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~ CURRICULUM AS ENVIRONMENTS FOR LEARNING:
g A PRACTICAL MEANING AND MODEL

In the catalogue of education's more curious creatures, few are as
complex as the curricutum. Althougn ;he word curficu]um is casually
used in- the litevature and in discussions about schooling and;edﬁcation
as though its meaning were common, a more carefuT conside?htign\ihows
that curriculum commands,different‘and distinct méanihgs. Scho]a;s aré
far from agréement as to how the term should be defined.

Our analysis of perceptions of'students; teaéhers, principals,
and parents suggests that in the practical reality of schools and
classrooms, curriculum means different things to different people. To
students curriculum seens to signify hbmework, tests; and~"a]1 those
classes." To many teachers it means printed materials, textbooks,
goals, objectives, lesson plans, study sheets, and tests. Principals
tend to view curriculum as what is taught by teachers and th= packaged
curriculum programs and materials produced by pubTishing.companies of
curriﬁu]um committées. Parents consider the number and types of courses
offered by thg school to be the curricu1umh1 The intention here is not
to argue that uniess we have one fixed definition there will be 1it£1e ‘
if any progress tqward improving.the quality of curriculqm. Indeed,
we agree with Tanner that conflicting -definitions may stimulate con-
tinued ingairy and may help i11uminatevphilosoph10a1 differences that
are the sources of'conF1ict;2v |

The purpose of this paper‘is‘four~fon, First; we advocate a
multi-dimensional deffnition of curriculum. Second, our definition

[

is contrasted with four existing views of curriculum. Next, we
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describe a cuririculum development model chat reflects the de~ir< n.
Fourth, we discuss three practical considerations for develc,i¥% ing

- implementing curriculum in schools and claswrooms.
. _ : . .

DEFINITION: CURRICULUM AS ENVIRONMENTS FOR LEAA WG

In overview, the curriculum consisis of both externsi +and per-
ceived environhenta] conditions for learning. Comsidered ir ‘%
external aspéct, the curriculum acts as a complex retwork ~* miermin-
nants exerting an influence on the behavior of indTviduals . rnmse
determinents are physica], social and intellectual conditi: ha*
shepe and reinforce behavior. For examp]e,'withih the schayi s¢l''mg
learners areﬂexposedlto a seqhénce of learning tasks, a cr?lectisn of
learning materials and the influence of {ndivfdual persona. ; !ies and
collective norms.

Although many writers3 have described the learninc ens .egnment as

a'powerfq1 determinant of pupil behavipr, we caution tha "1 of

the school's environment should be considered “"curriculum 2 external
sources of a school's environment are multiple and comple. W tpe
influence of.the physical plant, to the social and econei -t tiims
'of the neighborhood group, to the historié and enconomic Tions |
of the neighborhood group, to the historic and economic ibn of

schooling, to the pre55ures from the Central O0ffice, to e a“lability
of resources, and so on. We reserve the term “curriculur  w the

envircnmental 1ngredienté that h3¥ggbeen deliberately sm:ge- to create

Al
[N, N

\,s;.

a context for 1earniﬁg. Freud's dictum, “where id is, =taego0 be,"
urged his.patiénts to seize hold of the impulsive, contradtt:zry and
irrational mix of pressures ruling their lives. In én ana1e@®us'way,

we urge "where Qnexaminéd environment is, let curriculum be” tzo suggest

P
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tha: zw—<ulum consists of external conditions for learning that
res:-it “ram the participative process of constructing and re-4
con®ructing school env-~onments.

-

rurthermore, the curriculur corsists of environmental stimuli

as . rcefived or interpreted by participaz:ng indiv:“uals. As Murray"
suc sts, it is the learmer's perceptsans of er‘4-ﬁnmentai conditionsv
e guides his or her behavior. IndPwiguals mct :f]y respond to
== vnnmentaf'demands andt expectations accoretiss  tc the ways they
nerefue them;‘ Because tme individual's percs .ioms of- school eqviron-
mest- 3150 serve as determinants of bemavwor, -1 our definition,
cw ~iculum consists of the internal (or per:-=ived,, as well as the‘
emrnal condit1on§’that either;fdster or sder learning.

When we nudgé tnis genéra] part of twe definition deeper into
tne aracfica1:sgttings of schéo]s, we fimd that curricu1ﬁm can be
more specifically characterized by three separaté yet interrelated
parts—the expressed, the imp]ied,'and The emergent. The connections
arong these dimehsions contributes'to tme dynamic nature of curricg1um}~
Our definition of curriculum as‘envjronrents for learning, then, )
consists of external and perceived comctions for learning that can

be further described in terms of their expressed, implied and emergént_

dimensions. - -

The Expreséed

‘This dimension of curriculum is a written statement expressed in
zerms of intended learning objectives, 1emmning obportun1t1es, a sequence

of content, and evaluation procedures. Tie expressed dimension is the

]

[~
7 Q




-4-

course of study or Fhé syllabus, an'acknowle&gad pia stating what is
to be learnsd and“describing how to teach and evalwae. The academic
disciplines @re often the majcr aata source of decic- m¢ axpressed
curriculum. s dimension is the "planned for" or e—determined
part of cur=tculum. |

”
s

The Implied

This dimer=on of curriculum consists of hints m» wily messages
received by Te@yrirs from the physical, social and 1nte11e;tua1‘envfm:n-
ment of the scr.. . Similar to what is known as the hidden curriculum,
this dimension *ncludes the unstated énd unplanned messages given off
by the rules amw <raditions embedded as regularities in the ongoing
way of 1ife ir 2 school and in its classrooms. Alsc, the implied
diménsioh ref s to unintended learning that -results because of what
is 1nq1ﬁdéd“c' omitted in the cénfent that is taught. The ‘conditions
of the impli@d are further sﬁe11ed out in those actions of students
and adults wmich are oniy rarely verbalized or explained. The implved -
dimension s critica1‘because the learners' perceptions of the con-
ditions thét make up the habitat of the school and c1a§srooms result

in a persdnaT'view thét-influences either positive or negative learning.

~ For this reason, the perceptions of students foward the school and

) c1as$roqm environment are the central ddta source for deve1op1ngfthe

implied curriculum. - o,

The Emergent

This dimension of curriculum fncludes the ongoing a1£erat1ons,'

adjustmehts and additions that are made in the expressed and implied

!
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‘ curricu1um1n arder to insure harmony between the unfqueﬁass of the
1ndiyidua1-1earﬁer and the character o™ the curriculum. The emergent’
serves as a corrective measure to smooth Tut and put Lhe expressed
and fmp11ed parts of the curriculum in lime with each other and with
learners. In other words,.the emergent.d1mension.1ntervenes when

_there are excessive Qaps between Ieafners and the curriculum to reduce
chénces of disconnection, unnecessary <& lure and unintenced boredom.
Fer this reaeon, the needs of the lear~e~ &zme the major data‘source
fok'the emergent dimension. ,

In sum, deliberately constructea emvironments for learning take

~ fnto account these three related dimemsions of curriculum. While the
expressed Curricﬁ1um'is traditionallv the most prominent, “in the
present’definifion it is p;imar11y tme initial dimension or starting
point. _Immediete1y, its implications are fe]t; The Tessons the re-
su1t1ng:imp11ed dimension teaches are lomg remembered mecause it is
s0 pefsuasive ahd'consistent over the mamy years in whtch our students
attend schoot. |

In fact, where the expressed and 1mmﬁied_cu°:.culwnare.consistent'
and support each otﬁer; 1eerniqg is most mowerful. It is he:e-that _
attitudes and values are probably learned most effectively. Where the )
expressad and fhp11ed curricdlumare in conflict, one would ekpect the
1mp11ee;d1mension to become dominant. It is not what is ;ntended
{what we ta]k‘about) but what we do (action we take) that becomes
‘eompe111ng. Also, wﬁere the exeressed and the'1mp11ed run counter to
each\other, contradictory messages are 1ike1} to be receive . ey learners.
What is learried at one time is stifled or Unlearned at another. In

" this case, the emergent dimension takes pkeceﬁence, ca111ng'fok‘teaeher




- _ ' -6-

dec’ ~ions that cor}ect <he disconnections between expressed and implied
dimersionsor between the curriculum and the learner. In short, the
cefir-tion of curriEu]um as environments for learning opens a multi-

aimemsional perspective on curriculum development and school practice.

DEFINITION: . IN CONTEXT

One-way to probe_ghé usefu]ne§§ of the definition we adVance.is
t0 contrast it Qith other conceptibns of cUrrTcu1uﬁ. In this way,
shadows are cast across pfeVious attempts; which in tufn.ii]uminate
points of emphasis or potential cversights in our definition; ‘we
trace four prominent view;lof the nature of curriculum, and relate
thése'to the three dimensions characterizing our definition.

The Latin origins of.curriéu1um (from éurro, cucurri, cursun)-
bring to mind tne act of running, especially on a race course. Perhaps
this E?djcates‘that curriculum 1s_thought.to'be the duitkest, sfmpf;st, '
most o;ganizeq and efficient fashion for presenting and receividg‘kqow-
Tedge. An image 1is cohjured up of a series of Tabs’with'prescrjbed
obstacles to be overcome in a set time. These laps are undertaken:to
reach the intended and final goa]:‘iThe student (ruhner) starés at one
point in h1§.1eafning aﬁd reaches the seéond‘point by following a set
coﬁrse from which he does not deviate. -Such an 1mége_has not b;en
. lost to curriculum stho]ars,'inc1udipg reséarchers, teachers, and éd-
ministrators. |

One common éonception of currigulum that adheres to‘thié 1hage :'
is that of a course of study. Thé_defihitioﬁ 1nciUdes'c1ear1y defined

subjects {laps) which each student must'succeésfu]]y»comblete'within
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a specified fime~frame in ordef to successfully reach the goa1 of
graduation (with‘jﬁs attehdani social rewards). Due to its simplicity
in the sensé‘of being so clearly contenF*or subject matter oriented,
'this‘definition 1s st111‘attra§t1vé to many curriculum theorists and
practitioners.> |

.Somewhat less externally detérminEd, though still 1inked to the
race course principle, is the view of curriculum-as intended 1earn1ngi
experiences. }This perspectigg,is appealing tq‘curricu1um developers
who opt for a predefermined framework that provides 1imits to -the ex-
'périences but does nﬁt dictate all expgriehcés possib1e>w1th1n the
estab11$hed borders, '

Still another concepfibh of‘curricu1um defines it as all of the
:‘experiences had under the auspiées of the school. Frdm this point of
view, curricu1um.1nc1udes the knowﬁ énd unkndwn'tonditioﬁs that fqétér
gxperiences; This approach is considered mdre extremé than the pre:
Qfous two because.p1anned and unplanned cﬁndjfioné are considered.’

.Fina11y,‘a’fourth view of curricuium turns to what is percgived
by the learner.. The meaning moves away from the external setting téwafd.
‘the learner's 1nt§rprgtat10ns of what ‘has been b1anned or unplanned.
The'perceptions-df the Tearners make up the curriéu1um. Not only is
there the possibility that the learners w111'fede§19n the raée.course
but they might a1so perceive that running_?s not neéessary or that“
flying is the‘way to go.® | ) |

Thé‘foqr gengra1 ﬁeanings Sf curricu1um'meht10ned above aré‘undgr-
standable as possible def1n1t16né. Yet, when-considered‘separate]y

they cah lead to a way of thinking that is diéconnected form tﬁe three

&
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curriculum dimensions we. bzlieve exist in the reality of schools and

classrooms. The definitions are shown graphica11y‘1n Figure 1 as a

continuum of th?nking that ruhs Trom externally decided curricu]um to |
~Internally perceived curriculum. L o »
FIGURE 1 ]
A Continuum of Curriculum Definitions . -
Curriculum As A' Curriculum As COrriculum_As, Curriculum As The
“ Course of Study Iniended Learning -~ Al11 School Perceptions Of
l _ Experienpes Experiences Learners
T -~ — .
Externally ' : . ‘ # Internally
Decided _ ' _ ) Perceived
Cdrriculqm . - o ' Curriculum

Next,'FigurelZ'presehts a grid that links these four -general
definitions of curriculum with the expressed, 1mp11ed_§nd emergent dimen-
sions of curriculum advanced byiour definition. The grid §Eow§ the -
major (0) or minor {o) emphasis of interplay among the four views and

the thrée dimensions.

©

‘ FIGURE 2 ..
° ~Grid of Def1n1t10ns'Re1§téH to Diﬁéh§ions” ) : {y
. _fx _Dimensions; o
: The Expressed = | The Impljed The Emergent
Curriculum as a . - 7 -
~ Course of Study I R | A
v Curriculum as - 7
& Intended Learning /
S Experiences 0 S 0
‘e Currfculum as ATT 1 7 .
& School Experiences Q ; 0 .6 .
& CurricuTum as the - 7 .
-+ Perceptions of B ' S ,
Learning . . N ¢ K o o
: ° .. o = major emphasis. _ AR
©. . . o=minor emphasis S
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Curriculum viewed as a course of study emphasizes the expressed
a4 - . . . .

dimension;} It focuses on the necessity of covering certain subject -

Q

matter and minimizes the importance of consideking student-perceptions
ot the relevance of the instrUctionad cdntent. “Curriculum censidered
as‘intended learnings aluu emphasizes the expressed dimension, and opens
in a'mindr way to the emergent by recognizing the‘possib]é need for
a]tering'set content sequences if other learning approaches are”rez.\
quired to attain clearly deftned ends. Curriculum defined as all. the»

experiences stwments have under the gu1dance of the school also reta1ns

Tits primary a]]egiance to the expressed dimension. However, this view

both acknow]edges the potent1a1 hazard presented by unplanned conse- Fe

quences of schoo] organ1zat10n and touts unref]ect1ve1y the myst1fied

'uprocess by wh1ch the curr1cu1um perpetuates “the American way." For

these reasons, the implied d1mens1on s secondar11y cdonsidered by th1s

approach. The possihility of unant1c1pated learning also suggests a

minor assoc1at1on with the emergent d1mension Because of the acknow- -

ledgement of negative consequences resu1t1ng from unp]anned exper1ences.

\’\
it becomes necessary to make adth.ons or a]terat1ons in the expressed

Vg ...‘u

and 1mp11ed conditions. F1na11y, curricu]um v1ewed so1e1/ as the )

~percept10ns of Wearners insists on the primacy of student_interests

v and wor.d v1ews 1n determining what is to be: taught By dec1ar1ng the

-

curricu]um open to 1nterpretat1on by 1nd1v1dua1s and to rev1s10n based

on student perceptions,‘th1s definition emphasizes in a major way the

implied and emergent dimensions. Nevefthe]ess,_;gnce students react

to the external school environment and since educators advocating this
perceptual apprdach often maintadnfa po]ftdca] or academic orientation

in “uneasy balance with their ch11d-centered'views, the "expressed

N

-

i
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d1mens10n p]ays a key bLt more minor ro1e in curriculum developed by

: advocates of th1s po;ition

In a sense, Figure 2 implies that a multidimensional def1n1tipn

. of curficulum offers a p05sib1e.way for absorbing the best from other

selected curriculum definitions. Those definitions that were placed .
toward the “externaT“ end of the continuum in Pigure 1 re1ate to the
expressed dimension of curr1cu1um. As one moves tpward%the "perceived"
end of the previous continuum, the imp1ted and emergent dimensions tend
to be considered in the defih?tion; We advance for your consideratipn.'

that many existing definitions 1nsUff1cient1y cdhsider important

~dimensions of the reality of curricu1um»pract1ce.' Moreover, they

“foster either-or thinking about curriculum that needs to be corrected

so that Timited views can‘incorpprate the strengths.of numerous defi-
. -~ . B v : . X BT
nitions.

-

Instead of a continuum of discrete curriculum definitions ranging

from externally derived\fc 1nterna11y perceived, a more comprehensive

'approach is needed to recbncept alize the meaning of curriculum. Our-
? .

def1n1t1on of curr1cu1um as externa] and perceived environmental condi-
tJons for 1earn1ng bends the ends of -the cont1nuum closer to form a
"eurriculum cirCuit9, as shown»1n\F1gure 3.

whenvwe describe the expressed, 1mp1ind and emergent d1mens10ns,

we are attempt1ng to 1nterre1ate .the pract1ca1 realities of curricu1um

as 1t exists for teachers and pup11s in schoo1s Moving-through the

c1rcu1t, 1earn1ng cond1t10ns created by teachers have expressed e1ements
(1ntended 1earn1ngsk maJor concepts, p]anned 1earn1ng opportun1t1es and

SO on} w1th 1mp11ed messages and consequences -for 1earners When - .

(&)
&~
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flgure3 |
C UF?F?ICULUM CIRCUIT

CONTINUUM MODIFIED TO INCLUD!E DIMENSIONS

o

2 INTERNALLY PERCEIVED CURRICULUM

T L
EXTERNALLY DERIVED CURRICULUM

~teachers ?ecognize serious gaps bétween\their constructeg learning
environment ahd:the desired perceptions and behaviors of their students, -

they act'ﬁn an emeréent fashion to revise the.curriculum. Curriculum

) mak1ng becomes the creation of conditions for learning.

.~

w1th our def1n1t1on, we expand the 1nput output not1on that

- considers “eurricu1um as_the variable occurring prior to instructibn
S : A . _ ,

and Stuqeht aChieVemehtﬂas the related'putcome'of in;truttion. In 1ts

place, we:propose a more eco1691ca1 view of curriculum based on a |
_ _ ) D3 o

multidimensional curriculum definition.
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Domimance by ome dimensional views of‘curricu1um contributes in
a major wey to the narrow, reductionist approaches for deve1opihg
curriculum that ve think have currently over-extended their usefulness.
Linear curriculum models that result in-objectives to be achieved,
means to reach the objectives, and evaluations to determine the extent
. to which objectives were accomplished assume that in the practical
rrea1ity of schools purpose'precedes activity, when the reverse is also
true. We suggest in our definition that a‘more ecological view of
curriculum demands recognition. This eco1ogica1,perspectiye means
teachers have the responsibility for creetihg learning environments"
_that\1ink”phpf1s to curriculum. Again, and in simple words, our defi-
/. nition of curricu1um opens the way. for the reconstruction cf currichum-
| through ondoing refinement‘ahd alteration of its expressed, imp]ied‘

~

“and emergent dimensions.’

THE CURRICULUM DEVELOPMENT MODEL

The curricu1um-deve1opment model advanced here is presented'in
three parts of equa] influence, one part for each of the three dimensions
of curr1cu1um included in the above def1n1t1on The mode] conceptua1izes.'
one dec1s1on mak1ng system that describes the interaction among e1ements
of curr1cu1um as a product, and two decision-making systems that ©
describe de11berat1ons of curriculum as a process.

The system for the - expressed dimens1on descr1bes e1ements of
curriculum that resu1t in tangible products, written and 1ntended to be
a direct guide for 1nstruct10n. The system for- the implied dimension

consists gffsteps teachers can take to identify positive and negative

Jd
\
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implicatioms of the curriculur for indi;idual learners. This decision-
making syszem does not result directly in a written product. Rather,
Ait is a process that uses perceptions of learners to determine co: -
gruence or disconnection between fhe learners and the c'irriculum
cond1t1ons; The positive conditions identified~in this fashion are
ma1ntained; while the disconnections are corrected_by.the reméining
system for fhe emergent dimension.

The model makes purchase on the practical reality in sEhoo]s and
classrooms in three major ways. First, the model js grounded in a
definftioﬁ that resulted from observations of the actual dynamics
'-that take place when teachers attempt to develop and implement improved
learning conditions.9 Second, the three djmensiohs of currfqu1um'iﬁ-

cluded in the definftion,resu]téd'from an ana]yéis of conditions in"
>schoo1s that forﬁed'e1ementary ang sécondaky studénté to live and 1earn
on the‘marg1ns of éhe environment. These conditions were identified

by means of co]]eéting students perceptions and observations about the
.m1Jiéu,6f schools and‘c1aésroqms.10” Third; the modé] makes the teacher
the kéy decision maker for curriculum devg]opment; pérf{bular1y.for the -
implied and emefgent dihensions} In other words,.thoSe“edutatorS~wh5
are c]osgst to the learmers zie responsible fbr developing the curri-
~-.culum and for insuring thet curriculum conditions ake in harmony with
the learners. i |

The decision-making system for each curriculum d1hens1on-1s now
'presented, fo]]owed‘by a}br1ef descr1pt1on of how the systém§_are

intended to work in the practical. Finally, assdc1at10ns amdng the

/
7

three systems are explained. R s

N

p~—
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Decision Making for the Expressed Dimension

The decisiOn-making system for the expressed dimension will be

- the most famiTiar to curriculum theorists, since it is closest to

Tyler's classical curriculum development process.l! Figure 4 presents
the decision-making system. Buijlding from a platforr of shared values, -

images andfbe]iefs, this system identifies and organizes intended

. learnings and desirab]e‘environmentai conditions,vieading to planned

learning opportunities for students. The system continues by initiating
tha collection of perceptual and other evaluation data to determine
the effectiveness of the expressed curriculum with-]earners.

The starting point, then, is a curriculum platform,12 defined as

the system‘of-beiie?s‘and values usad-to guide the deve]opment of

curricu]um.”‘Through a‘process of deliberation among educators, students,
parents and.community representatives, decisions are made concernfug

both the intended 1earnings and the desirable educationa] conditions

" in the schoo] These 1ntended 1earnings may be cognitive affective

and/or psychomotor, but w111 be content oriented in nature. A statement
of des1rab1e educationai conditions should a]so be produced by the

de]iberative process, describing in generai terms the kind of individdals

the school seeks to develop and the intended character of the'insti-

tution as .a learning community.

Twe next step in.the decision-mmking process is to organize the
subject content, and the school and ciassrooms in 1ine with the plat-
form and the stated aims. The processes and considerations at this
stage are too muitipie and comp]ex for a detai]ed_set of recommenda-

-

tions to be advanced in this. paper. hevertheiess, 1t should be said

a ~ “
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that this ismthepodnt for the structures of the academic discip]dnes‘to
be constdered, and for the intended l::arnings to take on appropriate
scope, sequence, and integrationi‘ Similarly, careful attention is due
the consequences of different forms of school and classroom organization,
which are means to ‘the. ends that have been set. * Each schoo]tenvironment
is created, often unknow1ng1y, by decisions made about school- ru]es
and traditions, -physical sett1ng and 1nst1tut1ona1 ro]es or re]at1on-
ships. In our model of corrtculum as.env1ronmenta1 conditions, th1s
~arena wii] be stab]e,in important”waxs yet_aiso subject to dngoing_
reorgan1zation. | | , |
(kcesubJect matter and environment have been organ1zed the
teacher creates p]anned 1earn1ng~opportun1t1es for students. .whether
course. sy]]ab1, 1nstruct1ona1 un1ts or lesson plans, these learning
) 'opportun1t1es are the 1ast product of - expressed curriculum before 1n-
s | ‘struct1on ~When the p]an is 1mp1emented 1n the classroom, a chang1ng
- set of curr1cu1um cond1t1ons is. created The -expressed dec1s1on mak1ng
systew ends with the dec1s1ons about eva]uat1on and assessment ap-
‘_proaches for determ1n1ng both the results of 1nstruct1on and the match
i between ‘the curr1cu1um and 1earnerz Thus, the expressed dec1s1on-
making system ]eadsudirect1y to ooth the 1mp11ed ‘and emergent decision-
making s}stems which center on rednforcing}and improving the ongoing.l
implementation of expressed currfcu1um.

«

Dec1s1on Making for the Imp11ed D1mension

The dec1s1on mak1ng system for the 1mp41ed d1mension of currmcu]um .
s entered when the perceptions of students are co11ected Tee percep-

‘tions‘of students.toward curriculum conditions can be importamt saurces

T l’;‘ @
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of 1nformat1on about the ways the p]anned env1ronments 1nf1uerre student
behavior. Student percept1ons prov1de cues and c]ues as to how the

press of different envtronments in the form -~ curr1cu1um conditions .

~

affect the conduct of different individuais. .g perceptual data,
the implied decision-making systen aeteri’. . sher curricuium condi-
tions create situations of congruence o d- action for learners.

As Figure 5 indicates, tne first step is to coiiect perceptual
data concerning the~match;between curricuium conoitions and learners.
white agseffective teacher is constantiy weighing the implications of
Student responses to ]earn1ng act1v1t1es, sensitive instruments nave
a]so been developed to co1xect and summar1ze student perceptions toward

c ' v_;key d1mens1ons of a 1earn1ng env1ronment 13 we suggest that speelal
attention be- pa1d to student responses to 'the rules and rzgularities.
of the schoo], to unant1c1pated or incidental 0utcomes of the learn1ng B

.opportun1t1es, and to the, nonverba] actwons of students and teachers

..... a 1

Perceptua] data are used to 1dent1fy positive or negat1ve 1mp11cat1ons_
.of the curr1cu1um conditions ‘for 1nd1v1dua]s _
The purpose of to]]ect1ng and assess1ng perceptua] data is for

d‘teachersuto reach a conscious recogn1t1on about tng re1atronsh1p;between
each pupil and the currdcuTumaenvjronment. Ne have in mind_nere’somef

" thing. akin to Dewey's conceot of prob]em-definition, in which the
transformation of'an'indeterminate situatipn into "a problem" is,seen

. as the ffmst step'in inquirytlu- The;decision made during consfderation=
of the -implied curriCulum'dimension'is clear cut—a situatfon_ofrreIaf
tive dﬁsnnnnection or re]attﬁe'congruence exists for indfviduais~ With

~this decision reached teacher .inquiry has begun 'The,teaeher now moves

\ to the emergent dec1s10n making system

19
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‘ Dec1s1on Making for the Emergent D1mens1or

o

Figure 6 presents the 1nqu~ry process 1nvo1ved in the emergent

- d1mens1on Based on a recognition of the disconnection or congruence

betwgen learners and curricu1um; decisiom making for emergent curriculum

reflects a critical consciousness ot the sources of congruence or dts--

.connect1on, and 1mp1ements supportive or correct1ve act1on to create

more effect1ve curriculum cond1t1ons
N | _ As we .have seen,,percept1Q's are an important datavsouree for
judging the assoodation between curricu1um and'students. Other eval-.
uotion data 1ike achievement tests,iaptftude tests, interest inuentor%es;
- gr ettitude scales can also indirect1y suggest disconnection or con--

! '}gruence "In either event recogn1t1pn of a problem or des1rab1e

SRR _ :foondition 1aunches,1nqu1ry. Tke next step 1s to 1dent1fy the cdrr1cu1um
| conditions that are inf1uenc1ng d1sconnect1on or congruence- Us1ng
Fre1re 3 term "nam1hg," this step 1nc1udes the format1on of hypotheses
concern1ng ‘why a 1earner is d1sconnected or successfu1 For example,

1f student gercept1ons 1nd1cate that a learning env1ronment 1s not
serv1ng them'adequate1y, their perceptmons of the ‘specific. curr1cu1um
cond1t1ons‘wh1ch affecx them provrde‘o4stamt1ng_po1nt,for the 1nqu1ry
.into.uhat'oan-he done aout the mismatch Metween the curriculum and the .
Student. -The maming process could determine whe'ther 1t is an externe1"
condition contributing.to disconnection or a'misunderstand1ng or an
internal chéracteristic 1eadtng to the prob1em 6epend1ng on the )
"resu1t of th1s inquiry, ‘the 1earning environment cou1d be a1fEred through ’
,correotiu\\ect1on that either. removes the prob1emat1c e1ement or |

1nduces the Te\rner to confront and alter his or her own 11m1t1ng
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perceptions_or se1f-defeating.oehav1orsu. It is important to check if
the behavior of the learner is indeed the result of disconnection or
.// | | congruence with the’currtcuium. The poss1b111ty of ‘the quality of

student effert contributing to positive or negative action is also

.cons1deredm Further,‘attent1on is given to the off-chance of congruence
nourish1ng the negat1velorvdisconnectfon aiding the positive. - The
hypotheses formed during the nam1ng porcess are not 11ke1y to define

: causa1 re1at1onsh1ps in the str1ct sense of pred1ctab111ty _Rather,

~a critical consciousness of the curr1cu1um context 1n_wh1ch hearn1ng . -
occurs for - ind1vidua1 pupils should resu1t in-the 1dent1f1cation of AJ,F”"

»

poss1b1e 1inks among curriculum conditions; student character1stics;

//

‘and’ student behavior. }—} P e

/
Based on a grow1ng understand1ng of curr1cu1um cond1t1ons, a

teacher can take supportive act1on to re1nforc9/and motivate success-

-h.fu1 student behavror, or the teacher can,beg1n correct1ve act1on ‘to
/

reduce or e|1m1nate poss1b1e sources/of d1sconnect1on between student-.
and curr1cu1um As Dewey po1nt°/out, a1terat1ons 4n a 1earnjng environ-
‘rment are exper1menta1 1n/nature, espec1a11y at f1rst Based on ’
exp1oratory hypotheses, possibly re1evant so1ut1ons come “to m nd.
e Emergent {deas that "pop out" durlng the determ1nat1on of factual
- “ - cond1t1ons are,” in Dewey S terms, '

o : anticipated consequences (forecasts) of what will
- - happen when certain operations are executed under
and with respect to observed conditions. . : .

The more the facts of the case come to light in

co- o . consequence of being  subjected 'to observation, the
. . clearer and more pertinent become the conceptions - o
g = of the way the problem const1tuted by these facts E -

is to be dea1t with. - : :

o g C S N
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In fact, as1cr1tica1 consc1ousness of curriculum conditions deveiops,

;the functiona] fitness of emergent: soiutions becomes eas1er for the
teacher to assess The experienced env1ronmerta1ist teacher~ after

,,wview1ng behavior and cons1der1ng perceptuai data from a learner, can

e

;waﬁ“‘ make high‘y accurate forecasts as to the effectiveness ef - posijbie f?
;f”'.. curricuium- approaches. Since the end of the emergent decision-naking

b system is more effective curriculum conditions, the-process of currif

cuium reconstruction should be an ongoing series of increas1ngiy N

'3

..accurate emergent decisions concerning ways to increase the match

between the 1earner and the curricuium.

S
“

"Decision- making Among.the Curriculum System

As Figure 7 shows, the three dimensions of currifuium deveiopment
are 1nter-re1ated systems each contributing to effective curricuium
g conditionsi The decisions in the expressed dimension curricu]um s _ - -
. c]assicai starting point, create planned iearning opportunitigs. OncE{
instruction has begun, the imined curricuIUm becomes increasingiy
: salient, and iearner s perceptions are co]]ected 1in an ongoing monitor-
*ing of the fit between students and the curricuium environient. From
th1S probiem recognition process. (incidding acknow}edgement of success-
ful fit), emergent curriculum dectsions are made to correct or reinforce «}
key curriculum conditions o oo }
In sum, a muiti dimensionai definition of curriculum has ied to -
this ka]eidoscope type mode] for curriculum development. Thinking back |
'to Figure 3, where the ends of' one continuum of curricuium definitions .

were turned to “form a circle, the comprehensive and versatiie nature of -

d

’
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this curricu1um approach becomes more clear. Too often, curricu1umf

deve1qpment models basea on one- d1mens1ona1 :definitions of curricu1um

“have turned a b11nd~eye to the effects of the 1mp1ied dimens oq/and

overlooked the importance of the emergent curr1cu1um. The expressed

“curriculum, pnfthé othér hand, has dominated schooi practice, leading

to a situation where much of the expressed durrichlum'comes into being

‘in response to demands for eff1c1ency and ccn#enience Nhi1e'a multi-.

dimeﬁs1ona1 -approach is comprehens1ve and respons1ve, it 14 not s1mp1e
or easy to put into prectice. ‘For this reason, we now turn to some -
considerations. for the imp1ementatiod of this.curricuiym development -

model. "

. .'9-.° h ﬂnge’7
MULTI DIMENSIONAL DECISION MAKING

. o 1

ermergent
decision

EFFECTIVE
JRRICULIUM
" CONDIT ONS

, k}mg_ a
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- CONSIDEhATTONS FOR BECISION MAKING IN‘THE PRACTICAL
A defin1t1onfof curricuTum'and'a model- for currfcuTum\decis1on-
‘"mak1ng contribute to, but do not. 1nsure, deveTopment and 1mp1ementat1on _
. of curriculum. The chances for. successfuT «ecision mak1ng are. enhanced,‘
_ _howeyer, when consideration is. g1ven to the pract1ca1 realities
necessary for teacher act1@n Three cons1derat1ons 11kely to enhance' :
teacher dec1s1on mak1ng in schooTs ‘and c1assrooms are presented in th1s
“final sect1on The foTTow1ng cons1derat1ons were 1dent1f1ed as a resylt
_of talks with teachers about the- barr1ers they face when try1ng to br1ng
about curr1cu1um fmprovement 16 _ -;‘" o f_,ﬁ.' .
fThe teaaher shouZd be the key leader for tmpZementtng .
- eurriculum tmprovement ineluding alteration and

_elimination of exigting curriculum or deveZopment
- and: adoptton of new currtculum. '

Teachers perceive that- oné of their maJor respons1b111t1es 1s to .'
create curr1cu1um qn fhe form of condit1ons that assist pup14s»to succeed
- jn the1r 1earn1ng in. c1assrooms It 1< the c1assroom as a- set of curr1- ol
\ cu1um cond1t1ons, with the teacher as a. maJor 1nfTuent1a1 factor that “1;7.

~

1nteracts w1th the un1queness of the studen Teachers read11y acknow-'

. ;t1me with students It follows,’ theh that tegchers would 11ke1y be )

T.y most *ﬁformed about student academ1c needs, personaT Anterests, and - V_Q T
1earnfng sty1es In pTaTn words, teachers are in the best pos1t1on
“to make decisions about the sett*ng for learning. Yet, teachers

| ,reports and exper1ences show us that many 1mportant curr1cu1um dec1s1ons

are made by peop1e who are far removed from the day-to day rea11ty of

79{,-the c1assroom. and who are without current data’about studjnts.»-Our | ~

o :taTks w1th teachers suggeSt that they have 11nﬁted 1nv01vement 1n .% ';-: ;1
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~curriculum dec1sion-mak1ng concern1ng the social and 1nte11ectua1¢5}

conditions for 1earning (and for their da11y work). In effect,

"~ teachers perce1ve that they are usually in a position of accept1ng

or reJecting what others have dec1ded for them

The single classroom. should serve as a powerful
unit for eurriculun implementation.

Unfortunate1y, decisions to implement curriculum change made by
Ieg{s1ators, members of the state department of education, members of
the schoo1 board, or pr1nc1paTs are often viewed by teachers as_extern-

ally imposed demands that can cause them to pe orm in ways that are

contrary to the needs of 1earners.: Teachers seemdto adjust to externa1~'.

decisions by simply retreating to the c1assroom. Thus many of the
curricu1um‘changes,thought to be fmp]emented 1n"c1assrooms have rico-

cheted~from~the~c1osed door to rest mainly in the minds of the origin-

ators. ?oss1b1y the starting point‘for_curricu1um implementation should. .

be behind the classroom door with the teacher in the classroom, and

then work- out to.thejtota1_schoo1,so that conditions for success can be

better estab11shed1 By understanding the nature of existing classroom

- .conditions and the prior1t1es'of teachers; appropriate plans for

1mp1ementat10n can be developed so‘that teachers are part of the plan
rather than part of the prob1em of resistance.

‘ The single ¢ 1assroom is also important for implementation because
most encounters between teachers and students intended to promote learn-

ing take p1ace in this sett1ng It is here that students are 1ikely to

" engage or d1sconnect from the curr1cu1um Of course many factors

- outside. the c1assroom (1nc1ud1ng home, school, local commun1ty) also

encourage_or 1mpede learning. Yet, it is 1in the c1a§sroom where

27
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teachers are best able to intensify positive conditions. and soften
negattVe forces that make a difference in learning for individual
‘_students.

~

. | A positive match ghould exist between teacher
' -behaviors required by the schodl cnd behaviors
required by student demands in the classroom.

- Teachers and the principal working in concert can build a total
school env1ronment that supports curriculum efforts and insures an -
-opportun1ty for success. However, a positive match between the school
and the c1assroom is seen as more of an exception than a norm. Under
"out-of-joint" conditions, teachers perceive that survival depends on’
~ doing'more df what is requfred by the school and less of what is needed
by the:pup11s. In the process of getting by (and on and up),'teachers |
can‘deVe]op a mistaken_perception of their responsibility for'chang1ng
_ %_the.forces they exper1ence. Decisions to 1mprove the curriculum go -

. begging, ard the students are presented with curriculum cond1t10ns
) chat ref1ect the incongruence exper1enced by the’ teacher. If th1s
circumstance continues, teachers'seem tovbecome more willing to accept
mismatches petween'schoot andp]earnfno and less willing to 1nitiate
' action that will make the school more responsive | Gradually, they
become mere spectators in the 11fe of the school. “
Teachers who decide to act to eliminate counter-productive
~ external corditions often become "margina]" people 1iving on the
fr1nges of the schoo] On..the other hand, those who decide to adapt
to the 1ncongruence survive by - be1ng absorbed into the structures
‘that reduce the1r effect1veness in the classroom. Learn1ng,to.11ve

with or accept conflict between school requirements and student demands
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for 1earn1ng can make teachers 1ose’awareness of their right and
capac1ty to improve the curr1cu1um environment. Dec1d1ng and act1ng
on the reality in which one lives and works are necessary for individual
and institutional improvement. -

Teachers repdtt that they no longer nod politely and smile at
announcements of external decisions that m1sd1rect,phec16us energy }
that could otherwise be used to fdstendneaningfui learning environments.
Yet, they do not seem to take the lead in constructively 1dent1fy1ng.
and .eliminating schooT.conditions that.sap teacher'enehgy away from -
ass1sting-pupi1s to learn. It is necessary to establish the comp1ex
connecting t1ssues that 1ink the teacher with the school and the stu- -
dents. It is the unproductive tens1on between the teachers and the
school enVironment that must be reduced so that-the'schooT can be more
responsive and sdpportiye, and SO that the curnicu1um can be a better

means for making the classroom an effective place “for learning.

CLOSING

This paper establishes a way of th1nk1ng ahout curriculum as L

“envirbnments for learning. The definition and the model for dec1si0n-

making are intended to generate'an'jntensity of purpose and provide '
directidns for making our schools better. We suggest for ypun con-
sideration that the fgeas about curriculum held by many educators are -
so limited as to p1ace constraints on ach1ev1ng the very goals theyv
profess. A" change in conceptua1 attitudes might Jead to making the
existence of the schoo1 more compat1b1e with the people who live and

learn within 1ts environment

2y
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The environmentalist approach.advanced in this paper places
teachers in a central leadership position for initiating needed'curri-
culum 1mpﬁbvement. fThe'start1ng place can Be made clear because
curriculum decfs{on-mak1pg serves as a critical entry point into the

improvement process. Yet, teachers.must act in order to close the

persisteht'gaps between studentsand the habitat of our schobis and

- claserOms. This paper was developed .in the course of such RE;;¢1ce, |

and it is intended to guide future effbrts to improve conditions for
1eakn1ng.' Possibly the time 15 now right for curriculum to be less of

a curious creature and more of a reépons1bi1jty.

3v.
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