 
various organizational components as:

Major organizing elements such as formulating 
objectives, selecting curriculum experiences, 
organizing content and learning experiences, 
and evaluating curriculum outcomes?

Fundamental aspects of a curriculum rationale 
such as those having to do with pertinent 
source factors, a philosophy of education, a 
theory of learning, a concept of curriculum 
and guidelines for curriculum development, 
and a set of criteria for establishing cur
riculum selection priorities?
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c.

d.

Flexible Feasibility.—Flexible feasibility has to

do with developing plans, principles, and procedures

related to various component units in such a way that they

are capable of being adapted effectively to suit the con

texts of a variety of different school situations. This

principle is reflected in the following curriculum develop

ment principles. First, a curriculum plan or design should

be developed in such a way that its scheme of organization

is flexible and can be adapted to the local conditions and

educational purposes which it is intended to serve. Second,

provide for individual differences through diagnosis of

learning needs and through appropriate variety in content,

for learning, instructional methods, and organi-resources

Third, a curriculum plan or designzational arrangements.

should be developed so as to provide for continuous evalua

tion, experimentation, and curriculum change.

Basic organizational principles of horizontal 
and vertical continuity such as stages of 
chronological development, extension of 
breadth of application, and an increase in 
range of activities?

A few well-defined organizing centers or 
integrative threads such as basic concepts 
and ideas and behavioral operations?

a curriculum plan or design should be developed so as to
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These curriculum principles have been further

specified in terms of certain kinds of variations (e.g.,

individual student differences, local community differ-

particular local school situations. As a result, adequate

curriculum construction is viewed as depending, in part.

on the extent to which plans, principles, and procedures

as

to be capable of being adapted effectively to different

local school situations.

criterion-question which could be incorporated into an

evaluative framework can be listed as follows.

a.

b.

c.

Variations in local community factors such 
as cultural backgrounds, economic classes, 
and political power structures?

Variations in individual learning factors 
such as needs, interests, abilities, 
potentials, and levels of maturity?

Variations in local school factors such 
as teaching-staff personnel, special 
school services and resources, instruc
tional arrangements, and content approaches?

To what extent has a curriculum plan or design 
been developed so as to provide plans, prin
ciples, and procedures which are capable of 
being adapted effectively in local school 
situations where there are:

relating to various component units are developed so

Because of this, a final

ences, school differences, etc.) which might be found in
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basic curriculum development dimensions, which are

generally held to be common to all curriculum construction

efforts. These basic dimensions are: (a) formulating

izing content and learning experiences; and (d) evaluating

curriculum outcomes. Curriculum specialists also urge

that cooperative and systematic planning be applied in

developing these dimensions.

useful to indicate a few representative principles of

cooperative and systematic planning for each of these basic

dimensions.

Formulating Objectives

Formulating objectives has to do with making deci

sions about the desired behavioral changes or intended

outcomes to be attained in a local school curriculum. Cur

riculum specialists stress the need for cooperative and

systematic planning in determining and formulating objec-

As a result, curriculum development principlestives.

relating to formulating objectives tend to be based on

Construction of Selected 
Curriculum Dimensions

As a result, it would seem

objectives; (b) selecting curriculum experiences; (c) organ-

From this point on, the study will focus on certain



82

those criteria (broad participation, shared deliberation,

clear specification, comprehensive provision, consistent

organization, and flexible feasibility) of cooperative and

systematic planning discussed in detail above.

Cooperative Planning.—Curriculum specialists have

generated curriculum development principles which support

the use of broad participation and shared deliberation in

formulating objectives. Broad participation is stressed

in that it is recommended that objectives should be

cooperatively developed through the combined efforts of

different members of a local school Shared delibera-group.

tion is stressed in that it is recommended that formulated

objectives should represent as accurately as possible what

school personnel and community members desire to accomplish

through a school program.

Broad participation is specified in the sense of

calling for the formulation of objectives on the basis of

substantial and appropriate contributions from such dif

ferent local school group members as faculty members,

community members, and student members with the aid of

Shared deliberationspecial consultants where necessary.

is specified in the sense that objectives should be



83

formulated by the different local school group members on

the basis of collective consideration and judgment in rela

tion to such various component units of a curriculum as

pertinent data sources and criteria of priority.

Systematic Planning.—Curriculum specialists have

also developed curriculum development principles which call

sistent organization, and flexible feasibility in formu

lating objectives. Clear specification is stressed in

that it is recommended that objectives should be developed

so as to clearly indicate and identify the behavioral com

ponents involved in attaining the various objectives. Com

prehensive provision is stressed in that it is recommended

that objectives should be developed so as to be compre

hensive or provide for development in all areas for which

Consistent organization is

stressed in that it is recommended that objectives should

be developed in terms of an organized plan which is hori-

Flexible feasibilityzontally and vertically continuous.

is stressed in that it is recommended that objectives

to represent distinct and adapt-should be developed

able guidelines which can be used for making important

so as

a school is responsible.

for clear specification, comprehensive provision, con-
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decisions in other areas of a curriculum program.

Clear specification is differentiated in the sense

of making statements which clearly identify the behavioral

components (i.e., expected behavior and content or context

to which behavior applies) intended in an objective. Com

prehensive provision is specified in the sense of providing

objectives related to such different kinds of behavioral

growth as personal, physical, emotional, intellectual,

social, etc. development. Consistent organization is

specified in the sense of organizing objectives in terms

of progressive levels of developmental behavior designed

to promote cumulative learning. Flexible feasibility is

specified in the sense of establishing objectives which

are practically adaptable in terms of significant curric

ulum experiences both at an individual grade level and at

an overall curriculum level.

in relation to the extent that they areadequate, then.

formulated so as to reflect these principles of cooperative

and systematic planning in their development. As a result,

these principles can be reformulated into criterion

questions and used to develop another section of an

The formulation of objectives can be accepted as
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evaluative framework for gathering data about the formu-

new content design. These prin

ciples, when translated into criterion-questions, would

yield the following section of evaluative criteria.

a.

b.

c.

To what extent have the objectives been coopera
tively and systematically formulated in the 
sense that:

They clearly identify or indicate both the 
kinds of behavior expected and the content or 
context to which the behavior applies (i.e., 
what a student should be doing in achieving 
an objective, major conditions under which 
the behavior is to occur, and basic criteria 
of acceptable performance)?

They are representative of the collective 
consideration and judgment of local school 
group members in relation to data sources 
such as society, child growth and development, 
organized knowledge, central cultural values, 
and major functions of education, and to 
fundamental criteria for establishing sound 
objectives (e.g., objectives which are real
istic or related to the needs, potentials, 
and levels of maturity of students, to sig
nificant social and cultural realities, and 
to particular local school conditions)?

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as mem
bers of the faculty, members of the community, 
and members of the student population with the 
aid of special consultants from the profession 
of education, the academic disciplines, and 
various local, state, and national groups 
engaged in activities relevant to a local 
school program?

lating of objectives in a
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<3.

e.

f.

Selecting Curriculum Experiences

Selecting curriculum experiences has to do with

making decisions about the kinds of content and learning

experiences to be used for encouraging and aiding students

Curriculumto achieve the intended behavioral outcomes.

specialists again urge that cooperative and systematic

planning be utilized in identifying and selecting curric-

Because of this, curriculum developmentulum experiences.

principles related to selecting curriculum experiences are

also based on the six criteria identified in connection

with cooperative and systematic planning.

They include or provide for an adequately 
balanced and internally consistent set of 
behavioral outcomes for all areas of develop
ment—personal, physical, emotional, intel
lectual, social, vocational, civic, and 
moral--for which a school is responsible?

They are practically adaptable in terms of 
being translatable into a wide variety of 
potentially possible sets and sequences of 
curriculum experiences both at the grade 
level and at the overall curriculum level 
for different local school situations?

They are consistently organized in terms of 
related levels (e.g., grade, course, and 
teaching-learning unit levels) of behavioral 
outcomes which represent distinctive phases 
of cumulative growth and provide for inter
relation to lower and higher levels of 
expected growth?
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Cooperative Planning-.—Curriculum specialists have

advanced curriculum development principles which emphasize

the need for broad participation and shared deliberation

in selecting curriculum experiences. In relation to broad

participation, they recommend that curriculum experiences

should be established through a process that involves

cooperative participation by the members of a local school

In relation to shared deliberation, they recommendgroup.

that curriculum experiences should be selected on the basis

of group study and consensus by the local school group

members.

Broad participation is specified in the sense that

curriculum experiences should be selected on the basis of

substantial and appropriate contributions from the dif

ferent members involved in a local school group. Shared

deliberation is specified in the sense that curriculum

experiences should be selected on the basis of collective

consideration and judgment by local school group members

in relation to the stated objectives and certain funda

mental criteria of priority.

Systematic Planning.—Curriculum specialists have

also evolved curriculum development principles which stress
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the need for using clear specification, comprehensive

provision, consistent organization, and flexible feasi

bility in selecting curriculum experiences. In relation

to clear specification, they recommend making statements

achieve different objectives. In relation to comprehensive

provision, they recommend including a wide enough variety

of curriculum experiences to sufficiently cover the stated

range of objectives. In relation to consistent organiza

tion, they recommend relating the curriculum experiences

in terms of the objectives which they are intended to

develop and reinforce. In relation to flexible feasibility,

they recommend developing curriculum experiences to repre

sent distinct and adaptable guidelines for making major

teaching-learning decisions in this area of a curriculum

program.

Clear specification is differentiated in the sense

that curriculum experiences should be stated so as to

clearly identify the important component content and

learning experiences involved in curriculum experiences.

Comprehensive provision is specified in the sense of

as to include adequateselecting curriculum experiences so

which clearly identify the curriculum experiences used to
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content and learning experiences for enabling a student to

achieve competence in terms of a wide range of objectives.

Consistent organization is specified in the sense of

organizing selected curriculum experiences in terms of a

balanced scheme that supports the purposes and intended

outcomes of the stated objectives. Flexible feasibility

is specified in the

ences which are practically adaptable in terms of a wide

variety of teaching-learning situations.

The selection of curriculum experiences is viewed

reflects these curriculum principles of cooperative and

systematic planning in its development. As a result, these

principles can be posed as criterion-questions and used to

construct another section of an evaluative framework for

gathering data relating to the selecting of experiences in

The principles, once reformulated

into criterion-questions, can be organized into the fol

lowing list of evaluative criteria.

a.

To what extent have the curriculum experiences 
been cooperatively and systematically selected 
in the sense that:

They are representative of substantial and 
appropriate contributions from such different

sense of selecting curriculum experi-

a new content design.

as adequate, then, in relation to the extent that it



90

b.

c.

d.

e.

f.

They are representative of the collective con
sideration and judgment of local school group 
members in relation to the purposes and intended 
outcomes reflected in the stated objectives and 
to such fundamental criteria of priority as 
involving content which is significant to the 
area of study being explored and involving 
learning experiences which seem feasible in 
terms of general learning principles (e.g., 
learning is an active process, is meaningful, 
is useful, is interesting, is individualized, 
is satisfying, and is unified)?

members of a local school group unit as members 
of the faculty, members of the community, and 
members of the student population with the aid 
of special consultants from the profession of 
education, the academic disciplines, and various 
local, state, and national groups engaged in 
activities relevant to a local school program?

They clearly identify the content or context 
and learning experiences to be used to encourage 
and aid students in attaining intended behavioral 
outcomes?

They are practically adaptable in terms of being 
translatable into a wide range of potentially 
possible teaching-learning strategies which can 
be used to instruct different students in ways 
that would better enable them to experience 
satisfaction and success while attaining dif
ferent types of behavioral outcomes?

They include adequate content and learning 
experiences which can be used to provide stu
dents with the kinds of contact and practice 
required to achieve competence in terms of a 
wide range of behavioral outcomes?

They are consistently organized in terms of a 
balanced scheme of content and learning experi
ences which relates to the purposes and intended 
outcomes of the stated objectives?
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Organizing content and learning experiences has to

do with making decisions about the organizing components

and the relationships amongst these components as they will

be used to construct a consistently related instructional

plan. Curriculum specialists likewise advocate employing

cooperative and systematic planning in this dimension of

curriculum construction. As a result, curriculum develop

ment principles related to this dimension continue to

reflect the criteria specified to clarify cooperative and

systematic planning.

Cooperative Planning.—Curriculum specialists have

produced curriculum development principles related to this

dimension which call for broad participation and shared

Broad participation is used to refer to thedeliberation.

idea of organizing content and learning experiences in

terms of a process which involves cooperative participation

Shared deliberationby various local school group members.

is used to refer to the idea of organizing curriculum

the basis of collective consideration and

judgment by local school group members.

Broad participation is specified in the sense that

Organizing Content and 
Learning Experiences

experiences on
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organization should be accomplished on the basis of

local school group. Shared deliberation is specified in

the sense that the instructional plan should represent the

collective consideration and judgment of the group members

in relation to the stated objectives and to the fundamental

organizational components.

Systematic Planning.—Curriculum specialists have

also established curriculum development principles which

encourage the use of clear specification, comprehensive

provision, consistent organization, and flexible feasi

bility in constructing an instructional plan. Clear speci

fication is used to refer to the idea of clearly identi

fying the various organizational components used in con-

Comprehensive provisionstructing an instructional plan.

is used to refer to the idea of providing a balanced

variety of related content and learning experiences. Con

sistent organization is used to refer to the idea of

developing instructional components based on the stated

Flexible feasibility is used to refer to the ideatinuous.
of developing distinct and adaptable organizational

to be logically and psychologically con-objectives so as

contributions from the different members involved in a
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guidelines which can be applied in other instructional

situations.

that the organized curriculum experiences should be stated

to clearly identify the integrative threads, organi

zational principles, and relational criteria used in con
structing an instructional pattern. Comprehensive provi

sion is specified in the sense that the organizational

scheme should provide for a balanced variety of related

content methods and materials and learning activities and

experiences. Consistent organization is specified in the

sense that the instructional components which follow from

the stated objectives should be continuously related in

Flexible

feasibility is specified in the sense that organized cur-

experiences should be practically adaptable inriculum

terms of a wide variety of instructional arrangements.

The organization of content and learning experi-

the extent that it incorporates the principles of coopera

tive and systematic planning and construction into its

development.

so as

terms of scope, sequence, and integration.

As a result, these curriculum principles can

ences is viewed as being adequate, then,-in relation to

Clear specification is differentiated in the sense
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be reworked to form criterion-questions which can be

expressed in the following form.

a.

b.

c.

d.

e. They are consistently organized according to 
the purposes and intended outcomes of the

They are representative of the collective con
sideration and judgment of local school group 
members in relation to the purposes and intended 
outcomes of the stated objectives and to the 
organizing components (integrative threads, 
organizing principles, and relational criteria) 
used in constructing an organizational plan?

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as mem
bers of the faculty, members of the community, 
and members of the student population with the 
aid of special consultants from the profession 
of education, the academic disciplines, and 
various local, state, and national groups 
engaged in activities relevant to a local 
school program?

They clearly identify fundamental integrative 
threads (e.g., basic concepts and ideas and 
relevant behavioral operations), organizing 
principles (e.g., chronological stages of 
development, extension of breadth of applica
tion, and an increase in range of activities) , 
and relational criteria (e.g., scope, sequence, 
and integration) for relating different levels 
of content and learning experiences?

To what extent have the content and learning 
experiences been cooperatively and systematically 
organized in the sense that:

They include a balanced variety of related 
instructional content methods and materials 
and learning activities and experiences?
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f.

Evaluating Curriculum Outcomes

Evaluating curriculum outcomes has to do with

making decisions about ways and means for appraising the

extent to which the intended outcomes of the stated objec-

Curriculum specialists also calltives are being attained.

for cooperative and systematic planning in relation to this

the same criteria are found to provide adimension. Thus,

related to evaluating curriculum outcomes.

Cooperative Planning.—Curriculum specialists like-

cerning this dimension which emphasize the need for broad

In reference toparticipation and shared deliberation.

stated objectives in terms of a continuous 
sequence of content and learning components 
which at each progressive level are also 
designed to promote effective horizontal 
interrelation with the other areas of study 
being investigated and meaningful personal 
integration (i.e., interrelation between the 
internal reality of a student and the external 
reality of the investigated areas of study)?

They are practically adaptable in terms of 
being translatable into a wide variety of 
potentially possible instructional arrange
ments (e.g., teacher-directed, group-directed, 
and self-directed learning situations)?

means for establishing curriculum development principles

wise have developed curriculum construction principles con-
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broad participation, they recommend that evaluation should

be a cooperative process which involves the various members

of a local school group. In reference to shared delibera

tion , they recommend that evaluation should be carried on

in terms of group study and consensus by local school group

members.

Broad participation is again specified in the sense

that evaluation should be a cooperative effort involving

the different members of a local school group. Shared

deliberation is specified in the sense that evaluation

should represent the collective consideration and judgment

of school group members in relation to the outcomes of the

Systematic Planning.--Curriculum specialists have

also formulated curriculum principles which support using

clear specification, comprehensive provision, consistent

organization, and flexible feasibility in evaluating

Clear specification is recommendedcurriculum outcomes.

in the sense that evaluation should be developed in such

to clearly identify the purposes, procedures,

and instruments involved in the evaluation process.

a way as

stated objectives and to the evaluative purposes, proce

dures, and instruments to be employed.
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Comprehensive provision is recommended in the sense that

wide variety
of procedures and based on sufficient amounts of collected

evidence. Consistent organization is recommended in the

sense that evaluation should be continuously related to the

outcomes in the stated objectives so as to result in a

unified judgment about a student's progress. Flexible

feasibility is recommended in the sense that evaluative

principles and procedures should be developed as distinct

and adaptable guidelines which can be applied in other

evaluative situations.

Clear specification is differentiated in terms of

clearly identifying various kinds of purposes, procedures.

and instruments employed in evaluation. Comprehensive

provision is specified in terms of including multiple pro

cedures and instruments in order to gather sufficient data

Consistent organizationfor making adequate assessments.

is specified in terms of continuously relating the evalua

tive process to various kinds of intended outcomes in order

Flexible feasibility isto arrive at unified judgments.

specified in terms of developing various kinds of evalua

tive procedures and instruments so as to be practically

evaluation should be carried on in terms of a
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adaptable in school situations where different instruc

tional approaches are used.

adequate, then, in relation to the extent that these cur

riculum principles of cooperative and systematic planning

are embodied in its development.

riculum principles can serve as a means for setting up a

final set of criterion-questions for gathering data about

the evaluative dimension of a new content design. These

curriculum principles when translated into criterion

questions can be presented in the following form.

a.

b.

To what extent have the curriculum outcomes been 
cooperatively and systematically evaluated in the 
sense that:

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as mem
bers of the faculty, members of the community, 
and members of the student population with the 
aid of special consultants from the profession 
of education, the academic disciplines, and 
various local, state, and national groups 
engaged in activities relevant to a local 
school program?

They are representative of the collective 
consideration and judgment of local school 
group members in relation to objective com
ponents such as desired behavioral operations 
and expected levels of performance and to the 
evaluative purposes, procedures, and instruments 
to be employed for gathering relevant data?

The evaluation of curriculum outcomes is viewed as

As a result, these cur-
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c.

d.

e.

f.

Summary

In this chapter, certain criterion-principles

have been established for use in an evaluative framework

These princi-designed to analyze new content designs.

pies were selected and grouped in terms of two major

areas of curriculum development concerns.

considered was identified as the construction of a general

They are practically adaptable in terms of 
being translatable into a wide variety of school 
situations where different patterns of content 
and learning opportunities are used to instruct 
students in order to help them to develop dif
ferent types of behavioral outcomes?

They clearly identify the particular purposes, 
procedures, and instruments developed to 
evaluate outcome components (i.e., behavioral 
operations and levels of performance) found 
in different objectives?

They are consistently organized in terms of 
being continuously related to the specific pur
poses and intended outcomes of stated objec
tives in order to collect continuous data which 
can be used to make a unified judgment about 
cumulative growth of the student in terms of 
various aspects of behavioral development?

They include a wide variety of procedures and 
instruments for gathering evidence to assess 
various types of behavioral outcomes and pro
vide for evaluating at regular intervals during 
a school year in order to gather sufficient 
data relating to what a student can do and to 
suggest areas where further development is 
needed?

The first area
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curriculum plan or design. The second area considered

was identified as the construction of selected curriculum

development dimensions. It included considerations of

the following dimensions: (a) formulating objectives;

tent and learning experiences; and (d) evaluating curric

ulum outcomes.

Significant curriculum principles were identified

and specified under each of these major areas according to

certain other general principles of cooperative and system

atic planning. The principles of cooperative planning have

to do with making curriculum decisions on the basis of

broad participation and shared deliberation. The princi

ples of systematic planning have to do with making curric

ulum decisions in terms of such criteria as clear specifi

cation, comprehensive provision, consistent organization.

and flexible feasibility.

identified and specified, they were translated into basic

criterion-questions and listed as sections of an evaluative

All of these criterion-questions taken togetherframework.

represent the evaluative framework which is being proposed

After significant curriculum principles were

(b) selecting curriculum experiences; (c) organizing con-
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as one means for gathering data about various dimensions

of a new content design. Once strengths and weaknesses

are determined in relation to the various dimensions of a

new content design, a judgment will be made concerning the

adequacy of this content design as a means for improving

a public school program.



CHAPTER IV

ANALYSIS OF A NEW CONTENT DESIGN

Description of the Content Design

In this chapter, a particular new content design

will be evaluated in terms of the formulated criterion

questions previously identified. The design to be investi

gated is represented by a program in economic education

being developed by Lawrence Senesch of Purdue University

for use in grades 1-12. The program is called Our Working

World and it is being developed from the primary grades

upward in connection with the Elkhart, Indiana experiment

in economic education.

The experiment is being conducted to test "the

hypothesis that children on every grade level, with the

ideas underlying their experiences, and that these ideas

can be presented in such a way as to reflect the basic

structures of the body of economic knowledge" (Senesch,

3) .1960a, P-

102

The Elkhart experiment represents an

proper motivation, can become excited about the abstract
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attempt to translate the author's design for an organic

curriculum into an experimental social studies program for

grades 1-12. This curriculum approach calls for continu

ously relating fundamental principles of economic knowledge

and the social world to wider and more complex ranges of

children's experiences.

Senesch develops an economic frame of reference by

starting with the general principle that "All people and

all nations are confronted with the conflict between their

unlimited wants and limited resources" (1960a, p. 3) . The

conflict between unlimited wants and limited resources

forces people and nations to make choices. As a result,

Senesch establishes the choice-making process as the

central concern in the program of economic education. The

choice-making process is explored in terms of problems

related to producing goods, exchanging goods, and consuming

These basic reference points are then used as agoods.

for studying different institutions, roles. andmeans

activities at such levels of community life as the family.

the neighborhood, and the city.
Our Working World was introduced into the primary

After theof the Elkhart public schools in 1960.grades
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they were being translated into classroom programs of

teaching-learning activities.

units of related concepts, activities, and materials were

produced for the first and second grades. In 1964, Science

Research Associates, a Chicago publishing firm, began to

publish Our Working World materials and to make them avail

able to elementary schools across the nation.

Information for this study is to be gathered from

statements found in a selected sample of materials which

describe and illustrate various curriculum development

Included in this sampledimensions of Our Working World.

A New Experiment in(1) "The Organic Curriculum:are:

(Senesch, 1960a); (2) “Social Goals ofEconomic Education"

(Senesch, 1960b); and (3) Our Working World:the Economy"

Families at Work—Resource Unit (Senesch, 1964c), Picture

Book—Reader (Senesch, 1964b), and Activity Book (Senesch,

These materials would seem pertinent in this study1964a).

sufficient sample of the available infor

mation found in secondary sources describing or illustrating

for they include a

in terms of significant weaknesses which were found as

By the fourth year, over

original unit components were tested, they were modified

2,000 children had been involved in the program, and stable
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the content design to be evaluated.

noted that the evaluation of the content design is based

solely on information derived from these sources and that

observations about strengths and weaknesses apply only in

the sense of being based on information which has been made

available to public educators through these sources.

Information will be extracted from these materials

by investigating them in terms of the specifications indi

cated by the various criterion-questions proposed in rela

tion to the major areas of curriculum construction dis

cussed in Chapter III. These questions call for informa

tion related to cooperative and systematic planning in

deliberation, clear specification, comprehensive provision.

consistent organization, and flexible feasibility. It is

recognized that the specifications listed under the

criterion-questions represent a particular theory of cur

riculum development supported by certain curriculum spe-

This theory stresses cooperative developmentcialists.

bers and systematic development through consistent transla

tion of curriculum components into behavioral elements.

through widespread involvement of local school group mem

terms of the criteria of broad participation, shared

In this sense, it is
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Because of this, it should be kept in mind that observa

tions about strengths and weaknesses will also apply only

in the sense that the content design is found to be defi-

the extent to which Our Working World was adequately

developed in the sense of providing satisfactorily for the

requirements of the above criteria. When a majority of

the requirements seem to be satisfied, it will be recorded

strength; when a majority of the requirements do not

it will be recorded as a weakness.seem to be satisfied,

Finally, on the basis of these strengths and weaknesses,

judgments will be made about the adequacy both of the

selected dimensions and the content design in general.

Investigation of the General Design

be investigated in terms of specifications relating to

certain criteria of cooperative and systematic planning—

viz., broad participation, shared deliberation, clear

specification, comprehensive provision, consistent organi-

These criteria arezation, and flexible feasibility.

represented by six major criterion-questions which will be

as a

cient according to the criteria as specified in this sense.

In this section, the economic content design will

Thus, information will be gathered in order to determine
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determine its adequacy in relation to these criteria.

Criterion-Question I

a.

b.

c.

d.

Data gathered in relation to the specifications of

that the content design wasthis question indicate

developed for the most part by Senesch, a university pro-

Although Senesch did solicitfessor of economic education.

recommendations from various social science specialists and

economic education specialists, the available information

indicates that he determined the general rationale and

School faculty membersframework for Our Working World.

Community members including school board 
representatives and other local citizens 
where appropriate?

Representative members of the student popula
tion?

Special consultants including representatives 
from the profession of education, the academic 
disciplines, and various local, state, and 
national groups engaged in activities relevant 
to a local school program?

School faculty members including administra
tors, teachers, and special service personnel?

To what extent has a curriculum plan or design 
been developed on the basis of cooperative par
ticipation by such members of a local school 
group unit as:

used to collect data on the new content design in order to
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participated only in the sense that individual teachers

particular grade. For example, first grade teachers met

as a group, and with the help of a curriculum supervisor

in social studies, they developed an activity teaching

learning unit for the first grade. Their purpose in this

effort was to translate the author's rationale and frame

work into a program of feasible teaching-learning activi

ties .

bers, including other grade teachers, community members,

and members of the student population, were not involved

to any appreciable extent in constructing the content

The only group that seemed to be broadly repredesign .

Senesch specificallysented were the special consultants.

mentions that he received valuable aid from educational

consultants representing both the university and local

school levels of involvement and from consultants repre

senting such various social sciences as economics.

political science, geography, and sociology.

From the findings, it appears that Senesch sought

aid of these specialists in relation to particularthe

From the data, it appears that school group mem-

worked in city-wide committees of teachers representing a
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problems. For example, he enlisted the aid of specialists

in geography, political science, and sociology in order to

identify other basic concepts and fundamental principles

Evidence

does not make it clear concerning whether Senesch actually

worked with these consultants in a cooperative effort to

determine what should be included in Our Working World.

It is also noted that the author generally sought the aid

of only one representative from the various social sciences.

Evidence collected from the cited materials shows

that the new content design was not constructed on the

basis of cooperative participation by members of a local

Specification (d) is the only one whereschool group unit.

there is found an appreciable degree of broad participation

The first threeand which could be accepted as a strength.

specifications are not satisfied; hence, the content design

Sinceis regarded as weak in terms of their requirements.

the content design is deficient in the sense of failing to

satisfy the majority of the specifications of broad par

ticipation, it is concluded that the new content design is

not adequately constructed in relation to the recommended

criterion of broad participation.

of social science for inclusion in the program.
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Criterion-Question II

a.

b.

c.

<3.

Data found in relation to the specifications of

deliberation indicate that these specifications wereshared

The author comments about thenot well provided for.

inadequate teaching of economic education in public schools;

but no information is given about the inadequacy of existing

social studies programs in the Elkhart schools. Teachers

and other school faculty personnel obviously had access to

information about the existing program of social studies;

Opportunities to contribute toward achieving 
consensus and making recommendations relating 
to changes in such elements as goals and objec
tives, curriculum experiences, patterns of 
instructional organization, and purposes and 
procedures in evaluation?

Opportunities to discuss and clarify personal 
concerns, expectations, values, and ideas 
having to do with such major elements as 
goals and objectives, curriculum experiences, 
patterns of instructional organization, and 
purposes and procedures in evaluation?

curriculum plan or design 
been developed so as to provide different school 
group members with:

Opportunities to receive and consider pertinent 
information and research about new proposals 
relating to changes in various curriculum 
processes and procedures?

To what extent has a

Opportunities to obtain and examine reliable 
information about existing school policies 
and procedures?
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but there is no indication that they studied and evaluated

the existing program to determine its strengths and weak—

Finally, there is no indication that communitynesses.

members and student members were involved in any discus

sions or examinations relating to the existing program of

social studies in Elkhart schools.

Findings indicate that local school group members

were not provided with opportunities to discuss and clarify

personal concerns and ideas having to do with major organ

izing elements used in the program. Our Working World was

not adopted because of a collective dissatisfaction with

the regular program of social studies or because of a

collective desire for a new and better social studies pro

Teachers represent the only group which had oppor-gram.

tunities to express their personal concerns and interests.

They were able to introduce and explore personal ideas and

insights in working through city-wide committees of grade

teachers to develop a unit of activity lessons. Here

again, teachers were from one grade and represented but

In a similar vein,

other members of the local school group seem to have had

few opportunities to contribute toward achieving group

one small part of a local school group.
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consensus or making recommendations about curriculum

changes in objectives, curriculum experiences, etc.

Evidence shows that school group members were

provided with opportunities to obtain and study information

about the new program.

workshops in economics for public school teachers. The

Elkhart public school administrative office sponsored pro

fessional meetings, discussions, and in-service programs

for preparing teachers in the Our Working World approach.

School personnel sponsored meetings and discussions and

sent out letters and bulletins in order to inform parents

Local civic groups sponsored specialabout the new program.

meetings to promote community understanding and support

for the program.

it seems that the contentFrom the available data,

design was not constructed on the basis of cooperative

Specification (c) is the onlygroup study and consensus.

The other threesatisfied to some extent.one that was

specifications are not satisfied and are considered to be

weaknesses in the content design.

concluded that the new content design is not adequately

Purdue University sponsored summer

Because of this, it is
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constructed according to the recommended criterion of

shared deliberation.

Criterion-Question III

a.

b.

c.

d.

e.

f.

Major organizing elements for proceeding 
systematically to develop a consistent 
curriculum plan?

Significant assumptions and/or hypotheses, 
a concept of curriculum and related guide
lines for curriculum development, and the 
curriculum rationale adopted?

Important distinctions about the roles and 
responsibilities which teachers and other 
school group personnel should assume in 
developing a curriculum plan, and about the 
development of the curriculum in relation 
to general and special education?

Basic questions and fundamental concerns 
used to initiate curriculum inquiry and per
tinent sources considered to establish a 
curriculum rationale?

To what extent has a curriculum plan or design 
been developed so as to clearly indicate, make 
explicit, or specifically identify:

General guidelines for conducting cooperative 
and continuous evaluation and for introducing 
appropriate curriculum changes in relation to 
the major organizing elements of a curriculum 
plan?

Fundamental criteria of priority to be used 
for making decisions in relation to the 
various organizing elements?

Data collected in relation to the requirements of
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clear specification show that this criterion is fairly

well provided for. Basic concerns are identified and

discussed. The program is concerned with teaching young

children to understand basic principles and to learn how

to think analytically. Pertinent sources which have been

considered are indicated. For example, the author uses

information reported by the Joint Council on Economic

Education in developing the content design. The hypothesis

upon which the program is based is identified. Senesch

for development, and a curriculum rationale in a discussion

This rationale is primarilyabout the organic curriculum.

a content rationale, but it is clearly described.

Certain distinctions are also made about the roles

and responsibilities of teachers, school administrators,

community members, and university specialists. Teachers

support and reinforce what is learned in school; and univer-

to help teachers to focus on signifi

cant concepts and principles in a discipline. No distinc

tions are made in reference to the relation of Our Working

sity specialists are

a good intellectual climate; community members are to

are to develop activity units; administrators are to create

also indicates a concept of curriculum, some guidelines
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World to general education and special education. In his

earlier writings, Senesch discusses it as a program for

of economics. In Our Working World the objective becomes

that of teaching young children to think analytically. and

the framework becomes the social reality. It is implied

that this program would be good for most children instead

The major organizing elements are identified and

discussed, although in a somewhat limited fashion. The

fundamental criteria of priority are indicated and dis

cussed to some extent. These have to do with concepts and

principles basic to the discipline of economics, and experi

ences and activities which are familiar and interesting to

the children.

Findings indicate that the greatest weakness

appears in relation to specification (f) . Something is

said about evaluating certain elements (e.g., objectives

to be learned) of the program, but little is said about

There is a testingevaluating the rest of the program.

committee comprised of

head of the Department of Testing and Measurement, the

some participating teachers, the

of a few, but this is not made clear.

conditioning young children to think analytically in terms
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curriculum director of social studies for the elementary

grades, an art teacher, and an economist. Their job, how-

is to develop an instrument for testing the children.ever,

Teachers will probably evaluate the success of certain

activities used in teaching the children. The available

information makes no mention of any procedures or instru

ments for carrying on cooperative and continuous evaluation

of the whole program.

final requirement is not sufficiently satisfied.

clear specification are generally satisfied with the

exception of specification (f) . More information needs to

be given about evaluating the program as a whole. Since a

majority of the specifications are satisfied, the content

design is regarded as adequate in relation to the recom

mended requirements of clear specification.

Criterion-Question IV

a. Basic curriculum questions and concerns and 
relevant research studies and special reports 
such as those dealing with central cultural 
values, basic educational functions,

To what extent has a curriculum plan or design 
been developed so as to include sufficient con
siderations by the different school group members 
relating to:

As a result, it appears that this

In summary, it is found that the requirements of
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b.

c.

d.

e.

Information found in connection with the specifica

tions of comprehensive provision reveals that the specifi-

First, it is notedcations have not been well satisfied.

Major organizing elements such as formulating 
objectives, selecting curriculum experiences, 
organizing content and learning experiences, 
and evaluating curriculum outcomes?

An operational strategy including require
ments in relation to time, space, grouping 
arrangements, materials, equipment, special 
training, and finances?

A rationale and some representative procedures 
and devices for conducting cooperative and 
continuous evaluation and for introducing 
appropriate curriculum changes at such major 
organizing levels of curriculum planning as 
formulating objectives, selecting curriculum 
experiences, organizing content and learning 
experiences, and evaluating curriculum out
comes?

characteristics of society, principles of 
human growth and development, theories of 
learning,new developments in organized 
knowledge, curriculum approaches and changes 
in other schools, and significant features 
of a local community?

that comprehensiveness is lacking in the sense that various

Various aspects of an adopted curriculum 
rationale or approach such as a philosophy 
of education, a theory of learning, a concept 
of curriculum and guidelines for curriculum 
development, and a set of criteria (derived 
on the basis of research data and group con
sensus) for establishing priorities?

curriculum components were not considered and established
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by several representative members of a local school group.

Turning to the curriculum components themselves,

findings indicate that consideration of basic curriculum

questions and relevant data sources is limited. Questions
relate mostly to the problem of helping children to gain

competence in terms of

and relevant data sources have been limited to those

dealing with new developments in organized knowledge. The

program does contain a curriculum rationale; but little

attention is given to certain important aspects of this

rationale. For example, there is no information given

about the philosophy of education and theory of learning

which form the basis for the content design.

it is also found thatFrom the collected data.

Obj ec-major organizing elements are not well developed.

tives, curriculum experiences, the organized plan of

instruction, and evaluative procedures all relate primarily

to a certain form of intellectual development—viz..

Development of atti-learning how to think analytically.
tudes and values are mentioned only briefly in the section

on objectives, and then not mentioned again. The program

include considerations about time, materials,does

a framework of economic knowledge,
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equipment, and special training for teachers. For example,

concerning time, the author recommends that each lesson

might take about a week; but additional time should be

spent on lessons which students find difficult. A daily

lesson could take anywhere from a half hour to over an

He

further recommends that teachers should be specially

trained so that they would understand fundamental ideas

and be capable of presenting them effectively.

Finally, evidence indicates that sufficient con

sideration is not given to a rationale for cooperative and

continuous evaluation, or to some representative procedures

and devices for evaluating the program in this sense.

Representative local school group members are not encouraged

to participate in evaluating the program. No plans have

been made for evaluating the formulation of objectives and

The only devicesthe selection of curriculum experiences.

being developed are objective tests for determining the

to show that the content design was not constructed ade

quately in the sense of being based on sufficient considera-

Specificationtions of the various curriculum components.

progress of students in this program.

Evidence gathered from the selected materials seems

hour, depending on the teacher and students involved.
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(d) is the only one satisfied to any great extent and

accepted as a strength.

not sufficiently satisfied and are viewed as weaknesses.

As a result, it is concluded that the content design is

inadequately constructed according to the recommended

criterion of comprehensive provision.

Criterion-Question V

a.

b.

c.

d.

A few well-defined organizing centers or 
integrative threads such as basic concepts 
and ideas and behavioral operations?

Major organizing elements such as formulating 
objectives, selecting curriculum experiences, 
organizing content and learning experiences, 
and evaluating curriculum outcomes?

Basic organizational principles of horizontal 
and vertical continuity such as stages of 
chronological development, extension of breadth 
of application, and an increase in range of 
activities?

To what extent has a curriculum plan or design 
been developed so as to consistently relate such 
various organizational components as:

The other four specifications are

Fundamental aspects of a curriculum rationale 
such as those having to do with pertinent 
source factors, a philosophy of education, a 
theory of learning, a concept of curriculum 
and guidelines for curriculum development, 
and a set of criteria for establishing cur
riculum selection priorities?



121

Findings yielded in relation to the specifications

of this question show that the content design is consist-

ponents indicated above. It begins with the rationale for

an organic curriculum and applies this rationale consist

ently in describing the objectives, curriculum experiences,

instructional plan, and evaluative procedures which make

up the curriculum framework. It identifies a few organ

izing centers (fundamental concepts and principles, class-

integrated program in terms of these centers. Basic

organizational principles are also indicated and used.

Fundamental principles are translated at each grade into

a wider and more complex range of classroom activities and

children's experiences.

Certain qualifications should be noted in relation

First, the contentto the organization of this program.

design is intended for grades 1-12, but, thus far, only

units for grades 1-3 have been developed.

tion can be raised as to whether the learnings developed

in grades 1-3 will be consistent with the learnings experi-

There is no way of being sure aboutenced in grades 4-12.

room activities, and children's experiences) and builds an

ently well organized in terms of the organizational com-

Thus, the ques-
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this relationship at the present time. Second, the content

design is developed in terms of fundamental principles and

children's experiences rather than in terms of content and

behavioral operations.

checking for organization in terms of content and behav

ioral outcomes. Noting these two qualifications, the con

tent design will be accepted as satisfying the specifica

tions called for in the above criterion-question.

From the evidence, it appears that the content

design is well organized in the sense of consistently

relating various organizational components to provide for

horizontal and vertical continuity. All of the specifica

tions seem to be satisfied and are accepted as strengths.

As a result, the content design is regarded as adequately

constructed in relation to the recommended criterion of

consistent organization.

Criterion-Question VI

a.

To what extent has a curriculum plan or design 
been developed so as to provide plans, princi
ples, and procedures which are capable of being 
adapted effectively in local school situations 
where there are:

Variations in local community factors such 
as cultural backgrounds, economic classes, 
and political power structures?

As a result, there is no way of
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b.

c.

Data collected in relation to requirements listed

under the criterion of flexible feasibility indicate that

there are limited considerations in terms of these three

kinds of problem areas. In relation to variations in local

community factors, the author stresses the importance of

good community attitudes, and even proposes that teachers

and school personnel should inform and prepare the members

The mainof the community before going into the program.

idea seems to be, however, that the community attitudes

should be changed rather than changing the program. In

alternatives which might be used in communities where there

is either little interest or resistance.

Considerations relating to variations in individual

learning factors suffer from the same deficiency. The

author states that teachers should vary the activities.

materials, and experiences to suit the interests and levels

He does not, however, provideof maturity of the students.

Variations in individual learning factors 
such as needs, interests, abilities, poten
tials, and levels of maturity?

Variations in local school factors such as 
teaching-staff personnel, special school 
services and resources, instructional 
arrangements, and content approaches?

line with this, the program contains no modifications or
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for different students who might see little value in the

narrow set of basic concepts and principles which form the

basis for Our Working World. In limiting the basic con

tent of the design to such a narrow set of concepts and

principles, he establishes a framework which is not flex

ible in the sense of allowing for variation in different

patterns of overall content organization; and in the sense

that the general pattern of overall content organization

is limited, it restricts the kinds of teaching-learning

situations which might be set up in an attempt to aid dif

ferent children in deriving value from a content-oriented

The content design involves ansocial studies program.

assumption that if teachers present the ideas and activi

ties properly, they will motivate children to learn the

intended objectives which are based on this narrow range

It is generally recognized, how-of significant content.

to college and are not interested in the content held to

be significant by university specialists. It is also ques-

well presented, will satisfy the interests and values of

As a result, alternativesall children in public schools.

ever, that many children in public schools will not go on

tionable whether any narrow range of content, even when
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in a social studies program would seem both necessary and

appropriate; but Our Working World does not include alterna

tives of this type.

A similar problem is found in relation to varia

tions in local school factors. There are schools where

social studies teachers would have neither the interest

nor training for this type of approach; and there are

schools which use other content approaches (e.g., multi

disciplined and personal-social problems approaches) . Our

Working World proceeds on the assumption that this

rationale and framework would be used as proposed. Because

it offers no guidelines for teaching it in con-of this,

junction with other alternative approaches or from a

personal-social problems point of view. It should also be

noted that no modifications or alternatives are proposed

for teachers who would not have available the needed time

to familiarize themselves with this approach and to teach

The author admits the possibility of suchit as designed.

a problem, but he comments that the extra time should be

invested for it will prove to be time well spent.

In summary, it is found that the content design

does not provide satisfactorily for the recommended
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specifications of the criterion-question. All of the

specifications are viewed as weak since the content design

does not provide alternatives or modifications which can

be used in different local school situations. As a result,

it is concluded that the content design is not constructed

adequately in terms of the requirements of flexible feasi

bility.

In this section, four curriculum construction

dimensions in the content design will be studied. They

will be analyzed in terms of criterion-questions which are

based on criteria of cooperative and systematic planning.

(a) formulating objec-The dimensions to be examined are:

fives; (b) selecting curriculum experiences; (c) organizing

content and learning experiences; and (d) evaluating cur

riculum outcomes.

Criterion-Question VII-A

a .

To what extent have the objectives been cooperatively 
and systematically formulated in the sense that:

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as mem
bers of the faculty, members of the community,

Investigation of Selected 
Curriculum Dimensions
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b.

c.

d.

e.

They clearly identify or indicate both the 
kinds of behavior expected and the content or 
context to which the behavior applies (i.e., 
what a student should be doing in achieving 
an objective, major conditions under which 
the behavior is to occur, and basic criteria 
of acceptable performance) ?

and members of the student population with 
the aid of special consultants from the 
profession of education, the academic dis
ciplines, and various local, state, and 
national groups engaged in activities rele
vant to a local school program?

They are representative of the collective 
consideration and judgment of local school 
group members in relation to data sources 
such as society, child growth and develop
ment, organized knowledge, central cultural 
values, and major functions of education, and 
to fundamental criteria for establishing sound 
objectives (e.g., objectives which are real
istic or related to the needs, potentials, and 
levels of maturity of students, to significant 
social and cultural realities, and to par
ticular local school conditions)?

They are consistently organized in terms of 
related levels (e.g., grade, course, and 
teaching-learning unit levels) of behavioral 
outcomes which represent distinctive phases 
of cumulative growth and provide for inter
relation to lower and higher levels of 
expected growth?

They include or provide for an adequately 
balanced and internally consistent set of 
behavioral outcomes for all areas of develop- 
ment--personal, physical, emotional, intel
lectual, social, vocational, civic, and 
moral—for which a school is responsible?
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f.

Specifications listed under the above criterion

question relate to six major criteria of cooperative and

systematic planning—viz., broad participation, shared

deliberation, clear specification, comprehensive provision.

consistent organization, and flexible feasibility. An

investigation of the first dimension, formulation of objec-

lowing data.

It seems that objectives were not established

through cooperative participation by different members of a

General objectives appear to have beenlocal school group.

formulated in the main by the author of the program. Spe

cific purposes for

not by the school faculty members of a local school, but by

city-wide groups of teachers representing a single grade.

the general objectives and specific purposes seem toThus ,

have been established by two particular groups in a local

school unit rather than being developed to represent the

collective interests and ideas of a local school group as

They are practically adaptable in terms of 
being translatable into a wide variety of 
potentially possible sets and sequences of 
curriculum experiences both at the grade 
level and at the overall curriculum level 
for different local school situations?

a particular grade unit were developed

tives, in terms of these specifications, yields the fol-
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a total unit.

There is no evidence to show that objectives and

formulated by local school group memberspurposes were

through group study and consensus. Collective considera

tion in relation to significant data sources and funda

mental criteria of priority appears to have been limited

to those sources and criteria identified as important by

the author of the design.

General objectives and specific purposes, although

specified to some extent in terms of content to be learned,

are not clearly specified in terms of expected behavioral

operations and basic criteria of acceptable performance.

Complex objectives are not translated into specifically

Attitudes and values,related behavioral components.

though mentioned, are not clearly specified in terms of

expected behavioral operations.

Objectives do not provide sufficiently for all

They concentrate mainly on intelareas of development.

lectual development in terms of discovering fundamental

principles and learning to think analytically. Other types

of objectives—e.g., development of attitudes and values—

do not receive an adequately balanced degree of attention



130

poses and behavioral outcomes.

of intellectual development. Attitudes and values are not

sistently relate to the objectives.

question whether the objectives of the content design being

used in grades 1-3 are related to the objectives of the

social studies program being used in grades 4-12.

Objectives represent flexible guidelines in the

sense that they can be adapted to suit different children's

They are narrow and restrictive in thefamily experiences.

A social studies programframework of economic knowledge.

would seem more flexible if it was based on a broader

foundation of alternatives which could be varied to suit

the particular needs and conditions found in a local school

situation.

Findings based on the available information seem

indicate that the formulation of objectives in the con-to

design does not satisfy the requirements of thetent

translated into clearly identifiable purposes which con-

sense that the principles derive for the most part from a

There is also some

General objectives and specific purposes are con

sistently related—but for the most part only in the area

in the sense that they are translated into detailed pur-
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specifications. Objectives are viewed as weak in relation

to all six of the specifications included in the criterion

question . Since the objectives do not satisfy these

specifications, it is concluded that they are not adequately

tive and systematic planning.

Criterion-Question VII-B

the sense that:

a.

b. They are representative of the collective 
consideration and judgment of local school 
group members in relation to the purposes 
and intended outcomes reflected in the stated 
objectives and to such fundamental criteria 
of priority as involving content which is 
significant to the area of study being 
explored and involving learning experiences 
which seem feasible in terms of general 
learning principles (e.g., learning is an 
active process, is meaningful, is useful, is 
interesting, is individualized, is satisfying, 
and is unified)?

They are representative of substantial and 
appropriate contributions from such dif
ferent members of a local school group unit 
as members of the faculty, members of the 
community, and members of the student popula
tion with the aid of special consultants from 
the profession of education, the academic 
disciplines, and various local, state, and 
national groups engaged in activities rele
vant to a local school program?

To what extent have the curriculum experiences 
been cooperatively and systematically selected 
in

constructed in terms of the recommended criteria of coopera-
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c .

d.

e. a

f.

Specifications listed under the above criterion

question reflect the same criteria of cooperative and

When the second dimension, selectionsystematic planning.

of curriculum experiences, is examined according to these

specifications, the following information is uncovered.

It seems that curriculum experiences were not

selected on the basis of broad participation by local

Teachers went outside the school toschool group members.

work with special committees of grade teachers in estab

lishing experiences which would relate to the objectives

They are practically adaptable in terms of 
being translatable into a wide range of poten
tially possible teaching-learning strategies 
which can be used to instruct different stu
dents in ways that would better enable them 
to experience satisfaction and success while 
attaining different types of behavioral out
comes?

They are consistently organized in terms of 
balanced scheme of content and learning 
experiences which relates to the purposes and 
intended outcomes of the stated objectives?

They include adequate content and learning 
experiences which can be used to provide 
students with the kinds of contact and 
practice required to achieve competence in 
terms of a wide range of behavioral outcomes?

They clearly identify the content or context 
and learning experiences to be used to 
encourage and aid students in attaining 
intended behavioral outcomes?
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of the content design and be relevant to the grade level

of expected maturity. It appears that other school faculty

members, community members, and members of the student

population had no voice in determining these experiences,

even though they were designed for their school.

Curriculum experiences were not determined by local

school group members through cooperative study and con-

They were selected by certain teachers in termssensus.

of the objectives of the content design, and in relation

to those criteria of priority (i.e., criteria of content

significance and feasible learning) proposed by the author

of the program.

represent the collective interests and criteria of the

local school group members.

Curriculum experiences are specified in terms of

content but not in terms of behavioral operations. Content

is broken down into information, fundamental principles.

and basic relationships which are explored in the context

Learning experiences are encouragedof family life.

through such activities

reading various materials, telling stories, acting in

dramatizations, constructing models and displays, listening

as participating in discussions.

Thus, the experiences would not seem to
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to records, and drawing pictures. Curriculum experiences,

however, are not clearly specified in terms of behavioral

operations which the child is expected to be able to per

form as a result of being involved in the above kinds of

learning activities.

Curriculum experiences, like objectives, focus

attention on the intellectual development of the child;

Experiences

are included which relate to the development of democratic

values and cooperative attitudes, but they are emphasized

more in terms of economic principles such as the division

of labor and cooperative production of goods.

Curriculum experiences included in the program are

consistently related to the stated objectives. There is

however, a balanced scheme of consistently relatednot,

As is noted above, the curriculum experiencesexperiences.

tend to be strong in the area of intellectual development

The organizationand weak in other areas of development.

of curriculum experiences reflects the same weakness.

There is also the problem of whether experiences in the

first three grades are and will be consistently related to

experiences in grades 4-12.

hence, they are not comprehensive in scope.
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Curriculum experiences are flexible in the sense

that they can be varied and adapted to different family

situations. They are inflexible, however, in the sense

that the experiences are primarily related to certain fun

damental principles of economic knowledge. No other alter

natives for using these experiences are included or encour
aged in relation to the program. There is a fixed frame

work of fundamental concepts and principles which makes

these experiences significant, and should be adhered to

in presenting them.

From the evidence found in the available materials,

it appears that the selection of curriculum experiences in

the content design does not satisfy the proposed specifica-

Curriculum experiences were shown to be weak intions.

relation to the six specifications listed under the

Because of this, it is concluded thatcriterion-question.

the curriculum experiences are not adequately constructed

according to the recommended criteria of cooperative and

systematic planning.

Criterion-Question VII-C

To what extent have the content and learning 
experiences been cooperatively and systematically 
organized in the sense that:
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a.

b.

c.

d.

e.

They include a balanced variety of related 
instructional content methods and materials 
and learning activities and experiences?

They are representative of substantial and 
appropriate contributions from such dif
ferent members of a local school group unit 
as members of the faculty, members of the 
community, and members of the student popula
tion with the aid of special consultants from 
the profession of education, the academic 
disciplines, and various local, state, and 
national groups engaged in activities rele
vant to a local school program?

They are consistently organized according to 
the purposes and intended outcomes of the 
stated objectives in terms of a continuous 
sequence of content and learning components 
which at each progressive level are also 
designed to promote effective horizontal inter
relation with the other areas of study being 
investigated and meaningful personal integra
tion (i.e., interrelation between the internal

They clearly identify fundamental integrative 
threads (e.g., basic concepts and ideas and 
relevant behavioral operations) , organizing 
principles (e.g., chronological stages of 
development, extension of breadth of applica
tion, and an increase in range of activities), 
and relational criteria (e.g., scope, sequence, 
and integration) for relating different levels 
of content and learning experiences?

They are representative of the collective 
consideration and judgment of local school 
group members in relation to the purposes and 
intended outcomes of the stated objectives and 
to the organizing components (integrative 
threads, organizing principles, and relational 
criteria) used in constructing an organizational 
plan?
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f.

Specifications cited in connection with this

criterion-question also use the same criteria of coopera

tive and systematic planning. A study of the third dimen

sion, organization of content and learning experiences, in

terms of these specifications produces the following data.

It seems that content and learning experiences were

not organized so as to be representative of contributions

by members of a local school group unit. They were

organized first on the basis of the content framework formu

lated by the author of the program; then they were further

organized in terms of a unit of lesson plans developed by

Findings indicate that other school group members played

no significant role in constructing the plan of content

and learning experiences.

Content and learning experiences were not organized

A

group of teachers representing

They are practically adaptable in terms of 
being translatable into a wide variety of 
potentially possible instructional arrange
ments (e.g., teacher-directed, group-directed, 
and self-directed learning situations)?

a single grade met in a

a city-wide group of teachers representing a single grade.

on the basis of widespread group study and consensus.

reality of a student and the external reality 
of the investigated areas of study)?
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city-wide committee and constructed

curriculum experiences.

siderations relating to the stated objectives and basic

organizational components, but the data indicate that the

objectives and the organizational components were those

provided by the author of the design.

as to clearly identify significant integrative threads,

organizing principles, and relational criteria. Integra

tive threads consist of fundamental principles, key

instructional activities, and children's family experi-

Organizational principles consist of extendingences.

principles to apply to wider and more complex ranges of

children's experiences, and increasing the range and types

Relational criteria consistof instructional activities.

of scope or including fundamental principles from other

major social sciences, sequence or relating wider and more

complex ranges of experiences to the fundamental principles

in every grade, and integration or using experiences

immediate and meaningful to children's present levels of

maturity.

Content and learning experiences are organized so

a related pattern of

This pattern is based on con-

Content and learning experiences are organized so
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as to provide for

content methods and materials and learning activities and

experiences. It also appears that there is a balanced

variety of these content and learning components provided

for the objectives related to intellectual development.

There is some question, however, whether these content and

learning components also represent balance in the sense of

providing effectively for growth in the areas of attitude

and value development. Since the objectives and curric

ulum experiences are narrow in scope, it remains to be

seen whether the proposed content and learning will also

aid in the development of intended attitudes and values.

Content and learning experiences are organized so

in terms of continuous scope, sequence, and integration

according to the purposes and intended outcomes of certain

objectives--viz. , the intellectual objectives. The pattern

of content and learning experiences is not organized in

of the purposes and intended outcomes of the objec-terms

relating to the development of values and attitudes.tives

is also the problem, mentioned before, of whether theThere

pattern of content and learning experiences proposed for

a wide variety of related instructional

as to consistently relate content and learning components
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grades 1-3 is and will be related to the pattern used in

grades 4-12.

Content and learning experiences are not organized

as to represent flexible guidelines for other differentso

instructional arrangements. The pattern is directly

related to Senesch's design for an organic curriculum, and

it is recommended that teachers should be helped and

encouraged to use the design as developed by the author.

As a result, the pattern of content and learning experi-

useful only in situations where there are

teachers who understand and are willing to work in terms

of the proposed design. It does not provide alternatives

suggest modifications which can be used in situationsor

where an economically based pattern of content and learning

The available data indicate that organization of

content and learning experiences in the content design is

satisfactorily developed in terms of all the identifiednot

Specification (c) seems well satisfied,specifications.

satisfied to some extent. The

not sufficiently

experiences is felt to be too narrow or inadequate as a

means for teaching social studies.

ences would seem

remaining four specifications are

and specification (d) seems
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satisfied. The organization of content and learning

experiences is regarded as weak since it fails to satisfy

the majority of the specifications. Thus, it is concluded

that this dimension of the content design is not adequately

constructed according to the recommended criteria of

cooperative and systematic planning.

Criterion-Question VII-D

a.

b.

c. They clearly identify the particular purposes, 
procedures, and instruments developed to 
evaluate outcome components (i.e., behavioral 
operations and levels of performance) found 
in different objectives?

They are representative of the collective 
consideration and judgment of local school 
group members in relation to objective com
ponents such as desired behavioral operations 
and expected levels of performance and to the 
evaluative purposes, procedures, and instru
ments to be employed for gathering relevant 
data?

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as mem
bers of the faculty, members of the community, 
and members of the student population with the 
aid of special consultants from the profession 
of education, the academic disciplines, and 
various local, state, and national groups 
engaged in activities relevant to a local 
school program?

To what extent have the curriculum outcomes been 
cooperatively and systematically evaluated in the 
sense that:
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d.

e.

f.

Specifications listed under this criterion-question

are also based on the criteria of cooperative and systematic

An investigation of the fourth dimension,planning.

evaluation of curriculum outcomes, according to the

requirements of these specifications reveals the following

information.

Evaluation of curriculum outcomes does not seem to

be representative in the sense of involving members of the

Evaluative tests are being developedlocal school group.

by different city-wide committees representing a single

They are practically adaptable in terms of 
being translatable in a wide variety of school 
situations where different patterns of content 
and learning opportunities are used to instruct 
students in order to help them to develop dif
ferent types of behavioral outcomes?

They include a wide variety of procedures and 
instruments for gathering evidence to assess 
various types of behavioral outcomes and pro
vide for evaluating at regular intervals 
during a school year in order to gather 
sufficient data relating to what a student 
can do and to suggest areas where further 
development is needed?

They are consistently organized in terms of 
being continuously related to the specific 
purposes and intended outcomes of the stated 
objectives in order to collect continuous data 
which can be used to make a unified judgment 
about cumulative growth of the student in terms 
of various aspects of behavioral development?
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grade. Tests include pictorial multiple-choice questions,

series of matching items, and groups of identification

items. These committees are seeking to develop objective

tests in terms of the objectives and purposes of the Our

Working World program. Collected data indicate that other

members of the local school group are not involved in the

evaluative process.

to be based on group study and consensus by the members of

the local school group. There is collective consideration

and judgment in the city-wide committees where some par

ticipating teachers, the head of the Department of Testing

and Measurement for Elkhart schools, the curriculum

director of social studies for the elementary grades, an

and an economist are working to develop objecart teacher,

This seems to be the only level, however,tive tests.

where evaluative problems are being studied and evaluative

procedures are being developed.

Evaluation of curriculum outcomes are not being

developed so as to clearly indicate specific purposes.

Testing is only mentionedprocedures, or instruments.

briefly, and in the sense that committees are developing

Evaluation of curriculum outcomes does not appear
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objective tests to collect information relating to

children's comprehension of fundamental concepts and

principles. It is not clearly indicated that evaluative

procedures and instruments are being developed to evaluate

children's growth in development of attitudes and values.

Clear distinctions are not made which indicate that varied

instruments are being constructed to evaluate different

kinds and components of intellectual development.

Evaluation does not seem to be comprehensive.

There seem to be no evaluative procedures and instruments

for gathering data on various types and components of

intellectual development and on various types and compo

nents of attitude and value development.

balanced range of behavioral operations is not indicated

for evaluation in any of these areas of development.

Evaluation is designed to take place at the beginning and

the end of the program rather than being carried on at

it doesIn this sense,regular intervals during the year.

on

children's progress.

Evaluation does not appear to be developed so as

to be continuous with the purposes of the program.

Furthermore, a

not seem to provide for gathering sufficient evidence
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Development of attitudes and values are stated as objec-

of evaluative procedures and instruments. Continuous data

Dif

ferent types of procedures and instruments are not used

in various areas of development in order to make a unified

judgment about their progress and to identify significant

strengths and weaknesses in their growth. Tests are only

developed for the first few grades and not for grades

beyond the third grade level.

Evaluation does not appear to be producing proce

dures and instruments which are flexible and can be adapted

The tests being developedto different school situations.

would seem to be useful only in situations where the pro

gram is taught according to its design and by teachers com-

The procedures and instru-petent in the design approach.

ments do not cover all the objectives, and they have not

As a result.been tested with wide samples of students.

it would seem necessary for those using this program to

construct their own evaluative procedures and instruments.

This problem raises the question of whether those using

to get sufficient evidence relating to children's growth

are not collected by testing at regular intervals.

tives, but they are not consistently provided for in terms
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the program would understand the program and have the

needed time and abilities to do so.

From the evidence found in the available materials,

it seems that evaluation of curriculum outcomes in the

content design is not satisfactorily developed in terms

of the specifications included under the criterion-question.

None of the specifications are provided for in a satisfac

tory way; thus, the evaluation of curriculum outcomes is

viewed as weak in terms of all six specifications. As a

it is concluded that this dimension of the contentresult,

design is not adequately constructed in relation to the

criteria of cooperative and systematic planning generally

recommended by curriculum specialists.

Summary

Information has been gathered in this chapter in

effort to determine the strengths and weaknesses of aan

specific new content design developed by Senesch and repre

sented in the Our Working World approach to economic educa-

The content design was investigated first in termstion.

of its construction as a general curriculum plan, and

second in terms of the construction of selected curriculum

The content design was examineddevelopment dimensions.
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by considering the above areas of construction in relation

to specifications proposed in relation to a framework of

evaluative criteria. These criteria were based on certain

fundamental criteria of cooperative and systematic plan

ning—viz., broad participation, shared deliberation, clear

specification, comprehensive provision, consistent organi

zation, and flexible feasibility.

When the content design was considered in terms of

its construction as

based on the available information indicated that the

design appeared to be characterized by the following

strengths and weaknesses. It seemed to be strong in rela

tion to two criteria of systematic planning. These cri

teria are clear specification and consistent organization.

It seemed to be weak in relation to two criteria of

cooperative planning and two criteria of systematic plan-

The criteria of cooperative planning are broad par-ning.

The criteria ofticipation and shared deliberation.

systematic planning are comprehensive provision and

On the basis of these findings, itflexible feasibility.

concluded that the content design is not constructedwas

adequately in relation to these final four recommended

a general curriculum design, findings
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criteria of cooperative and systematic planning.

When the content design was considered further in

the sense of examining the construction of certain selected

curriculum development dimensions, findings derived from

the available materials indicated the following strengths

and weaknesses. One dimension, organizing content and

learning experiences, appeared to be strong in relation

to the criteria of clear specification and comprehensive

provision, and weak in relation to the criteria of broad

participation, shared deliberation, consistent organiza-

The other three dimention, and flexible feasibility.

sions, formulating objectives, selecting curriculum

experiences, and evaluating curriculum outcomes seemed to

be weak in relation to all six criteria of cooperative and

systematic planning.

these four curriculum development dimensions in the con

tent design were not adequately constructed according to

the recommended criteria of cooperative and systematic

planning.

As a result, it was concluded that



CHAPTER V

Summary

The basic purpose of this study was to construct

a framework of evaluative criteria for gathering informa

strengths and weaknesses. Research for the study was

organized around five questions listed at the end of the

first chapter. It involved two main phases of investiga

tion and development. The first phase had to do with con

structing the framework of evaluative criteria. The second

phase had to do with applying the framework to analyze a

specific new content design.

In the first phase of this investigation, a frame

work of evaluative criteria was developed by reviewing the

writings of certain curriculum specialists. These curric

ulum specialists included authors such as Tyler, Herrick,

Smith, Stanley, Shores, Beauchamp, Taba, andGoodlad,

others associated with the ASCD branch of the National
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new content design in order to determine itstion about a

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
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Education Association. From their writings certain funda

mental curriculum construction principles were identified

and selected. The curriculum principles were selected in

relation to six general criteria of cooperative and system

atic planning.

The general criteria of cooperative and systematic

planning were identified as broad participation, shared

deliberation, clear specification, comprehensive provision,

consistent organization, and flexible feasibility. Broad

participation refers to developing a curriculum through

widespread involvement of the members in a local school

Shared deliberation refers to developing a cur-group.

riculum on the basis of a process of cooperative study

and group consensus by the local school group members.

Clear specification refers to developing a curriculum so

Comprehensive provisionutilized in its construction.

refers to developing a curriculum so as to provide for

sufficient consideration of important component units

Consistent organizationutilized in its construction.

curriculum so as to consistently

relate important component units to form a coherent

refers to developing a

as to indicate and describe important component units
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curriculum plan. Flexible feasibility refers to developing

as to include component units which are

practically adaptable in different types of local school

situations.

After curriculum principles were selected in terms

of the general criteria, they were translated into

criterion-questions and organized into an evaluative frame

work . This framework contains two main sections of

criterion-questions. In the first section, there are six

criterion-questions designed to gather information relating

to the construction of a general curriculum on the basis

of criteria of cooperative and systematic planning. In

the second, there are four criterion-questions designed

to collect data relating to the construction of selected

curriculum development dimensions in terms of criteria of

The selected dimen-cooperative and systematic planning.

(a) formulating objectives;sions researched were:

tent and learning experiences; and (d) evaluating curric

ulum outcomes.

The framework of evaluative criterion-questions

established to collect data concerning the above two areas

(b) selecting curriculum experiences; (c) organizing con-

a curriculum so
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of curriculum construction was set up in the following

way.

Criterion-Question I.—

a.

b.

c.

d.

Criterion-Question II. —

a.

b.

Community members including school board 
representatives and other local citizens 
where appropriate?

Representative members of the student popula
tion?

School faculty members including administra
tors, teachers, and special service personnel?

Opportunities to discuss and clarify personal 
concerns, expectations, values, and ideas

Evaluative Criteria— 
General Curriculum

Special consultants including representatives 
from the profession of education, the academic 
disciplines,and various local, state, and 
national groups engaged in activities relevant 
to a local school program?

Opportunities to obtain and examine reliable 
information about existing school policies 
and procedures?

To what extent has a curriculum plan or design 
been developed so as to provide different school 
group members with:

To what extent has a curriculum plan or design 
been developed on the basis of cooperative par
ticipation by such members of a local school 
group unit as:
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c.

d.

Criterion-Question III. —

or

a.

b.

c.

d. Major organizing elements for proceeding 
systematically to develop a consistent cur
riculum plan?

Basic questions and fundamental concerns used 
to initiate curriculum inquiry and pertinent 
sources considered to establish a curriculum 
rationale?

having to do with such major elements as 
goals and objectives, curriculum experiences, 
patterns of instructional organization, and 
purposes and procedures in evaluation?

To what extent has a curriculum plan or design been 
developed so as to clearly indicate, make explicit, 

specifically identify:

Important distinctions about the roles and 
responsibilities which teachers and other 
school group personnel should assume in 
developing a curriculum plan, and about the 
development of the curriculum in relation to 
general and special education?

Opportunities to receive and consider pertinent 
information and research about new proposals 
relating to changes in various curriculum 
processes and procedures?

Significant assumptions and/or hypotheses, a 
concept of curriculum and related guidelines 
for curriculum development, and the curriculum 
rationale adopted?

Opportunities to contribute toward achieving 
consensus and making recommendations relating 
to changes in such elements as goals and objec
tives, curriculum experiences, patterns of 
instructional organization, and purposes and 
procedures in evaluation?



154

e.

f.

Criterion-Question IV.—

a.

b.

c.

d.

Major organizing elements such as formulating 
objectives, selecting curriculum experiences, 
organizing content and learning experiences, 
and evaluating curriculum outcomes?

Basic curriculum questions and concerns and 
relevant research studies and special reports 
such as those dealing with central cultural 
values, basic educational functions, charac
teristics of society, principles of human 
growth and development, theories of learning, 
new developments in organized knowledge, cur
riculum approaches and changes in other 
schools, and significant features of a local 
community?

Various aspects of an adopted curriculum 
rationale or approach such as a philosophy 
of education, a theory of learning, a concept 
of curriculum and guidelines for curriculum 
development, and a set of criteria (derived 
on the basis of research data and group con
sensus) for establishing priorities?

Fundamental criteria of priority to be used 
for making decisions in relation to the 
various organizing elements?

General guidelines for conducting cooperative 
and continuous evaluation and for introducing 
appropriate curriculum changes in relation to 
the major organizing elements of a curriculum 
plan?

An operational strategy including requirements 
in relation to time, space, grouping arrange
ments, materials, equipment, special training.

To what extent has a curriculum plan or design 
been developed so as to include sufficient con
siderations by the different school group mem
bers relating to:
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and finances?

e.

Criterion-Question V.—

a .

b.

c .

d.

A few well-defined organizing centers or 
integrative threads such as basic concepts 
and ideas and behavioral operations?

Basic organizational principles of horizontal 
and vertical continuity such as stages of 
chronological development, extension of breadth 
of application, and an increase in range of 
activities?

Major organizing elements such as formulating 
objectives, selecting curriculum experiences, 
organizing content and learning experiences, 
and evaluating curriculum outcomes?

A rationale and some representative procedures 
and devices for conducting cooperative and 
continuous evaluation and for introducing 
appropriate curriculum changes at such major 
organizing levels of curriculum planning as 
formulating objectives, selecting curriculum 
experiences, organizing content and learning 
experiences, and evaluating curriculum out
comes?

To what extent has a curriculum plan or design 
been developed so as to consistently relate such 
various organizational components as:

Fundamental aspects of a curriculum rationale 
such as those having to do with pertinent 
source factors, a philosophy of education, a 
theory of learning, a concept of curriculum 
and guidelines for curriculum development, 
and a set of criteria for establishing cur
riculum selection priorities?
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Criterion-Question VI.—

a.

b.

c.

Criterion-Question VII-A.—

a.

b. They are representative of the collective 
consideration and judgment of local school

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as mem
bers of the faculty, members of the community, 
and members of the student population with the 
aid of special consultants from the profession 
of education, the academic disciplines, and 
various local, state, and national groups 
engaged in activities relevant to a local 
school program?

Variations in individual learning factors 
such as needs, interests, abilities, poten
tials, and levels of maturity?

Evaluative Criteria— 
Selected Dimensions

Variations in local school factors such as 
teaching-staff personnel, special school 
services and resources, instructional 
arrangements, and content approaches?

Variations in local community factors such 
as cultural backgrounds, economic classes, 
and political power structures?

To what extent have the objectives been coopera
tively and systematically formulated in the sense 
that:

To what extent has a curriculum plan or design 
been developed so as to provide plans, princi
ples, and procedures which are capable of being 
adapted effectively in local school situations 
where there are:
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c.

<3.

e.

f.

Criterion-Question VII-B.—

To what extent have the curriculum experiences

They are practically adaptable in terms of 
being translatable into a wide variety of 
potentially possible sets and sequences of 
curriculum experiences both at the grade 
level and at the overall curriculum level 
for different local school situations?

They are consistently organized in terms of 
related levels (e.g., grade, course, and 
teaching-learning unit levels) of behavioral 
outcomes which represent distinctive phases 
of cumulative growth and provide for inter
relation to lower and higher levels of 
expected growth?

They include or provide for an adequately 
balanced and internally consistent set of 
behavioral outcomes for all areas of develop
ment—personal, physical, emotional, intel
lectual, social, vocational, civic, and 
moral—for which a school is responsible?

group members in relation to data sources 
such as society, child growth and develop
ment, organized knowledge, central cultural 
values, and major functions of education, 
and to fundamental criteria for establishing 
sound objectives (e.g., objectives which are 
realistic or related to the needs, potentials, 
and levels of maturity of students, to sig
nificant social and cultural realities, and 
to particular local school conditions) ?

They clearly identify or indicate both the 
kinds of behavior expected and the content or 
context to which the behavior applies (i.e., 
what a student should be doing in achieving 
an objective, major conditions under which the 
behavior is to occur, and basic criteria of 
acceptable performance)?
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the sense that:

a.

b.

c.

d.

e.

They are representative of the collective 
consideration and judgment of local school 
group members in relation to the purposes and 
intended outcomes reflected in the stated 
objectives and to such fundamental criteria 
of priority as involving content which is 
significant to the area of study being 
explored and involving learning experiences 
which seem feasible in terms of general 
learning principles (e.g., learning is an 
active process, is meaningful, is useful, is 
interesting, is individualized, is satisfying, 
and is unified)?

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as 
members of the faculty, members of the com
munity, and members of the student population 
with the aid of special consultants from the 
profession of education, the academic dis
ciplines, and various local, state, and 
national groups engaged in activities rele
vant to a local school program?

They are consistently organized in terms of a 
balanced scheme of content and learning experi
ences which relates to the purposes and 
intended outcomes of the stated objectives?

They clearly identify the content or context 
and learning experiences to be used to 
encourage and aid students in attaining 
intended behavioral outcomes?

They include adequate content and learning 
experiences which can be used to provide stu
dents with the kinds of contacts and practice 
required to achieve competence in terms of a 
wide range of behavioral outcomes?

been cooperatively and systematically selected 
in
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f.

Criterion-Question VII-C.—

a.

b.

c.

They are practically adaptable in terms of 
being translatable into a wide range of 
potentially possible teaching-learning 
strategies which can be used to instruct 
different students in ways that would better 
enable them to experience satisfaction and 
success while attaining different types of 
behavioral outcomes?

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as mem
bers of the faculty, members of the community, 
and members of the student population with the 
aid of special consultants from the profession 
of education, the academic disciplines, and 
various local, state, and national groups 
engaged in activities relevant to a local 
school program?

To what extent have the content and learning 
experiences been cooperatively and systematically 
organized in the sense that:

They clearly identify fundamental integrative 
threads (e.g., basic concepts and ideas and 
relevant behavioral operations) , organizing 
principles (e.g., chronological stages of 
development, extension of breadth of applica
tion, and an increase in range of activities), 
and relational criteria (e.g., scope, sequence, 
and integration) for relating different levels 
of content and learning experiences?

They are representative of the collective con
sideration and judgment of local school group 
members in relation to the purposes and 
intended outcomes of the stated objectives and 
to the organizing components (integrative 
threads, organizing principles, and relational 
criteria) used in constructing an organiza
tional plan?
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<3.

e.

f.

Criterion-Question VII-D.—

a .

b.

To what extent have the curriculum outcomes been 
cooperatively and systematically evaluated in the 
sense that:

They are representative of the collective con
sideration and judgment of local school group 
members in relation to objective components 
such as desired behavioral operations and

They are representative of substantial and 
appropriate contributions from such different 
members of a local school group unit as mem
bers of the faculty, members of the community, 
and members of the student population with 
the aid of special consultants from the pro
fession of education, the academic disciplines, 
and various local, state, and national groups 
engaged in activities relevant to a local 
school program?

They include a balanced variety of related 
instructional content methods and materials 
and learning activities and experiences?

They are consistently organized according 
to the purposes and intended outcomes of 
the stated objectives in terms of a con
tinuous sequence of content and learning 
components which at each progressive level 
are also designed to promote effective hori
zontal interrelation with the other areas of 
study being investigated and meaningful 
personal integration (i.e., interrelation 
between the internal reality of a student 
and the external reality of the investigated 
areas of study)?

They are practically adaptable in terms of 
being translatable into a wide variety of 
potentially possible instructional arrange
ments (e.g., teacher-directed, group-directed, 
and self-directed learning situations)?
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c .

d.

e.

f.

Conclusions

criteria identified and specified in the evaluative frame-

They are consistently organized in terms of 
being continuously related to the specific 
purposes and intended outcomes of the stated 
objectives in order to collect continuous 
data which can be used to make a unified judg
ment about cumulative growth of the student in 
terms of various aspects of behavioral develop
ment?

They are practically adaptable in terms of 
being translatable into a wide variety of 
school situations where different patterns 
of content and learning opportunities are used 
to instruct students in order to help them to 
develop different types of behavioral outcomes?

They clearly identify the particular purposes, 
procedures, and instruments developed to 
evaluate outcome components (i.e., behavioral 
operations and levels of performance) found 
in different objectives?

expected levels of performance and to the 
evaluative purposes, procedures, and instru
ments to be employed for gathering relevant 
data?

They include a wide variety of procedures and 
instruments for gathering evidence to assess 
various types of behavioral outcomes and pro
vide for evaluating at regular intervals during 
a school year in order to gather sufficient 
data relating to what a student can do and to 
suggest areas where further development is 
needed?

work were applied to gather information about a new content

In the second phase of the investigation, the
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design in order to determine its strengths and weaknesses.
The content design examined was a design for a program of
economic education in grades 1-12. The design was

developed by Lawrence Senesch, Professor of Economic

Education at Purdue University, and is represented by a

set of educational materials entitled Our Working World.

Materials for Our Working World are being developed through

the Elkhart, Indiana experiment in economic education.

This experiment involves an attempt to teach children in

the primary grades basic principles of economic knowledge.

When materials describing this design were analyzed

in terms of the first section of criterion-questions, the

From an analysis offollowing findings were indicated.

the available information, it seemed that a majority of

the specifications under Criterion-Questions I, II, IV, and

Since theVI were not satisfied by the content design.

for a majority of the requirements under these four

it was regarded as weak in terms ofcriterion-questions,

relating to broad participation,recommended criteria

comprehensive provision, and flexibleshared deliberation,

majority of the specifications listed underfeasibility. A

content design did not appear to provide satisfactorily
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Criterion-Questions III and V appeared to be satisfied.

As a result, the content design was accepted as being

strong in relation to the recommended criteria of clear

specification and consistent organization.

On the basis of these findings, it was concluded

that the content design, when considered in the sense of

its construction as a general curriculum, was not ade

quately constructed according to both of the criteria of

cooperative planning and to two of the criteria of system

atic planning.

curriculum plan in terms of the criteria of broad par

ticipation and shared deliberation (cooperative planning)

and of comprehensive provision and flexible feasibility

(systematic planning) . It was further concluded that the

content design was adequately constructed according to two

These criteria of systemcriteria of systematic planning.

atic planning were identified as clear specification and

consistent organization.

When materials representing information available

of criterion-questions, the following findings were revealed.

The majority of the specifications under Criterion-Questions

In short, it was deficient as a general

on the design were examined in terms of the second section
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satisfied by the content design. None of the six speci-

formulating objectives, selecting curriculum experiences,

and evaluating curriculum outcomes were shown to be suf

ficiently provided for. As a result, these three dimen

sions were viewed as weak in terms of all six recommended

criteria of cooperative and systematic planning. The

third dimension, organizing content and learning experi-

relation to two criteria of systematic planning—viz.,

clear specification and comprehensive provision. As a

to only four of the recommended criteria—viz., broad

participation, shared deliberation, consistent organiza

tion, and flexible feasibility.

On the basis of these findings, it was concluded

that the content design, when considered in terms of these

four curriculum development dimensions, was for the most

part not adeguately constructed according to the recom

mended criteria of cooperative and systematic planning.

Three of the dimensions seem to be totally deficient

fications listed under criterion-questions relating to

VII-A, VII-B, vil-C, and VII-D did not appear to be

result, this dimension was accepted as weak in relation

ences, did appear to be sufficiently provided for in
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to be deficient in terms of four of the six recommended
criteria.

In the light of the deficiencies found in the two

areas of curriculum construction, certain other conclusions

would also seem appropriate. Construction of the content

design seems to be both generally and particularly weak in

relation to both criteria of cooperative planning. It is

also generally and particularly weak in relation to two

criteria of systematic planning—viz., comprehensive pro

vision and flexible feasibility. Its greatest strength

is found in relation to the criterion of clear specifica

tion, which the design appears to satisfy in its general

construction and in the construction of one of its dimen

sions (organizing content and learning experiences) . The

design does not fare so well in relation to the criterion

of consistent organization for, although it is found to be

strong in a general sense, it seems to be weak when this

criterion is applied to particular dimensions in the

Finally, from all of these conclusions concerningdesign.
deficiencies in the design, it is generally concluded that

the design is inadequately constructed in relation to the

according to these criteria, and the one exception seems
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recommended criteria of cooperative and systematic plan

ning.

Recommendations

following recommendations would seem appropriate:

1. It was found in developing this instrument that

curriculum writings contain numerous criteria which

can be applied to gather information about a new

content design in order to determine its strengths

there is such an abun-and weaknesses. In fact,

dance of criteria that the first problem becomes

one of developing some prior criteria which can

a means for selecting an economic system

of criteria for making an analysis of a new con-

In this study, certain basic criteriatent design.

of cooperative and systematic planning were chosen

This

approach represents but one alternative in an area

where there is ample room for formulating other

For example, one could

examine a new content design to find out what kinds

Then, curriculumof component units it includes.

serve as

more suitable alternatives.

as a means for accomplishing the above task.

In view of the findings of this investigation, the
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literature might be reviewed in order to locate

some basic criteria for assessing the strengths

and weaknesses of these component units.

is recommended that further studies should be

initiated in an effort to produce more adequate

and effective systems of evaluative criteria for

analyzing new content designs.

2. It is also recognized that the type of instrument

constructed in this study has been largely the

result of individual research and synthesis of the

findings.

as having been stated in its final form. It needs

to be field tested and modified in those areas

where it is shown to be weak and inadequate. For

example, it might be tested with a local school

faculty which desires to investigate a new content

design, or it might be tested with a group of stu

dents who are interested in investigating new con

tent designs.

study in terms of the collective use of this type

of instrument might prove helpful in refining it

so as to achieve a more effective framework of

Thus, the instrument cannot be accepted

Thus, it would seem that further

Thus, it
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evaluative criteria.

3. When the content design was analyzed in terms of

the available materials, it was found that the

content design seemed to be deficient in several

It was viewed as weak in relation torespects.

the criteria of broad participation, shared delib

eration, comprehensive provision, and flexible

feasibility. Further studies need to be run on

other content designs to find out whether this

instrument would prove useful in locating similar

weaknesses in their designs.

Content designs having weaknesses according to4.

these recommended criteria would seem to be of

limited use for public schools since they tend to

represent the interests and ideas of a few special

ists in relation to a narrow range of content. As

a result, it is recommended that these designs

should be studied by local school groups to deter

mine in what sense they may actually be consistent

with the goals and purposes which they have

established for their local school programs.

It was noted that these content designs tend to5.
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involve a narrow range of content. Our Working

World, for example, relies heavily on economic

concepts and principles. It was also noted that

this design did not include any alternative

approaches or modifications for adapting it to

suit various local school situations. As a result,

it is recommended that new content designs of this

type should be further studied in order to develop

alternative ways to use these designs. For

example, they could be experimented with as supple

mentary or enrichment materials for children who

express a strong interest in economic affairs.

New content designs having weaknesses such as those6.

listed above should be improved in order to make

them more suitable for public school use. In line

cialists and other educators need to discover and

develop more effective ways and means to guide con-

It

would be hoped that if channels can be established

for developing more effective evaluative procedures,

more cooperative and comprehensive manner.

tent designers in evaluating their designs in a

with this, it is recommended that curriculum spe-
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suitable instructional plans.

7.

curriculum specialist would have to work with

groups desiring to evaluate these content designs

using an evaluative instrument of this type. The

role of the curriculum specialist would be to help

clarify what various curriculum concepts and prin

ciples refer to and to show how these concepts and

principles might be used to gather information

about a new content design. Criteria such as broad

participation and clear specification can prove

quite useful in gathering information, but various

group members must be able to understand them and

to apply them in gathering information in order to

derive the benefit of their usefulness. As a

result, it is recommended that curriculum special

ists need to experiment with principles of this

type and to identify more suitable means for aiding

various group members to learn how to evaluate in

terms of these principles.

It became apparent as the study progressed that a

the content designs might be translated into more
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