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Foreword

Those of us who operate schools sometimes wonder about the usefulness
of those who observe and analyze them. We take the professors' graduate
classes because, if we want new certificates, we mustbut also because the
classes can be intellectually stimulating.

The gap between educational town and gown has widened in recent
years until, as Gail McCutcheon writes in this volume, it has become a Grand
Canyon. Practitioners and professors of curriculum are members of two for-
eign cultures who visit each other's territory once in awhile, but who feel
more comfortable with their own kind. The trend is reflected in ASCD where,
for example, fewer professors are members of governance groups than they
once were.

This yearbook is an effort to counteract that trend. Some of the leading
curriculum theorists were asked to convey their ideas and those of their
colleagues regarding key issues facing educators in the 1980s. Some of these
issues, such as those discussed by Decker Walkef in his chapter on technology,
lye emerged only recently. Othere because they are inherent in the very
nature of education, are perennial.

Are these reflections relevant to those of us "on the firing line?" If they
are not, we are condemned to grope pragmatically for whatever seems most
expedient at the time, because most of us have too few opportunities to view
our day-to-clay actions from a broader perspective. We need to think deeply
about the meaning and direction of our incremental decisions. This book
offers that opportunity.

PHIL C. ROBINSON

ASCD President, 1984-85
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Introduction
ALEX MOLNAR

The 1985 ASCD yearbook is an invitation for practitioners and scholars to
talk about current issues and continuing concerns. The contributors to this
volume recognize that academics and practitioners need to share each other's
knowledge, skill, and experience.

To a great extent, academics and educational practitioners live in different
worlds, respond to different pressures, and must satisfy different audiences.
None of this is likely to change anytime soon. Nevertheless, academics and
practitioners need each other because each occupies a territory necessary for
the other to explore if they are to be effective in their work.

At present the relationship between academics and practitioners is anal-
ogous to the relationship between two players in the game of "Prisoner's
Dilemma," described by Axelrod as follows:

In the Prisoner's Dilemma game, there are two players. Each has two choices,
namely cooperate or defect. Each must make the choice without knowing what
the other will do. No matter what the other does, defection yields a higher payoff
than cooperation. The dilemma is that if both defect, they do worse than if both
had cooperated....
The way the game works is shown in Figure 1. One player chooses a row, either
cooperating or defecting. The other player simultaneously chooses a column,
either cooperating or defecting. Together, these choices result in one of the
four possible outcomes shown in the matrix. If both players cooperate, both do
fairly well. Both get R, the reward for mutual cooperation. In the concrete
illustration of Figure 1, the reward is three points. This number might, for
example, be a payoff in dollars that each player gets for that outcome. If one

vii
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FIGURE 1
The Prisoner's Dilemma

Row
Player

Column Pla er
Cooperate Defect

Cooperate R=3, R=3
Reward for

mutual cooperation

S=0, T=5
Sucker's payoff, and
temptation to defect

Defect T=5, S=0
Temptation to defect
and sucker's payoff

P=1, P= 1

Punishment for
mutual defection

NOTE: The payoffs to the row-chooser are listed first.

player cooperates but the other defects, the defecting player gets the temptation
to defect, while the cooperating player gets the sucker's payoff. In the example,
these are five points and zero points respectively. If both defect, both get one
point, the punishment for mutual defection. . . .

The Prisoner's Dilemma is simply an abstract formulation ofsome very common
and very interesting situations in which what is best for each person individually
leads to mutual defection, whereas everyone would have been better off with
mutual cooperation.'

Academics and practitioners have been, to use Axelrod's words, mutually
defecting for years, for very good reasons, and with painful consequences.
Scholars are asked to be relevant to, but are rarely expected to learn from,
practitioners. Practitioners are told to value the theories of academics, but
they are rarely offered help in identifying and thinking about how their own
theories shape and direct the decisions they make. Nor is much help offered
in looking at how the theories that actually guide a professional's practice are
developed and how they can be refined.

The fact that academics and practitioners are rewarded for different
behaviors does not explain the mutual irrelevance of academics and practi-
tioners in each other's daily affairs. There are other factors at work. Perhaps
principal among them are two beliefs: that professional education is structured
as a topdown hierarchy with academics at the top and classroom teachers at
the bottom; and that academics and practitioners must do work that is mutually
relevant if it is to be useful. Academics who work in schools of education and
who say that their work does not have to do with schools, and teachers who
roll their eyes at the mention of the word "theory" and whose conception of
professional training doesn't go beyond learning how to use the teacher's
guide for the new reading program, to some extent reflect the same prob-
lemthe gulf between academics and practitioners.

Rather than uncritically defining relevance as a solution, academics and
practitioners might do better to define their relationship by asking, "Even



though our work is different, what can we learn from each other?" When
Rogers, for example, discusses qualitative and aesthetic views of the curricu-
lum, he describes clearly how badly academics need the living reality of
schools and classrooms to organize their thinking and to develop their theo-
riesnot just test them. When McCutcheon and Wolfson examine the reality
of the personal theories that practitioners develop, they are explaining how
academics can do something other than teach practitioners their theories.
They are suggesting that academics can help practitioners clarify and develop
their own theories. In these instances, neither academics nor practitioners
need give up their own goals and interests. The point is that educators can
learn how to cooperate to help each other reach different goals.

It is my hope that this yearbook will be used to foster that kind of
cooperation. Each of the chapters maps out a territory that can be explored
by groups of scholars and practitioners in a variety of professional forums.

In "Schools and Their Curriculum: A Continuing Controversy," I take up
the question: why are schools and their curriculums so often involved in
public controversy? I point out that the role and function of public education
in the United States is controvercial, in part, because the structure of public
education, as it has developed in the United States, makes controversy inevi-
table. The question as to whether this or that controversy is good or bad for
public education is a matter to be resolved in individual instances. However,
for practitioners who are caught up in a controversy, there may be both
comfort and guidance in being able to understand the tensions built into
public education in the U.S. Those tensions are both substantive ("Who deter-
mines what will be taught to ten-year-olds in this district?") and structural
("What is the meaning of local control in relation to an issue like standardized
testingr). If controversy is inherent in the way public education in the U.S. is
structured, then it will do no good for practitioners to hope it will go away.
It will not. Controversy will occur again and again. Accepting that reality and
attempting to understand the framework within which the controversy plays
itself out may help practitioners work more constructively with the inevitable
controversy when it arises.

One often-repeated complaint of experienced practitioners is the seem-
ingly cyclical nature of educational reform. It has often been said that public
education is beset by fads. Everything seems constantly to be changing, yet
nothing fundamental seems to change. The role of professional educators in
contributing to this problem is arguable. What seems less arguable is the
essential truth of the observation. In his chapter, "Three Currents of American
Curriculum Thought," Kliebard helps us to understand the historical reality
underlying this truth. He helps make it possible to understand curricular
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change as something other than merely capricious. There were and are people
struggling in a web of historical circumstance who have attempted to shape
and direct the nature of public schooling. There is a certain comfort in knowing
that although curricular change often appears to be mysterious and random,
it is :tot. At least not entirely. Even the "rapid change/no real change" contra-
diction, which has had teachers, professors, principals, and other interested
observers perennially scratching their heads, can itself be more clearly under-
stood by studying the structure and historical development of schools and
school curriculum.

It is reasonable to suggest that when practitioners are caught up in
difficulties, they rarely expect to find help in scholarly literature. This is the
problem McCutcheon analyzes in "Curriculum Theory/Curriculum Practice:
A Gap or The Grand Canyon?" McCutcheon takes a look at what has created
the "Grand Canyon" between scholars and practitioners and what can be done
to bridge it. She argues that practitioners and scholars each possess knowledge
vital to the othee. In making her point, McCutcheon draws a distinction
between "personal theories of action" and "generic theories," the former
being the domain of the practitioner, the latter of the scholar.

In some ways the distinction McCutcheon makes between personal the-
ories of action and generic theory helps to clarify why Wolfson can argue in
"Psychological Theory and Curricular Thinking" that the psychological theo-
ries of academics are only tenuously connected to curriculum decision mak-
ing. Wolfson examines how various psychological theories influence the peo-
ple who make curriculum decisions, whether they make themas professionals
working for textbook firms, state departments of public instruction, or indi-
vidual school districts. Wolfson asks us to consider how those "commonsens-
ical" beliefs that educators hold about the psychology of children come to be
"common sense." Her approach asks us to consider that the psychology that
finds its way into our schools is to a significant extent a function of the
psychology of curriculum makers. Wolfson's psychology is not, however, a
psychology of isolated individuals, because she acknowledges the significance
of social and cultural context in shaping one's psychological orientation and
one's being. Therefore, every decision of a curriculum maker who seeks to
apply psychological principles in organizing school curriculum is at once a
personal, a social, and a political decision.

It is interesting to compare Apple's chapter to his contribution in the
1977 volume Curriculum Theory.2 In a chapter he co-authored with Nancy
King, "What do Schools Teach?" Apple explored the nature of what he described
as the "hidden curriculum." His chapter in this volume, "Making Knowledge
Legitimate: Power, Profit, and The Textbook," examines that most visible part
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of the school curriculum, the textbook. Apple wants to look more closely at
how what gets taught is determined by the textbook industry. Although his
work is, by his own admission, in its early stages, Apple presents us with a
good case for looking more closely at the politics and sociology of the textbook
industry. For the practitioner this work is of potentially enormous importance
insofar as it can help practitioacrs become more critical consumers of com-
mercially produced text materials. The work also exposes for the practitioner
a new aspect of an old struggle in American education: the nature and meaning
of local control.

In "Curriculum and Technology," Walker outlines some of the thinking
that has recently given his work a new direction. Over the past several years,
experience with computers has rapidly become one of the standard elements
of elementary and secondary school curriculums. Walker is interested in
computers and their potential for transforming the nature of school curricu-
lums and perhaps even the organization and meaning of public education
itself. However, he cautions that the spread of computer usage in public
schools is only one highly visible part of a broader relationship, that of the
schools to technology and to technological change. Can or should schools as
they are currently organized transform themselves enough to make meaning-
ful use of a powerful new technology such as computers? Can or should
computers fit in and serve existing curricular arrangements? How will or
could schools transform and be transformed by emerging technologies? These
are some of the questions Walker asks us to consider and wrestle with. While
he provides no definite answers (there are none), he does help in formulating
some of the more important questions.

"Qualitative and Aesthetic Views of Curriculum and Curriculum Making"
is Rogers' review of approaches to assessing school curriculums using quali-
tative rather than quantitative criteria. Although the shortcomings of quanti-
tative measures in curriculum evaluation have been frequently discussed over
the last several years, there can be little doubt that most curricular assessment
is conducted in quantitative rather than qualitative terms. In fact, a good deal
of what is currently referred to as curriculum evaluation is principally the
tabulation of otudent performance on standardized tests. Rogers argues that
professional educators should and can do differently. Rogers not only makes
the case for qualitative assessment, he goes further and offers concrete sug-
gestions for practitioners who feel that the quantitative measures they are
currently using are not adequate.

In perhaps the most theoretical chapter in the book, "Education and
Schooling: Curriculum From a Global Perspective," Lundgren challenges the
reader to see education as a science and to understand what educational

xi
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science might contribute to human knowledge, To call Lundgren's contribu-
tion theoretical is not to damn it as useless to the piactitioner. Lundgren's
chapter is the last in the book for good reason. After reading the first seven
chapters, readers are invited to use the concepts Lundgren outlines to sharpen
their understanding of the other contributions. Here is theory used as it should
be used, to sharpen and clarify rather than obscure and confuse. Lundgren's
chapter is challenging reading, but ultimately worth the effort to scholar and
practitioner alike.

It is the hope of the contributors to this book that it will be used in a
variety of professional forums, such as school inservice sessions, college
courses, and symposia at professional meetings to help academics and prac-
titioners move away from mutual "defection" and move toward mutual coop-
eration. If the 1985 ASCD Yearbook contributes in some small way to this
movement, it will have been an enormous success.

Notes

'Robert Axelrod, The Evolution of Cooperation (New York: Basic Books, 1984),
pp. 6-9.

2Michael Apple and Nancy King, "What Do Schools Teach?" inCurriculum Theory,
eds. A. Molnar and J. A. Zahorik (Washington, D.C.: Association for Supervision and
Curriculum Development, 1977), pp. 108-126.
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Chapter 1.
Schools and Their
Curriculum:
A Continuing
Controversy
ALEX MOLNAR

Controversy is not new to U.S. schools. It's been with them for a long time.
In fact, the U.S. school system is, in many respects, a child of social and political
controversy and struggle.

Following the Revolution, Americans (or, perhaps more accurately, many
of the leading political figures of the time) identified and expressed an impor-
tant role for education in the new republic. To a large extent they advocated
a state-supported public school system as a safeguard against the possibility
of either the creation of an American aristocracy or, with an eye toward France,
the degeneration of the republic into mob rule. Such schools were to be the
mechanism by which the new republic was to reconcile the apparent contra-
diction between the necessity for public order and the existence of a political
democracy. This argument was advanced again and again throughout the 19th
century and into the 20th century. Benjamin Rush, a republican theorist, wrote
as early as 1786:

Most of the distresses of our country, and of the mistakes which Europeans have
formed of us, have arisen from a belief that the American revolution is over.
This is so far from being the case that we have only finished the first act of a
great drama. We have changed our forms of government, but it remains yet to
effect a revolution in our principles, opinions, and manners so as to accom-

Alex Molnar is Associate Professor, Department of Cumiculum and Instruc-
tion, UniversiV of Wisconsin-Milwaukee.
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Current Thought on Curriculum

modate them to the forms of government we have adopted. This is the most
difficult part of the business of the patriots and legislatures of our country.'

Kaestle quotes what is perhaps the most famous line from Rush in his
book, Pillars of the Republic:

I consider it as possible to convert men into republican machines. This must be
done if we expect them to perform their parts properly in the great machine of
state.2

Although Rush's language was more flamboyant than most, there is little
doubt that the significance such republican theorists gave the idea that children
had to learn the ideological prerequisites for citizenship provided an impor-
tant intellectual motive force behind the drive for tax-supported common
schools increasingly controlled and regulated by the state.

During the colonial period, at least a basic level of educational attainment
was widely accomplishedprimarily through informal, local neighborhood
initiatives. Each locality controlled its own schools and funded them in ways
that it deemed appropriate. Most often the schools were financed by direct
contributions from parents themselves or from the church or, in the instance
of children too poor to pay to go to school, charity schools were sometimes
provided. However, nowhere in the colonies was public education required
by law nor.school attendance compulsory; nor were schools entirely, or even
primarily, supported by tax money.3

To many Americans of the early national period, the idea that the state
should in any way regulate and control what their children would be taught
was undemocratic and a threat to religious freedom, local political authority,
and ethnic identity. Questions such as who should control the schools, whether
teaching was a profession, how schools should be financed, and the desired
degree of standardization among the schools were all hotly debated through-
out most of the 19th century. To a certain extent, it would be fair to say that
the debate over public education in the U.S., begun in the 19th century and
continuing today, is a debate over competing visions of U.S. society.

The U.S. of the early 19th century was primarily a rural nation of trades-
men, small farmers, and businessmen. Thomas Jefferson's ideal of the Amer-
ican citizen was drawn from the small farmers and the yeomen of his day,
who were viewed as possessing the necessary virtues of being both participants
in a democracy and God-fearing Christians. They were independent, self-
suffiCient, thrifty, and perhaps most important, in control of their own affairs.
Given this setting it is hardly surprising that many citizens were quite content
with the system of education they had inherited from the colonial period; a
system, it was argued, that provided at least a rudimentary education on a
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scale unknown in any other contemporary society. It offered flexibility in
which each locality could determine what would be taught, hire the teacher
to teach it, determine the appropriate facility, and finance the school in ways
that they thought proper. (It was not uncommon, for example, for teachers in
rural schools to be paid in produce instead of money.) Another important
issue in many localities waL the right of children to be taught in the language
of their parents, which was sometimes not English. This was a right that
German parents in particular struggled long and hard to protect. To this day
the one-room, locally controlled schoolhouse still represents, for many Amer-
icans, a democratic ideal in which the diversity of education provided in
different localities reflects the diversity of the U.S. itself.

Against this democratic ideal republican political and educational theo-
rists, such as Horace Mann in Massachusetts, continued to argue that a state-
supported common school system was essential if American students were to
learn the values necessary for effective citizenship. The republicans also main-
tained that children of all classes should go to school together. As the U.S.
became increasingly urban (a trend of growing significance in the 19th cen-
tury) republicans argued that the country was threatened by a large, unedu-
cated working class and mat the education of this class was essential to the
preservation of a republican form of government.

The concept of equality of opportunity was advanced in support of the
proposition that common schools would be the principle mechanism for
assuring the orderly progress of the new republic. deLone points out that
during the 1820s and 1830s, Thomas Jefferson's idea of equal opportunity was
accepted by both the democratic and the traditionally conservative Whig
parties as a cornerstone of their social thinking.4The idea was relatively straight
forward: children, regardless of the class into which they were born, would
be given an equal opportunity to compete for the goods that society had to
offer. It was argued that since America was not, in the European sense, a rigid
class-based society with a hereditary aristocracy, the concept of equality of
opportunity had a good deal to commend it. It would help assure that U.S.
society would be shaped by talent rather than privilege. The concept of equality
of opportunity also fit comfortably with the prevalent Protestant religious
ideology and its ethic of hard work and thriftiness. If a child of humble origins,
so it was said, was intelligent and applied himself, and was thrifty and persev-
ering, he could make a success of himself. Equality of opportunity was the
fuel and schools were to be the engine that would make it possible for such
children to compete with others whose birth had placed them at a relative
advantage. Once equality of opportunity in a democratic society was accepted
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as a goal of American social policy, the push for a state-supported common
school as its programmatic expression seemed like good common sense.

The vision of a state-supported common school system was not a plan
for the radical transformation of society along egalitarian lines; quite the
contrary, it was a blueprint for preserving the stability and continuity of
republican society without too much social upheaval. No one says it more
clearly than Horace Mann, who is regarded by many as one of the principal
architects of the modern American public school system. Mann, the first
secretary of the Massachusetts Board of Education, argued in his 12th annual
report to the state Board of Education in 1848 (a year in which much of Europe
was in open revolt and in which the Communist Manifesto was published):

Education, then, beyond all other devices of human origin, is the great equalizer
of the conditions of menthe balance wheel of the social machinery.... It does
better than to disarm the poor of their hostility toward the rich; it prevents being
poor.5

An ideological counterpoint to Mann and the concept of equality of
opportunity and advancement in society through achievement in school was
provided by Orestes Brownson, whc struggled unsuccessfully in Massachu-
setts to dismantle the Board of Education and to eliminate Mann's position.
Brownson argued:

We regard the improvement of the adult as a means of advancing the child
rather than the education of the child as the means of advancing the adult.6

Such were the battle lines in the fight for the common school during the
19th century.

Evolution of State Control of Education

Although there was enormous controversy over the proper scope and
form of public education as well as the state's role, if any, in providing it, there
is little reason to doubt that education was valued by Americans in the early
19th century. This is demonstrated by the number of private schools that
sprung up in the cities and in the large number of small schools serving rural
neighborhood districts. A state-supported common school system was contro-
versial because many citizens felt a deep conviction that local control was
essential in a democracy, had a commitment to individual choice, and believed
that the existing educational arrangements were adequate to meet the needs
of their communities and the country. Although the common school reformers
eventually prevailed, it would be inaccurate to characterize the debate over
the establishment of a state-supported common school system as waged between
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pro- and anti-education forces. In fact, it might be argued that the common
school reformers carried the day less because of their ideological correctness
than because the trend toward the urbanization of American society worked
in their favor.

Katz uses the New York Public School Society, founded in 1805 as the
New York Free School Society dedicated to "extending the means of education
to such poor children as do not belong to, or are not provided for by, any
religious society," as an example of the evolution of state control over the
public systems in American cities.7 The New York Free School Society took as
its task to provide education for those children whose parents were too poor
to provide for them otherwise and who for some reason were not eligible to
be educated in any of the number of church-supported schools in the city.
The New York Free School Society was directcd and administered by a vol-
unteer group drawn largely from the upper strata of New York society who
tended to see their work as a public responsibility. At first the society's aim
was relatively straightforward and not especially conflictual: to provide a
minimal level of education to the "unchurched" poor, a task for which the
society received money from the state as well as from private donations.
However, Katz reports that by 1825 when the New York Free School Society
renamed itself the New York Public School Society, it was arguing that no
church-supported school should receive public tax money. The Society, he
says, held that the goals of education would be best served by the establishment
of a single nonsectarian school system. Needless to say, the Society saw itself
as the agency to guide and direct such a system. The New York state legislature
apparently agreed, and the New York Public School Society was given authority
to disperse virtually all of the public money appropriated for elementary
education in the city bf New York.

Such voluntary societies (invariably dominated by a wealthy elite) came
under increasing criticism in the 19th century as an inappropriate mechanism
to administer public educational funds. The criticisms were leveled by differ-
ent groups and for different reasons. Immigrant groups, Catholics primarily,
feared the imposition of common educational format on populations of
students whom they regar:led as quite different from one another. Further-
more, they argued that control and direction of educational policy byvolunteer
organizations cut off any possibility for meaningful parental and local political
control over the schools. Instead, they often proposed the rural model, that
each neighborhood should be able to hire and fire teachers, select curricu-
lums, and provide a school facility for the children of the neighborhood as
the appropriate model for urban education. Proponents contended that this
would assure the responsiveness of the schools.
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Republican school reformers, on the other hand, wilted neither schools
controlled by voluntary organizations, dominated by an elite group, nor did
they want complete authority over schools to reside in indivi&al localities.
Further, they wanted to disassociate the idea of a free public school from the
idea of a free chariv school. They argued that education was an important
state responsibility and therefore advocated state boards of education headed
by a secretary of education to oversee policy, free public schools supported
completely by taxes, elected central boards of education, and normal schools
for the preparation of teachers.

Although it was the republican common school crusaders who fought
for free common education for all children that eventually carried the day in
the 19th century, the evolution of the New York Free School Society provides
an example of how long the process took. The decision of the Society in 1825
to change its name and invite non-indigent children to attend was, according
to Kaestle, a critical step in the transition of New York schools from a charity
to a common school system. However, it was not until 1833 that the system
became entirely public, no longer supported by private benevolence as well
as public grants and not run by a self-perpetuating board of trustees. It was,
Kaestle writes, several more decades before the New York common schools

'lost their stigma as charity schools.8

The Advent of the Public High School
It should not be surprising that as the common school debate advanced

in the 19th century, free public high schools would be proposed as the logical
extension of free publicly supported common schools. When the first public
high school was opened in Boston, Massachusetts, in 1821, private academies
dominated secondary education.

According to Tyack, the 19th century public high school was primarily
an urban phenomenon.8 Just what the high school was supposed to be and
whom it was supposed to serve seems to have been a matter of confusion and
controversy since the first high school was established. Tyack quotes one
educator as saying in 1892:

The term high school is the vaguest in the school vocabulary. It covers an endless
variety of schools with an infinite variety of courses of study, aims, ideals, and
methods.'°

The quote sounds remarkably similar in tone to Tanner, writing in 1984:

... unless the profession sorts out the contradictory prescriptions for reform,
schools will continue to be buffeted by conflicting demands and will ride
whatever sociopolitical tide is dominant."
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The high school eventually replaced the academy. In many communities
the local academy was regarded as a public institution because it provided a
public service in educating the young of the community. As the public high
school gradually gairiLtd ascendency over the academy, some academies became
elementary schools, others became colleges. Some associated themselves with
a church, and still others were transformed into public high schools.

Academies came under increasing pressure from school reformers in
the 19th century, because as Katz has written:

Academies represented the quintessence of volunteerism as noblesse oblige
because they rapidly diffused throughout the country a combination of public
goals and private control wrapped in the mantle of disinterested service. But
the emergence of a new definition of "public school" signaled the demise of
corporate volunteerism as public policy. George Boutwell, onetime governor
of Massachusetts, secretary of the board of education, and eventually U.S. Senator,
stated the matter with precision: "A public school I understand to be a school
established by the public supported chiefly or entirely by the public, controlled
by the public, and accessible to the public upon terms of equality without special
charge for tuition ... Although they [academies] were sometimes, upon a super-
ficial view, supposed to be public, schools of that sort were only public in their
use, but not in their foundation or control, and are therefore not public schools."2

It was during the period from about 1890 to about 1940, when countless
political battles were fought over control of urban school systems, that the
high school assumed its contemporary form as a mass institution.

In the late 19th century, city schools were typically controlled by large
school boards whose membership sometimes exceeded 20 members. In
addition to a central school board, there were often many smaller so-called
ward boards which exercised a good deal of control over education in their
locality. Administrative and political control of the schools during this period
was diffuse, contentious, and often corrupt.

Centralizing Control of Education

It is important to keep in mind that the urbanization of the U.S. did not
occur by magic. It was principally the result of industrialization. By the late
19th century industrialization had helped give rise to the development of a
professional and corporate managerial class. It was this class (which included
university professors and school managers) that helped provide the motive
force behind centralizing control of American public schools in the hands of
"nonpolitical" school boards which would set policy but which would leave
the management and administration of the system in the hands of education
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experts." The late 19th and early 20th century was a time of considerable
fai:h in "scientific" principles of all sorts, including the principles of "scientific
management" as applied in industry. Not surprisingly the model for a school
board according to these reformers, was a corporate board of directors. Efforts
to centralize the power of the school board were successful. As Tyack reports:

In 1893 in the 28 dties having populations of 100,000 or more, there were 603
central s:;hool board membersan average of 21.5 per city; in addition, there
were hundreds of ward board members in some of the larger cities. By 1913,
the number of central school board members in those r!Hes had been dropped
to 261, or an average of about 10.2, while the ward boards had all but disappeared
and most central board members were elected at large. By 1923 the numbers
had continued to diminish ntil the median was seven members.'3

The school reformers of the late 19th and early 20th century who argued
for centralized control over schools continued in a long line of republican
reformers who hoped to create an orderly state-supported public school
system. They were concerned that a decentralized school systemnot regulated
by the state would be incapable of producing a citizenry capable of preserving
the republic. These reformers played on the same theme as those of the early
national period when they described a need to "Americanize" the millions of
newly arrived immigrant children. As the republicancommon school reform-
ers before them, they saw the public school system as the social mechanism
necessary to produce a loyal citizenry.

Beginning during the late 19th century the high school evolved from an
institution which served a relatively small number of students drawnprimarily
from the middle ranks of American society to one which the great majority of
American children attend for at least a time. In 1890, American high schools
enrolled approximately 360,000; 70 years later they enrolled 83.2 percent of
all 14 to 17-year-olds."

Professional Influences

The corporate and professional elite that took increasing control over
city school systems during the late 19th and early 20th century also took the
lead in defining a number of problems faced by those schools. For example,
as high school enrollment grew, lack of standard college admission proce-
dures was seen as a problem. Colleges drew students from all across the
country. Often these students had highly varied educational preparation. In
part in response to this perceived problem, accrediting associations, profes-
sional organizations that set and control standards of their member institu-
tions, were established. The College Entrance Examination, the first test designed
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to measure the aptitude of applicants, was designed and administered for the
first time in 1901. Arguably the most far-reaching attempt to set a standard for
high schools was the report of the "Committee of Ten" of the National
Education Association (NEA),'5 Appointed in 1892, the "Committee of Ten"
took as its task nothing less than to recommend the selection and organization
of high school curriculum.

A second influential NEA report, Cardinal PrincOles of Secondary Edu-
cation,'6 issued in 1918, reflected the American educational progressivism of
the period and called for a curriculum based on a scientific assessment of
individual and social needs. Although these two reports are quite different,
they are good examples of how professional recommendations reflected and
influenced the nature of secondary education during this important period.
These reports were followed by a third National Education Association study
entitled Education for ALL American Youth,'7 issued during World War II,
which may well have represented a high-water mark for the influence of
progressive ideas in American education.

By the late 1940s and early 1950s progressive curriculum ideas had come
under increasing attack. With the launching of the first satellite by the Soviet
Union, the curriculum field was under 'rresistible pressure from within and
without to return to intellectual training and the disciplines. Books such as
Jerome Bruner's The Procass of Education,18 in which Bruner argues that
academic disciplines have an inherent structure that can be taught meaning-
fully at virtually every grade level, and yet another statement by the National
Education Association entitled, The Central PuTose ofAmerican Education,19
which emphasized the importance of intellectual training as the purpose of
American secondary education, are two indications of how the trend away
from progressive ideas was reflected in the professional literature.

The series of NEA reports beginning with the report of the "Committee
of Ten," the wc:iting of educational scholars such as Jam Dewey,2° George
Counts,21 and Jerome Bruner,22 and educational critics such as H. G. Rickover,"
on through the work of James Coleman" and Charles Silverman" illustrate
how throughout the late 19th and 20th centuries professional organizations,
educational scholars and critics, private foundations, and the government have
responded to and attempted to shape social trends bearing on pubic educa-
tion. The latest spate of reports (perhaps the most widely publicized among
them being A Nation At Risk), illustrate that perceived social problems con-
tinue to be translated into educational problems," a phenomenon that helps
assure a controv,:rsial future for public education in the U.S.

It is not only the social function of public schooling or the general
direction (progressive vs. traditional principles) of curriculums that are con-
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troversial. What, if any, controversial social topics should find their way into
professional discourse and school curriculums is also a matter of continuing
professional and public debate. This is not a mysterious circumstance when
one considers that schools are by and large expected to educate students
about the formal aspects of U.S. republican democracy while to a great extent
(at least in practice) steering clear of the substantive (and often controversial)
issues that are fought over within that framework.

Among the recent examples of continuing professional recognition of
and response to social issues and problems are the resolutions on critical
contemporary issues and on a nuclear freeze adopted by the Association for
Supervision and Curriculum Development (ASCD). The ASCD Board of Direc-
tors on March 22, 1982, approved the following resolution:

Issues such as nuclear disarmament, environmental protection, population growth,
world hunger, aod human rights concern every inhabitant of our planet Each
of us is responsiblc individually for expressing concern and for being active in
assuring that our global future is desirable. ASCD also has a responsibility as an
organization to express the beliefs and concerns of the membership and to
support members' rights to this expression.

ASCD should address itself to determining and expressing the views of its
members on critical contemporary issues. These views should be publicized
and used as a basis for ASCD activities that address these issues."

On March 7, 1983, the ASCD Board of Directors adopted the following
resolution on a nuclear freeze:

Aware of the potential devastation and threat to human survival as nuclear
weapons multiply in number, range, and pc,wer, the citizens of eight of nine
states that have recently held referendums have supported nuclear freeze pro-
posals. As educators aware of our responsibility to future generations, ASCD
members wish to add moral support to efforts to end an ever-accelerating
nuclear arms race.

Therefore, ASCD urges our national government to enter into negotiations
to arrive now at an international nuclear freeze accompanied by cooperative
international monitoring. ASCD urges full and open discussion in our schools
of the nuclear freeze issue and other possible approaches to world peace.'

Following the adoption of the resolution on critical contemporary issues,
a continuing feature, "Contemporary Issues," was incorporated into the orga-
nization's journal, Educational Leadership. In addition, a survey on social
issues in the curriculum was designed to assess how ASCD members perceived
the significance of a variety of social issues and to determine the extent those
issues were and should be included in the school curriculum. Survey results
were published in the October 1982 issue of Educational Leadersh0 as part
of the first "Contemporary Issues" feature.29 The 286 survey responses came
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from 38 states across the country; several came from Canada and one from
West Germany. For the most part, survey respondents were white ASCD
members between 30 and 50 years old, and employed in public schools.

As a group, survey respondents (1) considered social issues important,
(2) were not satisfied with schools' choices of social issues to study, (3) thought
educators should try to formulate positions on social issues and had a social
issue they wanted educators to take a position on, (4) felt social issues were
not included in the school's curriculum to a great extent, and (5) thought
social issues should be included in the social studies curriculum but were
somewhat less likely to think they should be a part of the curriculum for other
subjects.

The survey data seemed to indicate that respondents perceived social
issues as a significant and ill-defined subject territory best explored within the
social studies curriculum. Survey results raised interesting questions as to
how knowledgeable ASCD members are about specific social issues and the
nature and strength of their belief that social issues are primarily a content
area within the social studies.

The same survey was administered to National Council for the Social
Studies (NCSS) members and to a group of German educators. These survey
results seemed to reveal a good deal of dissatisfaction with the ability of
prcfessional educators to influence the content of school curriculum at least
as it related to social issues. While these results must be treated with caution
because they are not derived from statistical samples, they do seem to suggest
that further and more controlled follow-up studies are warranted.30 3' In addi-
tion, the data can be used to help formulate questions about the role of social
issues in the curriculum and to begin discussions about the proper role of
professional organizations in relation to social issues.

It may be that with regard to social issues (which are often controversial),
professional educators need to re-think the way in which they conceive of
curriculum development. As I have previously noted:

An examination of school practices provides many possibilities for curriculum
development, if teachers learn to use those possibilities. To do so, however, we
must move away from reliance on packaged curriculum materials developed by
outsiders.... Educational corporations, large and small, peddle their wares
regionally and nationallymainly new stuff in old packages. Any variance in
school curriculum is frequently limited to a narrow range of technical modifi-
cations within a standard format. We are asked to believe that such modifications
are significant in much the same way Burger King would like to believe "that
having it our way" somehow makes their product significantly different than
that offered by McDonald's who "do it all" for us....

,

2 3
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Educators are open to the same criticism that Victor Papanek levels at
industrial designers in Design for the Real World. He attacks industrial designers
for not designing products that people need, products that are straight forward,
useful and uncomplicated. In his preface, Papanek proposes that one thing
industrial designers could do for humankind would be to stop working entirely.
However, he goes on to say: "It seems to me that we can go beyond working at
all and work positively. Design can and must become a way in which young
people can participate in changing society."32

The way for educators to work effectively in curriculum development,
particularly when it involves social issues, is to develop close professional
relationships with the community they are serving. Too often professional
relationships with the public have been characterized by conflict and turmoil.
Nevertheless, the difficulties facing educators with regard to social issues in
the ,:urriculum must not be understated.

It is a comparatively simple matter for people to identify specific examples
of curriculum materials they do not want in their schools, or for researchers
such as Harty33 to warn of the danger posed by free curriculum materials
which advocate a particular and biased point of view or for scholars to advocate
closer school-community relationships. It is more difficult to untangle rela-
tionships that shape and direct what will be taught in schools and define what
constitutes a legitimate education. In other words, while it is probably impor-
tant for professional educators to understand and state their position on the
inclusion of controversial topics in school curriculums, it is no doubt equally
important for educational scholars to uncover the various mechanisms that
result in particular curriculums finding their way into the classroom.

Although educators experience controversy, it is often visited on them
for reasons they don't understand, and they feel powerless and frustrated in
the face of it. The conflict and turmoil that often surrounds schools is not a
historic accident. There are several factors which have affected the historical
development, the nature, and the control of American public education. These
factors seem to conspire to foster conflict between professional educators and
large segments of the public.

It may be helpful to examine the curious fact that although the U.S. does
not formally have a national school system, the organization and curriculums
of individual American schools are very much alike. The mechanisms which
have produced this sameness also may well help to structure in the contro-
versies that seem to rage continuously around public education.

U.S. public schools are not so similar in format and curriculum because
they are part of a national school system in which programs are determined
and administered by the federal government. Rather, school programs and
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curriculums are shaped into similar patterns by the explicit influence on and
control of public schools and the curriculums by state regulations, by networks
cf professional affiliation, by the nature of texcbook publishing, by federal
regulations (concerning such things as racial discrimination, gender equity,
and the rights of disabled persons), by accrediting institutions, and by the
widespread use of standardized tests. In addition, however, there is another
factor of great importance affecting contemporary American social policy in
general and educational policy in particular. That factor is the role of large,
private, tax-free foundations, which first became a major force in public life
toward the end of the 19th century. The foundation form of organization was
and is an extremely popular way for large corporations to channel money
into projects to achieve social purposes that they deem worthwhile. American
public education policy, for example, has been strongly influenced by the
Carnegie, Ford, and Rockefeller foundations. What are the characteristics of a
project likely to be undertaken by a foundation? Karier quotes Fred M. Hech-
inger:

The ideal, foundation-sponsored enterprise is one that blazes a new trail, thrives
for a while on sponsored dollars, gathers momentum, and is quickly taken over
as a permanent program by the local school board, the state education authority,
or a university's own budget.54

Private Foundations and Education Policy

Karier has argued that foundations in fact represent a fourth branch of
government in the U.S. and one that represents the interest of corporate
wealth. He points to what is known as "the testing movement" as an example
of the power and influence of foundations in American life. The distillation
of the concept of equality of opportunity into the belief that a person's standing
in society is determined by his or her merit and that school performance is
the principal indicator of merit was largely accomplished when it became
accepted that intelligence can be measured by standardized tests. The psy-
chologists who developed standardized tests in the U.S., according to Karier,
received considerable funding from foundations. Their work has been critical
in shaping educational policy. Schools would, so the logic went, be better
able to respond to the particular needs and abilities of each student, and to
direct each student to the proper work career (assign them to the social
position they merited) if they were able to scientifically measure individual
ability.

Writing in 1923, Louis M. Terman, one of the leading American developers
of standardized tests, reported on his research as follows:

: 25
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Preliminary investigations indicate that an I.Q. below 70 rarely permits anything
better than unskilled labor; that the range 70-80 is pre-eminently that of semi-
skilled labor; from 80-100 that of the skilled or ordinary clerical labor; from 100-
110 or 113 that of the semi-professional pursuits; and that above all these are
the grades of intelligence which permit one to enter the professions or the large
fields of business. Intelligence tests can tell us whether a child's native brightness
corresponds more nearly to the median of 1) the professional classes, 2) those
in the semi-professional pursuits, 3) ordinary skilled workers, 4) semi-skilled
workers, or 3) unskilled laborers. This information will be of great value in
planning the education of a particular child and also in planning the differen-
tiated curriculum here recommended"

Unfortunately, as Karier points out, the actual content of the intelligence
tests upon which Thorndike and other psychometricians of the period based
their conclusions reflected a particular world view. This world view was not
so very different from that found in, for example, Noah Webster's American
Spelling Book of the early 19th century. Obviously if standardized intelligence
tests had class and cultural bias they would, by defilition, discriminate against
members of lower classes and minority groups If school systems then devel-
oped programs of academic tracking in which lents were placed based on
the results of standardized intelligence tests r, the logical consequence
would be the creation of the self-fulfilling pr Histodcally, that is what
seems to have happened. Children of lower ci y'rits were told that they
had fewer opportunities for success in America) ...,ciety, riot because they
were members of a class of people that was discriminated against, but because
they were, in fact, less capable and did not merit better.

It should be remembered that the emergence of foundations, and the
development of the standardized testing movement (which in the U.S. is dated
to the mass testing of soldiers who entered the armed forces during World
War I) occurred at a time when the problems of industrialization, immigration,
and urbanization created enormous political pressure on social policy makers
to rationalize social, economic, and political problems. By affirming their
particular vision of the orderly development of U.S. society, the policy makers
would protect that vision from the perceived dangers imposed by radical and
foreign influences.

Although a good many psychologists are now willing to concede that a
culture-free test is impossible, others still argue that intelligence tests have
value because they predict school success. Thus, while intelligence tests have
fallen into a certain disrepute, the idea of standardized testing certainly has
not. For example,

6
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While World War I provided a strong stimulus for the testing movement, foun-
dations like the Carnegie Corporation and the Carnegie Foundation for the
Advancement of Teaching, Commonwealth Fund, The Graduate Records Office
of the Carnegie Foundation, and others, provided the funds that sustained and
propelled the movement. World War II demonstrated the usefulness of system
analysis and the need, in the name of efficiency, for systematic overall man-
power planning. The idea of a centralized testing service.36

The centralized testing service described is the Educational Testing Ser-
vice (ETS) which began in 1947 with a grant from the Carnegie Corporation.
Tests developed by ETS, now a private non-profit corporation, are used today
to determine the eligibility of millions of Americans to study at colleges and
universities and to enter various professions. The fact that ETS is a private
organization and that it wields enormous influence reveals in part how social
development is influenced by a corporate-professional elite which is not
subject to direct political control.

The National Assessment of Educational Progress (NAEP) is a more recent
example of how the federal government, private foundations, and the profes-
sional community combine forces to shape educational policy.

According to Henderson, during the early 1960s Frances Keppel, then
U.S. Commissioner of Education, proposed the idea of a nationwide assess-
ment of what children were learning and the degree of progress of schools
in educating American children. In 1964 under the auspices of Carnegie
Corporation a group of influential Americans met and founded ECAPE, the
Exploratory ComMittee on Assessing the Progress of Education. The work of
this committee was financed for four years entirely by private foundations
(although the federal government did provide a grant to the University of
Wisconsin to conduct conferences of educators and citizens to respond to and
review the work of ECAPE). The work of ECAPE was for several years hindered
because the American Association of School Administrators felt that the mem-
bership of the group did not represent professional interests. Partially in
response to this criticism ECAPE was reconstituted as the Committee on
Assessment of Progress in Education (CAPE) with a membership of 25 divided
into three constituent groups: members elected by major educational orga-
nizations, representatives of public officials, and representatives of the general
public. The .same year it was founded CAPE was dissolved and the project
taken over by the Education Commission of the States which retitled the
project "National Assessment of Educational Progress" (NAEP).37

The National Assessment is, then, a project jointly conceived by the federal
government, private foundations, and the professional educational commu-
nity, designed to implement a systematic assessment of "the skills, the knowl-
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edge, and attitudes of youth and to report the results to all people involved
directly or indirectly in the on-going process of improving education."38

Whatever the advantages or disadvantages of standardized testing or
programs such as NAEP, one thing seems reasonably clear: the fragmentation
of political power among local, state, and national levels, the influence of
private foundations, and the power of professional educators have created an
educational system that is at once similar from school to school in form and
content, unequal in the opportunities it provides for children, and relatively
isolated from direct, meaningful control by average citizens. Clearly, this is a
potentially explosive situation. Consider:

The most famous school controversy of the early 70's took place in Kanawha
County, West Virginia, in September 1974 ... protestors appeared at the school
demanding their closure because of the alleged dirty anti-God, anti-American
textbooks. The local coal miners struck in sympathy with the protest. The miners'
strike and spreading school boycott resulted in a two million loss, the shooting
of two men, firings on school buses, and the bombing of elementary schools. It
required state troopers and the FBI to restore order to the school system."

While the Kanawha County incident illustrates how parents and com-
munity members are largely cast in the role of reactors to curricular decisions
made by others, it also illustrates how narrowly channeled the influence of
citizens and parents in an individual school district has become. Local citizens
may win a fight or two over the use of this or that textbook, yet meaningful
local opposition to the nationwide use of standardized tests, for example, is
virtually impossible. Such opposition would require that parents risk hinder-
ing their children's education and take on a powerful, well-organized profes-
sional, corporate, and political opposition. Furthermore, it would require that
parents view the testing of their children both as controversial and as a political
problem.

One must dismiss as a myth the conventional wisdom that because most
of the money for schools is derived from local property taxes, schools are
controlled at the local level. According to Sherman, who reviewed studies of
school financing, ". . . higher funding levels may not necessarily be associated
with more centralized decision-making and ... a loss of local autonomy does
not inevitably result from an increase in state funding."4° At present, despite
the ideal of local control, the U.S. public education system in some ways
represents the worst of all possible worlds for poor and working-class Amer-
icans. As long as school financing relies on tax revenues tied to local property
values, poor and working-class citizens will tend to pay relatively more for
their schools and receive relatively less in return. As long as poor and working-
class citizens live in different communities than professional, upper-middle



Schools and Their Curriculum: A Continuing Controversy 17

and wealthy citizens, their schools will never raise as much money as schools
in the wealthier communities. The complex political, private, and professional
mechanisms at work in the U.S. provide access for. and are responsive to
professional, middle-class, and wealthy citizens while poor and working-class
citizens are largely excluded from the policy-making process. This means that
the poor and working class often pay dearly for schools which they cannot
effectively control, and are poorly served by testing processes that tend to
screen their children out of meaningful access to what Americans regard as
"the good life.""

Despite its history of continuing controversy, the public school system is
perhaps the closest thing that Americans have to an established church. Indeed,
from colonial days when education was often thought of as learning the
scriptures, during the early national period when education sought to create
"new republican machines," to the late 19th century when schools were asked
to "Americanize" millions of immigrant children, to the 20th century institu-
tion expected to provide equality of opportunity for every student and to
develop programs to help meet social manpower needs, faith in education
has been virtually an American dogma. This dogma was severely tested during
the 1960s and 70s when a number of social forces combined to place extraor-
dinary pressure on the U.S. school system.

The Challenges of the 1960s and 70s

The reforms of the late 19th and early 20th century had successfully
consolidated control of the public schools in the hands of a corporate and
professional elite." The thrust of the educational policy demands of black and
other minority people, of women, and of political activists in the 60s and 70s
was to provide a meaningful equality of access to public schools for all citizens
(and through the schools, access to the goods society had to offer); to reform
the public schools so that they were more directly responsive to the citizens
they were supposed to serve; and to establish alternate forms of education,
both public and private. The debates of the 1960s and 1970s were much more
broadly referenced in social criticism and more fundamentally critical of the
role of school in society than at perhaps any time since the depression of the
1930s.

Richard deLone's analysis of the concept of equality of opportunity from
Small Futures is an example of the kind of social-educational critique that
emerged during the 1960s and 70s:

Americans have sometimes agreed that beyond one-man, one-vote and equal
treatment before the law, things are not "as equal" as they should be. But it is
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always easier to argue that position than to answer "How equal should they be?"
Some people maintain that we should pursue absolute equality for all, or equality
of condition, but the only clear standard here is the empty concept of mathe-
matical sameness. The more popular and enduring answer has been that society
should provide equality of opportunity, specifically that no individual should be
denied opportunity by virtue of race, creed, sex, national origin, or other such
arbitrary characteristic. But without reference to the end results (which we know
to be about as unequal as they ever were in this century), it is no easy task to
decide whether equality of opportunity in the competition for social prizes and
economic rewards is being achieved. Finally, it is important to remember that
"equal opportunity" tells us nothing about equality of condition. To use a simple
example, if society consisted of a rich king and 900,000 impoverished subjects,
ahd the king were chosen by lottery, there would be perfect equal opportunity,
but little equality to cheer about.43

... The persistent belief of liberal reformers has been that it is possible to have
your cake and eat it, too; that the elimination of inequality does not depend on
redistribution from rich and powerful to poor and powerless; rather, that the
way to change society is to change individuals. Liberals have believed that
individual reform and economic growth were made for each other, that the
interests of the rich and powerful are similar to those of the poor and powerless.
Whether or not they were designed as such, these beliefs have been an effective
strategy for appeasement. Each time privilege, wealth, corporate power, and
extremely unequal distributions of all these have emerged intact.

The ultimate measure of the "success" of these failures is not that the liberal
upper-class reformers were always successful in dominating such institutions as
schools (although they usually have been) or that they were always able to mold
individuals into compliant and industrious workers who blamed only themselves
for economic hardship (although they sometimes have). Rather, it is that the
premises of liberal reform have been so deeply ingrained in basic social insti-
tutions, in the premises of social science, and in our national mythology that
efforts to challenge them have trouble even gaining a foothold.

The American emphasis on individual rights and freedom appears to have
had high costcultural blindness to the significance of social structure and the
dynamics of that structure."

As court decision after court decision struck down segregation in the
schools; as federal legislation required equal treatment for black and other
minorities and women in school programs; as politically active parents orga-
nized campaigns for the decentralization of city school systems; and as such
programs as educational vouchers were proposed to force schools to be more
responsive and more varied in their curricular offerings and instructional
strategies, it was clear that even though many had come to regard schools as
being controlled by an oppressive social order instead of an agent for changing
the social order, public education was still regarded by many Americans as
an important vehicle for their participation in American society.
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The alternative school movement, which flourished in the U.S. in the
1960s and early 70s, was an attempt to provide options for parents and children
who were dissatisfied with curriculum, and/or methods of instruction, and/or
the public schools' lack of a particular political point of view, and/or any
number of other reasons. That the struggle for access to and control over the
public schools was fought at the same time as the struggle for the right to
withdraw from public schools probably reflected a growing confusion over
the role of public schools. The schools' role could no longer be taken for
granted or regarded as self-understood. The challenges and controversies that
engulfed the schools in the 1960s and 70s did not spring up overnight. The
pressure on the schools to change had been building in society and in the
education profession at least since the end of World War II.

After World War II, curriculum problems were perhaps most apparent
in urban schools. City schools seemed increasingly unable to educate their
poor students, their black students, and their students from other stigmatized
groups. This apparent failure was widely believed to be both an effect and a
cause of the general social problems faced by the cities themselves.

Curriculum designers were rather slow to respond to growing evidence
of a relationship between socio-economic factors and poor performance of
city schools. For example, most of the major curriculum reform efforts in the
20 years following World War II failed, by and large, to consider seriously the
nature of urban society.°

During the mid-1960s, however, dissatisfaction with the performance of
urban schools increased and the emphasis of curriculum study shifted. Schol-
ars moved away from their earlier concentration on individual psychology
and theories of knowledge and began to study the effect of socio-economic
factors on school performance.° The period between the mid-1960s and the
early 70s was one of widespread experimentation in curriculum design in
urban schools. Two general and competing schools of thought emerged. One
heid that many children did not succeed academically because they were
culturally deficient. The role of curriculum was, therefore, to compensate for
the social factors which placed those students at a disadvantage academically.47
The other school of thought held that performance could not be improved
appreciably unless curricular reform was linked to social change.° Proponents
of each position usually agreed, at least tacitly, on two propositions: (1) urban
schools were failing, and (2) success in school was central to success in life.

By 1972, the emphasis had begun to shift away from experimentation to
evaluation of existing curriculum designs and criticism of the assumptions on
which they were based. It was widely accepted that research findings dem-
onstrated that no single curriculum format had proven itself conclusively
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superior in increasing the overall effectiveness of urban schools." Further,
there was less support for the assumption that success in school necessarily
leads to success in life."

Some curriculum scholars began to argue that curriculum designs based
only on individual psychology, a theory of knowledge, or an analysis of society
were inadequate. These scholars believe that curriculum design should be
based on an understanding of (1) the relationship among these variables, and
(2) the relationship between school success and success in life.5'

At the moment, there are no widely accepted theoretical conceptions of
how curriculum ought to be organized or of the nature of the relationship
between school achievement and life success. As a result, researchers continue
to pursue diverse lines of inquiry, employing a variety of methodologies. For
example, investigations with potentially important implications for the design
of urban school curriculum have been conducted to study (1) the nature of
human learning styles," (2) the intellectual and affective effects of desegre-
gation,53 (3) the relationship between socio-cultural factors and achievement
in and out of school," and (4) the effect of in-school social variables on
achievement." By far the most influential of these new lines of inquiry has
been the work on school improvement popularized in the U.S. by Edmonds.56

How did public schools adapt and respond to the challenges of the 1960s
and 70s? In a variety of ways. It may be helpful to consider the example of
how one large city school system, Milwaukee, Wisconsin, responded to court-
ordered desegregation of its schools and to the need to reform its curriculum
to make it more responsive to the wishes and expectations of students and
their parents.

Since most U.S. cities are residentially segregated, school systems ordered
by the courts to desegregate often have had to abandon the neighborhood
school concept. Although the concept was frequently violated to maintain
segregation, its violation for the purpose of integrating the schools aroused
considerable controversy. Some school districts, faced with court-ordered
desegregation, attempted to develop voluntary programs based on the pro-
vision of a variety of curricular alternatives housed in different schools throughout
the city. These plans, when they were completely voluntary, tended not to
meet expectations. Milwaukee's response to desegregation combined the
busing of students to schools outside of their neighborhood with a number
of curricular innovations providing parents with a degree of choice about the
type of education their children were to receive. For the first time, Milwaukee
parents could elect to send their children to elementary schools organized
according to open-education principles, Montessori ideas, or along traditional
elementary school lines. One elementary school focused on creative arts,



Schools and Their Curriculum: A Continuing Controversy 21

another featured language immersion (in which children were taught all
subjects entirely either in German or in French), still another offered "basic
education" (which enforced strict discipline and emphasized the so-called
basics: reading and mathematics). Attendance was determined by parental
choice with the limitation that no school could have higher than a certain
percentage of black students or lower than a certain percentage of white
students.

At the secondary level curricular reform established high schools as
centers for particular interests or subjects. For example, Milwaukee now has
high schools which emphasize the medical arts, mass communication, com-
puter science, gifted and talented education, the creative and performing arts,
and vocational education. Milwaukee high school students must study a basic
curriculum regardless of which high school they attend, but are free to pursue
their own special interests in more depth. In this way it was hoped that the
schools will meet both a common standard and he responsive to the interests
of students. As is the case in the elementary schools, students may attend a
particular high school on the basis of interest, while the percentages of black
and white students at a given high school must fall within a range consistent
with the court's desegregation order. Milwaukee created a system of curricular
choices that operates within the boundaries imposed by the court's desegre-
gation order.

School systems like Milwaukee's have often attempted to respond creatively
to the pressures and demands of the last 15 years. In these attempts they have
been aided by federal funds. The economic crisis of the 1970s and 80s,
however, has resulted in the withdrawal of public funds from an array of
social service enterprises, including public education. This has meant that
many school reforms are being undermined for lack of funds. Educational
programs in many communities have been reduced to the minimum regarded
as necessary to survive. This has meant more students in every classroom, less
help for students with special learning needs, and fewer choices for students.
While public funds are being cut, public schools are increasingly criticized
for not preparing students to compete in the "world of work." Although this
criticism defines structural unemployment as a training problem and over-
looks the fact that even highly qualified students are often unable to find jobs,
it is a logical criticism given the view schools are the principal social mecha-
nism charged with creating equality of opportunity.

Privatization and the Future of Education

In the environment of economic crisis of the 1970s and 80s, the U.S.
began to debate with renewed vigor the relationship of public to private
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education. As I wrote in the April 1984 issue of Educational Leadership,57 the
traditional relationship between private and public schools as an important
guarantor of educational opportunity and democratic social ideals has, in the
past several decades, come increasingly into question. The benefit of this
relationship has been challenged in the last 30 years by, among other things,
the explosion in the number of all-white private schools in the South after
the Supreme Court struck down legally sanctioned segregated schools; the
sharp criticism of the public schools in the 60s and 70s for their failure to
satisfactorily educate minority poor and working class children; and the devel-
opment of proposals such as the educational voucher system designed to
make public schools more responsive by threatening them with "competi-
tion." Most recently the relationship between public and private schools has
been threatened by proposals to provide indirect tax support for private
schools through tuition tax credits while also reducing federal tax money for
public schools as part of a general withdrawal of funds for social welfare
programs.

Social welfare policy at the national level in the early 1980s has clearly
been based on the assumption that the individual exercise of free choice in
an unequal society is the best way of achieving social justice. It would be a
mistake, however, to describe this ideology (given the social history of the
U.S.) as conservative in a partisan sense. Political liberals and conservatives
have always shared this ideological premise. They have differed only on the
extent to which it should be carried through in social policy.

The guiding ideology of social welfare policy in the 1980s can be char-
acterized by the term "privatization," putting as much money as possible in
private hands so that every individual can determine for himself or herself
how best to spend it. It is argued that this will revitalize unresponsive, ineffi-
cient public bureaucracies, and unleash the productive capacity of our capi-
talist economy. The ideology of privatization and its potential impact on
legislation and social programs is perhaps the central issue facing educational
policy makers today.

Privatization is an especially important issue for educators because of the
historical significance of education in public life. Existing alongside of tax-
supported public schools, self-supporting private schools have contributed to
the development of social democracy:Private schools, which in some instances
predate the Republic, are held to demonstrate, by their existence, that intel-
lectual and religious freedom is a reality. Further, in the case of church schools,
the fact that they must be self-supporting has been a concrete representation
of the constitutional separation of church and state. Americans have tradition-
ally tended not only to regard education as a common good, they have also
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regarded the development of both private and public schools as the best way
to assure that good in a pluralistic democracy. The historical experience of
the United States has contrasted sharply with that of Great Britain where
private schools have been characterized by Labour Party leader Neil Kinnock
as "the very cement in the wall that divides British society."

Rarely has the need to develop a structural analysis in order to understand
such social policy issues as the proper relationship between the public and
private provision of social welfare services been so clear. For years U.S. social
policy makers have used structurally irrelevant differences between liberal
and conservative interpretations of the republican social vision of the 19th
and early 20th century to keep conflict within acceptable bounds. It now
appears, however, that the economic restructuring of the capitalist world is
threatening to break down the old boundaries. For example, in 1982 repub-
lican and democratic politicians worked to "reform" the Social Security sys-
tem. In the process their public pronouncements encouraged Americans to
regard the primary problem of the Social Security system as administrative
and/or demographic rather than mass unemployment. They further eroded
public confidence in, and political support for, the system by supporting
legislation to enable those with enough money to set up tax-sheltered Indi-
vidual Retirement Accounts (IRAs). These accounts amount to a hidden tax on
the working poor who must help make up for tax dollars lost due to these
accounts and who do not have enough money to benefit from them. In other
words, as liberals and conservatives are forced to move closer and closer
together in their social policy formulations, the practical result is a continued
deepening of the class divisions in American society and the potential for
increased danger of social conflict of the sort that social welfare programs
and public education are supposed to render unnecessary.

The relationship between the Social Security system and IRAs is structured
in roughly the same way as the new relationship that could apply between
public and private schools if the government grants tax credits for private
school tuition. In the absence of political support for a social policy aimed at
the structural reform of American society, such moves to "privatize" social
services would be likely to accelerate the withdrawal of public money for
such social welfare programs as public education. This would in turn tend to
put an increasing amount of money in the pockets of a relatively wealthy
minority who could then privately purchase a variety of social services from
trash collection to good schools for their children. At the same time, the
majority of citizens would face the loss of an increasing number of social
welfare benefits or would have to reduce their standard of living to pay for
them.
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These historical circumstances place educators paradoxical situation.
Most professional educators probably consider themselves middle class. How-
ever, since their middle class status has been brought about to a large extent
by public tax support, individual educators could profit from the privatization
of social services through such schemes as IRAs, yet their professional status
and membership in the middle class would be threatened by such a shift in
social policy." To pose the problem concretely, educators in the 1980s will
be confronted with determining whether they will support a social policy that
enables them to open Individual Retirement Accounts or whether they will
attempt to formulate a social policy that enables the equal provision of edu-
cation for all children through the adequate and equalized financingof public
schools. Clearly the controversy and struggle that have characterized the
development of the public school system are going to continue through the
1980s.

The Continuing Controversy

What could or should the public schools look like in the years to come,
and what forces will shape them? Perhaps Kaestle has as clear a vision as
anyone:

I believe that we need the unified, tax-supported, common-school system. I
believe that the public school systems of our states and localities need to be
more common in some respects, that is, more equal and more integrated. But
they also need to be much more diverse in other respects, more open to different
teaching and learning styles, different cultural content, different parental pref-
erences, and different community needs. Like most people, I agree with some
aspects of cosmopolitan school reform and central control while I disagree with
others. My personal inclination is to support cosmopolitan solutions on consti-
tutional issues like separation of church and state, equal rights, and free expres-
sion, which requires staunch central protection whatever the views of local
majorities. I am more skeptical and selective about supporting the standardiza-
tion of curriculum, program organization, or learning style, which is often argued
on grounds of efficiency, upgrading standards, or the superior abilities of central
decision makers. The apportioning of authority among federal, state, and local
levels is a delicate matter, one which will continue to be debated in the decades
ahead. But that is good. Centralization should not be mindless drift or merely a
matter of who is more powerful. We need not be trapped by history, nor by the
language of modernization and efficiency. We must be imaginative about the
control of schools.

When the American colonies asked England to give their legislatures indepen-
dent authority on some matters, Parliament replied that there was no such thing
as absolute authority within an absolute authority. "Imperium in imperio," they
said, was an impossibility. For that lack of imagination they lost the American
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colonies. The history of American federalism is one of constantly evolving
relationships between local, state and national governments, conditioned but
not mechanically determined by technological, economic, political, constitu-
tional and cultural changes.... The adjustment of the claims and powers of the
different levels of government is an imperfect, a continual, and a bruising
process. It is one of the central dynamics of American educational history and
of American political life."

To Kaestle's vision I would add that the recent struggles over access to
and financing for public schools; the continuing fight over the proper rela-
tionship between federal, state, and local governments in forming educational
policy; and the proper role of foundations and quasi-public institutions such
as the Educational Testing Service will, no doubt, continue to be strongly
influenced by economic developments. The economic crises of the last 10
years and the attendant long-term high rates of unemployment challenge the
conventional American view of the school as a merocratic mechanism of social
betterment, in the sense that a good education is what allows one to climb
out of the lower class. Nevertheless, the gatekeeping and certification functions
of schools are likely to ensure the continued intense competition for school
credentials. Throughout all of this education professionals will be challenged
to define their position and their role with regard to a whole array of social
policy issues.

Although such a development is not likely in the near future, it is inter-
esting to contemplate what form public education would take if social policy
confronted directly the problem of providing enough work for every citizen
instead of concentrating on demanding that citizens compete for an inade-
quate number of jobs. Such a social policy would challenge the assumption
that one must "climb out" of the working class to have a decent and secure
life and its educational corollary: equality of opportunity. The meaning of
public education in a democratic society that is based on egalitarian principles
is a challenge the U.S. has yet to seriously consider ... and a proposition
guaranteed to produce controversy.

Social issues have been and are likely to remain uncomfortable for
professional educators because they are controversial and because there are
few clear and agreed upon guidelines for what exactly educators should do
with them. Nevertheless, social issues, uncomfortable and controversial as
they often are, are important for educators to consider critically because they
reflect important aspects of the social context in which schools are expected
to function and they often represent potential' claims for inclusion in the
school curriculum. Given the nature of our republican democracy and the
historic role of schools in moderating social tensions, it is inevitable that every
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social issue will continue to be a potential policy and curriculum problem for
educators.
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Chapter 2.
Three Currents of
American
Curriculum
Thought
HERBERT M. KLIEBARD

Thinking about the curriculum is as old as thinking about education. It is
hard to imagine any inquiry into the nature of education without deliberate
attention to the question of what should be taught. From the point of view of
a serious educator, whatever the historical period or the particular setting,
the question of what to teach involves a selection from a vast array of knowl-
edge and belief within a culture. Since it is impossible to teach everything,
that selection from the culture reflects in part some sense of what is most
worthwhile in that culture seen in relation to the kind of institution the school

and what it can reasonably accomplish. In The Republic, for example, Plato
ought that the young men of Athens ought to study geometry beciuse, in

view, "a training in geometry makes all the difference in preparing the
r. ' for any kind of study." Plato was thus arguing the case for geometry
o-, other possible subjects of study and supporting his particular choice with
wha he assumed to be a sound reason for that choice. In this same manner,
many curriculum decisions are made today but with other kinds of evidence
being cited for those choices.

Aristotle recognized the complexity of deciding what to teach:

At present, opinion is divided about the subjects of education. All do not take
the same view about what should be learned by the young, either with a view

Herbert M. Kliebard is Professor, Department of Educational Policy Studies,
Univeniry of Wisconsin-Madison.
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to plain goodness or with a view to the best life possible; nor is opinion clear
whether education should be directed mainly to the understanding, or mainly
to moral character. If we look at actual practice, the result is sadly confusing; it
throws no light on the problem whether the proper studies to be followed are
those which are useful in life, or those which make for goodness, or those which
advance the bounds of knowledge. Each sort of study receives some votes in its
favour.2

Beyond its quaint phrasing Aristotle's statement has an unusually modern
ring, capturing something of the timelessness of the questions that have
pervaded the study of curriculum since ancient times. Jn particular, he drew
attention to the fact that curriculum decisions inevitably involve questions of
value. What sometimes appears to be a straightforward choice from the various
subjects of study brings us into the realm of differing value systems. Even in
settled periods in history, questions about what knowledge should be passed
on to the young involve conflicting ideals and values, but in periods of rapid
social change, those questions become particularly urgent and puzzling.

The era we now know as the Renaissance, for example, not only was a
period of profound social change and a rebirth of learning but also one in
which great thinkers were writing pedagogical tracts that attempted to define
what the youth of Europe should be studYing. Desiderius Erasmus, Vittorino
da Feltre, Joannes Ludovicus Vives, and Francois Rabelais all wrote major
treatises on curriculum. Rabelais's Gargantua and Pantagruel conceived of
the curriculum as an enormous feast filled not only with the delicacies of
Greek, Latin, Chaldean, Hebrew, and Arabic but also with musical accomplish-
ment, physical prowess, knowledge of metals and precious gems, and even
the casting of artillery. His work represents a break with a traditionally narrow
and constricted curriculum. The work of Erasmus in De Ratione Stuatiii and of
Vives in De Tradendis Disciplinis, while also departing from the traditional
scholastic curriculum, point in a somewhat different directionmainly toward
literary and linguistic elegance. Although in periods of change there may be
agreement on the need for a reconstruction of the curriculum, it would be
rare, indeed for there to be any sort of unanimity on the direction the curric-
ulum should take. What tends to emerge from the desire to change the
curriculum in a changing society is a compromise among different and even
competing programs for reform.

The 20th-century American curriculum emerged most directly from a
period of unrest in the 1890s when there appeared to be a profound realization
on the part of American leaders and the general public that a major transfor-
mation had been wrought in American society. Although the social changes
themselves had been in progress for several decades, during the 1890s the
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perception of change became particularly acute. Urbanization, mass immigra-
tion, and immense industrial growth were themselves highly significant; but,
in addition, a vast increase in railroad travel and in newspaper and magazine
circulation meant that the awareness of social change was being brought
home to ever larger segments of the American population. The major depres-
sion of 1893 added an ominous note to this perception of change, and Amer-
icans generally were beginning to worry about what kind of world the 20th
century would bring. Labor unrest, vice in the cities, corruption in government,
and what was seen as undesirable immigration from southern and eastern
Europe led to fears that a fragile society would soon come apart.

It was in this context that Americans looked more and more to schools
as a vehicle for addressing these problems. While the traditional humanist
curriculum engendered some dissatisfaction during the 19th century, it none-
theless remained fairly stable, bolstered in large measure by the theory of
mental discipline. When certain subjects, such as the classical languages, were
criticized for being impractical or even useless, as was the case with the
controversy over the Yale College curriculum in 1828,3 there was always
recourse to a justification similar to that espoused by Plato: certain subjects
had the power to develop the mind more than others, and development of
the various faculties of the mind, such as memory, reasoning, and imagination,
was the chief function of schooling. Thus, a combination of the humanistic
ideal and a belief that powers of the mind needed to be trained through
vigorous exercise helped support existing curricular practices.

Apart from the social changes that were being so keenly felt in the 1890s,
one immediate factor that created the climate for reconsideration of the
existing curriculum was the sheer increase in the number of children entering
school, particularly adolescents. In 1890 less than 7 percent of adolescents
from 14 to 17 attended school; within a scant four decades more than half of
adolescents that age were in secondary schools. It was becoming problematic
as to whether the curriculum that had served so successfully in the 19th
century would be suitable for the new population of students then Marching
through the schoolhouse doors. Among those wary of that possibility were
such prominent psychologists as E. L. Thorndike, whose experiments indi-
cated that many assumptions of faculty psychology were not borne out by
experimental testing.4

Challenges to the old order in curriculum matters were coming from a
variety of sources: The issue achieved national visibility in 1892, when the
National Education Association appointed a committee of prominent educa-
tors to study the question of uniformity in high school programs of study. The
committee was headed by the highly respected president of Harvard Univer-
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sity, Charles W. Eliot, a mental disciplinarian but one who saw that theory as
capable of adjusting to the demands of modern education. The report that the
Committee of Ten issued in 1893 represented a modest comps mise between
established tradition in curriculum matters and calls for a dramatic change.
The committee set up four model "programmes," which by contemporary
standards are thoroughly academic, but in their time represented something
of a movement away from the standard curriculum of the day. The committee,
for example, accepted modern foreign languages as the virtual equivalent of
Latin and Greek, thus departing from the commonly held view that the classical
languages were disciplinary while French and German were simply practical.

Although the committee is often accused of imposing college domination
of the curriculum in secondary schools, the members actually saw themselves
as developing a curriculum for "life" and only incidentally for admission to
college. Such a curriculum for life in their view developed the intellectual
capacities of all students regardless of probable destination. Eliot was espe-
cially wary of early curriculum "bifurcation" into college-going and non-
college-going populations, which he regarded as a form of prognostication
that could easily become a self-fulfilling prophecy.

Although the Committee of Ten report received much approbation in its
day, its most fundamental recommendations essentially were rejected by 20th-
century curriculum makers. The vast majority of educational leaders favored
a change in curriculum that would parallel what they saw as the massive
change that had been wrought in American society. That drive for a thorough
reformulation of the curriculum in the 20th century is what many latter-day
interpreters see as the progressive education movement. But when that desire
for change is seen in the light of differing and even competing ideals and
value systems held by educational reformers of the period, competing values
of the sort that Aristotle noted, then it becomes well-nigh impossible to define
a single coherent educational-reform movement. What we find instead is that
when the recognition of a need for change is filtered through the lenses of
people with differing political and social orientatims, proposals for reform
of quite different character and intent emerge.

The Social Efficiency Ideal

In general, three major challenges to the humanistic and plainly academic
curriculum reaffirmed by the Committee of Ten began to emerge in the 1890s
and survived through at least most of the 20th century. The most powerful of
these movements was one that sought to redefine the curriculum in line with
the tenets of social efficiency. Had the program of the social efficiency edu-
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cators been fully implemented, the effect on the curriculum would have been
revolutionary. In social terms, however, the basic thrust of the movement was
conservative. For proponents of social efficiency, a major part of their oppo-
sition to the standard academic curriculum of the day derived from what they
perceived as its sheer uselessness. It was difficult, from their point of view, to
discern in the daily lives of people any relevance to the study of foreign
languages, higher mathematics, physics, or masterworks of literature that
dominated the curriculum. Accordingly, they sought to build a taut connection
between what was studied in school and the everyday lives of people. To
major leaaers of the movement such as Franklin Bobbitt, W. W. Charters, and
David Snedden, this meant a careful analysis of the actual activities that people
performed in the course of their work, play, home life, and as citizens that
would provide the basis for what to teach. Of the three major reform move-
ments that had some impact on the American curriculum of the 20th century,
social efficiency was probably the most anti-academic.

One major manifestation of the social efficiency ideal was the Cardinal
Princ4oles Report of 1918.5 Prepared by a National Education Association
committee, it differed markedly from the Committee of Ten's report only a
quarter century earlier. Completely absent was the mental disciplinarian jus-
tification for school subjects, now replaced by a frank appeal to utility and
good citizenship. The value of school studies would not be measured by their
ability to strengthen the mental faculties but by the extent to which they would
contribute to seven aims of secondary education: health, command of funda-
mental processes, worthy home membership, vocation, citizenship, worthy
use of leisure, and ethical character. Each of the subjects, it was urged,should
be able to demonstrate its contribution to the achievement of these seven
aims or face the danger of elimination. In practice, a subject like literature
could make a claim to worthy use of leisure and history to informed citizen-
ship, but clearly the subjects in the most advantageous position were the ones
that appeared to have the most direct relationship to the duties of life.

The Cardinal Principlei Report achieved wide acclaim not only when it
was first issued but also for many decades thereafter. Part of its popularity
may be attributed to the fact that Clarence Kingsley, in formulating the rec-
ommendations, avoided ffie extremes that many of the leaders of the social-
efficiency movement were recommending. Snedden, Kingsley's close col-
league, favored a dual system of secondary education involving a separate
system of vocational education along the German model. Early division along
academic and vocational lines was much more efficient in determining what
should be taught. But Kingsley strongly favored the comprehensive high
school with differentiated curriculums, not separate institutions attuned to



36 Current Thought on Curriculum

the different educational requirements of high school students. Kingsley also
stopped short of eliminating academic subjects altogether for the majority of
high school students, a course of action that was also widely recommended.
Instead, he advocated that subjects be adapted so as to be more directly
functional.

The social efficiency movement as a form of curriculum thinking had two
great appeals. The first was to efficiency itself During the firSt quarter of the
20th century, efficiency became a watchword in industry through the work of
Frederick Winslow Taylor and his disciples, and thus became, to some, almost
synonymous with science. Scientific curriculum-makers, as they liked to call
themselves, like Bobbitt and Charters, became enormously influential in their
efforts to trim the curriculum of its dead wood. Their technique of curriculum
making, the analysis of activity, was essentially borrowed from Taylorism and
represented for them a scientific way to determine what should be taught just
as scientific management replaced older, less efficient approaches to produc-
tion in industry. After careful study of what people did in life, a curriculum
scientifically attuned to their needs could be constructed in the same way that
the most efficient route to production could be discovered by careful obser-
vation of the workers' motions.

The second appeal to social efficiency was more subtle. It was the appeal
to social stability in a society where many of the earlier mechanisms of social
control were losing their. potency. The school was seen not so much -as an
institution where mental development would be fostered as the Committee
of Ten had advocated, but as a place where the individual would be prepared
to assume a specific social role. By conceiving of the curriculum as a vehicle
for eraMing individuals to perform effectively in their assigned societal roles,
social efficiency as a curriculum doctrine held out the promise of an orderly
and well-run society. In order to accomplish this, early determination of future
role was necessary, a course that Eliot had vigorously opposed in 1893, but
which, by the second decade of the 20th century, mass mental testing had
made a much more plausible option.

A Curriculum Attuned to Human Development

A second movement for reform of curriculum thinking also represented
itself as having the backing of science, but it was a far different science from
that borrowed from scientific management. Basically, this developmentalist
movement sought the key to the curriculum riddle by deriving the course of
study from the natural order of development in the child. Once we knew the
secrets of childand adolescent development, we could develop a curriculum
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based on the natural inclinations and ways of thinking that are part of the
child's make-up. The idea that individuals passed through stages of develop-
ment with distinctive characteristics is, of course, centuries old. Its application
to education and particularly to the question of what to teach was elaborz.cely
treated in Rousseau's Emile in the late 18th century, and reemerged in a
particularly powerful form in American curriculum thinking in the late 19th
century.

One source of the new thinking about the curriculum was the American
disciples of Johann Friedrich Herbart such as Charles De Garmo and Frank
McMurry who had studied at the great centers of pedagogy in Germany and
returned to the United States with a zealous desire to reform American
education. They rejected the dominant psychology of the day, faculty psy-
chology, in favor of an approach that attempted to capitalize on children's
interests and eliminated much of the monotonous drill and teacher imposition
that they felt dominated American schools. Through their concept of apper-
ception, they sought to tie what was learned to the existing cognitive structure,
and so it became extremely important to know what was already in the child's
mind before proceeding with anything new. In their seafch for a curriculum
tied t6 the child's natural predilections, they frequently employed the concept
of culture epochs, the notion that there was almost an exact parallel between
the stages of human history and the maturational stages of the individual. Thus
very young children would be interested in myths and legends because our
early ancestors with whom they were somehow affiliated used them to explain
their world. Similarly, children were believed to pass through distinct periods
such as a savage stage and an agricultural stage, each with important impli-
cations for what curriculum materials would be most appropriate at given
ages.

In the 1870s, the cause of child-study gained impetus through the criticism
of American education advanced by Charles Francis Adams,6 especially by his
efforts to draw attention to the child's mental habks a.5 a way of bringing the
light of science to a benighted pedagogy. Adams' high praise for the work of
Colonel Francis Parker in the Quincy, Massachusetts, school system not only
brought Parker national prominence, but seemed to indicate that drudgery
and repression were not necessary concomitants of schooling. Parker had not
simply introduced a much greater measure of freedom for the child than was
typical of the regimented .schools of that time. He had essentially discarded
the old course of study in favor of one that was congenial to the child's
penchant for play and activity. He introduced what he called the "word
method" of teaching reading, which replaced drill in phonics with what Parker
considered the natural way by which children learned language. Word prob-
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lems in arithmetic were favored over the mere manipulation of numbers, and
rules and generalizations were reserved for the later periods of schooling.
Formal grammar in the early grades was also discontinued, and natural lan-
guage activities such as letter writing were introduced. The Quincy schools
were held up by Adams as a model of schooling, not only because the natural
predilections of the child could be used to enrich the spirit of the school, but
because effective learning was taking place.

Of the numerous proponents of child study in the late 19th century,
however, none was more prominent than G. Stanley Hall. Upon his return
from study in Germany in 1880, he quickly became the most prestigious
psychologist in the country. Like the social efficiency educators, Hall and his
fellow developmentalists rejected the recommendations of the Committee of
Ten report, especially its emphasis on the training of the intellect as the
primary function of schooling. Hall felt that reasoning power was not yet in
the child's repertoire and that early concentration on intellectual matters could
be injurious to the child's health. Unlike the social efficiency reformers, he
took the position that the school must first and foremost stay out of the child's
way, and that one way of preventing harm to the child was to prolong the
period of childhood rather than to point too quickly to adult life. Hall's
curriculum would be dominated by play at least until the eighth year, and
drill and memorization would be preferable to the attempt to teach reasoning
since, according to his studies, the child was not capable of reason until a
much later age.

Hall's vision of a curriculum carefully attuned to the natural development
of children and adolescents, despite its persistent call to scientific validity, was
infused with rampant sentimentality and a high romanticism. His mystical
beliefs in race recapitulation, derived from the Herbartian concept of culture
epochs, were often wildly far-fetched, and by the beginning of the 20th century
his influence began to wane. The appearance, however, of "The Project Method"
by William Heard Kilpatrick in 1918 gave fresh impetus to the idea that the
child could, after all, become the center for curriculum making? Although
the idea of developing a curriculum around projects rather than subjects had
been gathering momentum for about a dozen years before he published his
article, Kilpatrick's ideas served to broaden its scope beyond its origins in
vocational agriculture to the curriculum as a whole. Projects were designed
to capitalize on children's interests and to make them active learners. Content
in the curriculum played a distinctly secondary role usually acquired in the
context of the child's own "purposing." Contrary to the main precepts of social
efficiency, projects emphasized the child's own present orientation rather
than future adult roles. Kilpatrick's enormous popularity as a professor at
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Teachers College, Columbia University, and his prolific writing put him, a
philosopher rather than a psychologist, in the forefront of the effort to reform
the curriculum in line with the natural unfolding of the child's mind and
personality. As the movement progressed, what was once known simply as
the project method was elaborated into the activity curriculum or the expe-
rience curriculum. Those forms of curriculum organization, while not replac-
ing die standard subject organization, had some impact within the context of
subject areas such as English and social studies.

The Road to Social Meliorism.

The third major reform movement in curriculum also had its origins
around the turn of the century, although it remained a largely subterranean
movement except for one brief period of prominence in the 1930s. In 1896,
John Dewey's colleague at the University of Chicago, the great American
sociologist Albion Small, delivered a paper before the annual meeting of the
National Education Association. Three years after the report of the Committee
of Ten was issued, Small began his address by apologizing for reopening "a
closed incident of ancient history" in using that committee's recommendations
as a vehicle for proposing a different conception of a proper course of study.'

Small was particularly disturbed by the report of the Conference on
History, Civil Government, and Political Economy, a subcommittee that had
included among its members James Harvey Robinson and Woodrow Wilson,
Small interpreted its report as assuming that the purpose of education was,
first of all, "completion of the individual," and secondly, "adaption of the
individual to such cooperation with the society in which his lot is cast. that he
works at his best with the society in perfecting his own type...."9 The report,
Small felt, presented a "classified catalogue of subjects good for study" without
any real social philosophy. If the report offered any conception of education
as a whole, it was dominated by "a naively mediaeval psychology ... which
would be humorous if it were not tragical."° Such a dependence on faculty
psychology led the committee to believe, according to Small, that history can
train the faculty called judgment, that mathematics hones the faculty called
reasoning, and so on as if powers of the mind existed as isolated entities and
intelligence itself were somehow separated from the rest of existence. "Edu-
cation," he claimed, "connotes the evolution of the whole personality, not
merely of intelligence.'"

Small argued that students must be taught to see the whole if they are to
make any sense or derive any meaning from the abstractions that these subjects
presumably represent. "Knowledge so far as it is gained at all," Small empha-
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sized, must be seen in relationships, "not as self-sufficient knowledges."2 Not
simply the study of sociology, but all branches of knowledge should begin at
the heart of concentric circles of social activity starting with the household
and gradually extending outward until the social desideratum is finally reached,
whereby "the developing member of the society shall become analytically
and synthetically intelligent about the society to which he belongs."3 He
concluded his address with a strong endorsement of education as a vehicle
of social amelioration. Contrary to the position endorsed by the child-study
advocates, he insisted that educators "shall not rate themselves leaders of
children, but as makers of society. Sociology knows no means for the amelio-
ration or reform of society more radical than those of which the teachers hold
the leverage."4 In general, Small's ideas reflected not simply the growing
impatience with the traditional course of study, but more particularly his ideas
foreshadowed a growing tendency to see education not simply in terms of
individual development of intellectual powers or even encouraging the child's
natural tendencies to unfold, but in terms of social progress. Unlike the social
efficiency educators who viewed the social role of the school as a tool of
societal stability, Small and those who followed his lead saw the schools as a
lever for social rejuvenation.

Small's vision of the schools as an instrument of social reform can be
detected in the early work of John Dewey and George S. Counts during the
first two decades of the 20th c , 'mit it did not become a potent force on
the national educational scene ''..,reat Depression of the 1930s once
more raised doubts about the ability of the economic structure to survive.
Until that time, curriculum reform was dominated by the opposing ideals
represented by social efficiency and child growth and development tempered
by the existing structure of schools, which tended to favor the traditional
curriculum organization recommended by the Committee of Ten. In that
sense the standard curriculum remained surprisingly resilient to the zealous
efforts of the reformers. Probably the most significant curriculum change of
the early 20th century was the introduction on a massive scale of vocational
education advocated by social efficiency educators, particularly specific occu-
pational training. In line with the social meliorist position enunciated by Small,
Jane Addams and Dewey had argued unsuccessfully that industrial education
should educate future workers about the nature of the industrial process and
of an industrial society.

When the Progressive Education Association was organized in 1919, its
platform reflected the romantic ideal of childhood imbedded in the devel-
opmentalist position of Hall and later Kilpatrick. It was not until the 1930s
that prominent professors of education, drawn largely from acuity of Teachers
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College, Columbia University, succeeded in diverting the central purpose of
the PEA away from its child-centered ideal to an emphasis on social concerns.
Epitomized by Count's clarion call, "Dare the Schools Build a New Social
Order?"5 the new leaders of the PEA sought a curriculum that would address
directly the social and economic ills that beset American life. Despite the
prominence of the leaders of the social reconstructionist movement and the
fact that the social conditions of the time were congenial to a radical refor-
mulation of the curriculum, there were few notable successes. Most school
administrators and teachers simply did not share the ideas being promulgated
by a small group of eastern intellectuals. Clearly the most successful of the
efforts of the social meliorists was the wide adoption of a series of 14 social
studies textbooks written by Harold Rugg. In a deliberate attempt to redirect
the social studies from the typical chronological rendering of history, Rugg
introduced into that series issues relating to racism, the treatment of immi-
grants, sexism, efforts to organize labor, inequality in income and living
conditions, and government corruption.'6 In time, however, certain business
leaders and right-wing groups attacked the books as dangerously socialistic
and succeeded in getting at least some school boards to rescind their adop-
tions. When World War II ended in 1945, American educators heartily embraced
life adjustment education, a mixture of educational doctrines dominated by
social efficiency.

A Feeble Compromise

Contrary to widespread belief, 20th-century curriculum thinking was not
dominated by a two-way struggle between traditionalists, as exemplified in
the Committee of Ten report, and a more-or-less unified progressive education
movement on the other. Three distinct strains of curriculum thought emerged
in the 20th century to challenge the humanistic curriculum that had been
dominant in the 19th century, Although proponents of each of these ways of
thinking about the curriculum shared a common belief that the traditional
academic curriculum was inadequate to the task of modern education, each
had quite different reasons for doing so and widely divergent programs for
reform. The social efficiency educators saw the traditional curriculum as
simply useless except to a small minority of students and urged adoption of
a curriculum tied to direct utility and keyed to the probable role that the
student would one day occupy. Once the knowledge necessary to function
successfully as an adult was determined, that knowledge would become the
content of the curriculum. From a social point of view, their vision was of
order and stability in a society that seemed in danger of disintegration.
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The developmentalist position saw the traditional curriculum as incon-
sistent with the natural order of development in the child. Their priorities lay
with replacing what they regarded as a passive and meaningless approach to
schooling with one that appealed directly to the interests of children and their
penchant for activity. They envisioned a new curriculum emerging from
children's interests and emphasizing active problem solving rather than drill
and memorization. Developmentalists consistently regarded the present status
of the child as the key to curriculum making, not future adult role.

Finally, the social meliorists saw the traditional curriculum as lacking in
social purpose and social concern. Their effoil. was to rebuild the curriculum
around critical social questions affording future citizens the opportunity to
grapple with the kinds of problems that society faces. Unlike the social effi-
ciency educators, they did not seek adjustment to the existing society but a
new breed of citizens capable of addressing the problems that many believed
was a social order urgently needing reconstruction. Each of these forms of
curriculum thinking existed alongside the traditional humanistic education,
which was also attempting to adapt itself to the demands of modern life.
Depending on the social and political climate, each of these approaches made
its mark on the American curriculum of today. Neither the traditional curric-
ulum nor any of the three reform movements ever won a clear-cut victory.
What passes for the contemporary American curriculum is an agglomeration
of all of them.

Since there is no unanimity of opinion at any given time on what is most
worthwhile in a culturewhether Aristotle's or oursit should not be sur-
prising that each of these main currents of curriculum reform would find its
adherents. The curriculum, after all, as a selection of elements from the culture
reflects to some extent the diversity that exists within the culture. Great value
is accorded at one and the same time to mastery of academic subject matter,
safe driving, and occupational proficiency as elements in the curriculum.
Moreover, social conditions such as the Great Depression and the Cold War
created climates that were at least temporarily conducive to different positions
at different times. What emerges as a dominant strain in the curriculum is not
a function of the force of a particular proposal alone but the due interaction
of curriculum ideas and sympathetic or antagonistic social conditions. There-
fore, over the course of time, one would expect that first one current then
another should assume prominence and that, to some extent, they should all
exist side by side.

Moreover, the three currents of curriculum reform must also be seen
against the backdrop of a traditional humanist curriculum that consisted of
conventional subjects such as English, history, and mathematics. That curric-
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ulum proved more resilient than many reformers expected. The substitution
of the project for the subject as the basic building block of the curriculum, as
followers of Kilpatrick advocated, was too fundamental a change for most to
accept, as was the substitution of "areas of living" as some social efficiency
educators proposed. Even John Dewey, the quintessential American educa-
tional reformer, was, more often than not, interested in reconstructing the
existing subjects rather than in replacing them.

Finally, in periods when curriculum reform had charged the atmosphere,
it was probably more important for school systems simply to change than to
change in a particular ideological direction. Choices at the school level were
sometimes politically sensitive or too difficult to implement. At the same time
that some proponents of curriculum reform were proclaiming that the cur-
riculum should be derived from the spontaneous interests of children, others
were proposing that the curriculum should be a direct and specific preparation
for adulthood. Each doctrine had an appeal and a constituency. And, rather
than make a particular ideological choice between apparently contradictory
curriculum directions, it was perhaps more politically expedient to make a
potpourri of all of them.
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Chapter 3.
Curriculum
Theory/Curriculum
Practice: A Gap or
The Grand Canyon?
GAIL McCUTCHEON

ITEM: Many principals and teacher educators demand that teachers write behavioral
objectives, although curriculum theorists have posed other forms of planning.
Further, scholars have critiqued the technical/rational approach to planning
because it tends to overfocus on ends at the expense of processes and to
emphasize small parts of learning at the expense of a general aim; only certain
matters call be attended to that may have little to do with such learnings as
creative endeavors. Further, several researchers have found there to be little
difference in outcomes, whether a teacher employs or does not employ behav-
ioral objectives; other researchers have found that teachers generally do not
think about objectives as a first phase of planning.2

ITEM: Many curriculum scholars call for teachers to be involved in curriculum reform,
but few teachers report they are vitally interested in it.

ITEM: Probably most teachers across the nation rely heavily on textbooks as the shapers
of the curriculum, yet theorists call for teachers to tailor the curriculum to
students, local conditions, and currently relevant matters; few curriculum the-
orists address the matter of textbooks.

Gail McCutcheon is Associate Professor, College of Education, The Ohio State
Universiv, Columbus.

Author's note: I wish to acknowledge my brother, John McCutcheon; my colleague, Don
Sanders; and Alex Molnar for their careful and heOful comments on an earlier draft of this
chapter. A slightly dprem version was presented at the annual meeting of the Ohio Association
for Supervidon and Cwriculum Developmem in Columbus in November 1984. Comments and
questions fivm participants were he4ful in redr-afting.
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Clearly, we have a problem in curriculum work. No longer does just a gap
exist between theory and practice; we currently seem to have a Grand Canyon.
This chapter explores some reasons for this phenomenon. Mere understand-
ing of the nature of the problem is, however, not sufficient in my view; action
on the part of both academics and practitioners is needed to narrow the gap.

The gap between practice and theory exists for a number of reasons. For
example, practitioners and academics alike find maintaining the status quo
easier and safer than change. Change requires energy and time, which are
often scarce commodities in schools and universities. It also requires a certain
level of commitment and security before we can take risks. As humans, we
fear the unknown, and the status quo, although perhaps imperfect, is at least
safe and known. Further, whether practitioners or academics, we receive few
rewards for improving what we do; most of these rewards are intrinsic
recognizing that a student has learned something after quite a struggle, that a
research project is beginning to make sense, pride in a job we know is well
done. Rarely are rewards extrinsic, such as pay increases or awards for excel-
lence. Hence, there are few extrinsic reasons to improve what we do.

Further, in many ways the culture and structure of schooling works to
contain change. For example, administrators, curriculum developers, teachers,
parents, and students possess and act upon their own images of what schools
are supposed to be; these images may be at odds with those of other practi-
tioners or academics or with what research or theory indicates to be sound.
So, the curriculum may be, at least in part, a political artifact as the practitioner
strives to appease various groups while realizing his or her own conception
of a good curriculum. Moreover, particular policies may tend to conserve the
status quo, such as policies on giading, homework, hiring new teachers,
student promotions, and the use of textbooks and curriculum guides, as may
school routines and other features of a school, such as its architecture or high
degree of interest in athletics. Further, hectic school days allow little time for
curriculum development, and few schools allocate money for overtime work
in this venture.

Academics also contribute to the dilemma of a practice/theory gap by
publishing in journals and writing in jargon that renders the work inaccessible
to practitioners. Undoubtedly more teachers and administrators read popular
magazines than professional journals such as The Elementary School Journal
or 7heaty Into Practice. Yet it is not considered scholarly, and the promotion,
merit pay, and tenure scheme of universities does not reward those who
publish in the popular press. While not all work of academics should be
published in the popular press, some of it could be. As a result of not writing
for teachers and administrators, academics talk to other academics, rather
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than with practitioners. There has also been, as Schwab characterizes it, a
flight from the fieldwherein curriculum practice is abandoned for loftier
forms of theorizing virtually unusable to many practitioners.3 Hence, practi-
tioners, who must juggle policies, routines, and competing images of what
schools should be, do not commonly consult academics or scholarly articles
when reformulating practice, planning something new, or developing theories
of action. More often, they turn instead to past experience and other practi-
tioners.'

I take the position that theory and research can and should be used by
practitioners as they build theories of action. Similarly, classroom experience
is crucial if academics are to develop thoughtful and reasonable research
projects and theories. Both practitioners and academics possess vital knowl-
edge and experience. A teacher may know all too well how school policies,
expectations, or norms affect what can be planned and how certain practices
seem to work. Administrators may know how special-interest groups (such as
the Moral Majority) influence policies and how to face the practical problems
of articulation among various grade and school levels. Academics may know
how a particular school is dealing with articulation or curriculum organization
or grouping; how another school responded to confrontation between spec ial-
interest groups; or ways of vhering information about particular practices,
processes of curriculum development, and evaluation. Each group faces par-
ticular problems in its work and uses particular resources to treat those
problems.

Communication between the groups is necessary to overall curriculum
progress. Each group's interpretation can be helpful in shedding light on a
problem. The combination of views could be powerful in developing theories
grounded in practical realities and in promoting genuine improvement, not
merely change. Through collaborative research and curriculum development
ventures, this seems feasible.

In this chapter, I will discuss two types of theories: personal theories of
action developed by practitioners, and generic theories.

Personal Theories of Action

Teachers' and administrators' theories of action are the set of constructs,
beliefs, and principles on which practitioners base decisions and actions.
Practitioners develop these theories through their experiences and reflections,
and to a lesser extent through reading or hearing about generic theory. Such
theories illuminate and guide practitioners' work because they comprise
interrelated sets of interpretations about what should be taught and learned,
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how to improve and evaluate teaching and learning, and how to deal with
daily tasks of managing curriculum development, classes, and work. Admin-
istrators also develop such action theories to guide their support of teachers'
instructional improvement and curriculum development, and school manage-
ment.'

Parts of practitioners' theories may be tacit; if asked, they might not be
able to express fully what they believe. Action is no less valid based on such
tacit theories, however. Each day practitioners face a host of complex, context-
specific problems about which there are no easy, certain answers. No singular
"right" course of action is available, although practitioners can envision certain
courses as better than others. In facing these problems, they must take action.
Underlying these actions is a personal, guiding theory. By pausing to reflect,
by reaching inward and attempting to understand that personal theory of
action, teachers and administrators exercise the most professional aspect of
practice. By analyzing students' written assignments, oral responses, and activ-
ities, teachers can determine whether partkular courses of action work well.

The study of teaching practice has unfortunately, in recent years, been
conducted by outsiders. Perhaps due to the press of time, practitioners may
notice bored faces or an increase in discipline problems, but they seldom
research their own work in order to improve it.

If developing orai language skills is important, for example, a history
teacher could arrange small group work to plan and paint murals about
important events in the Industrial Revolution, then could listen to the groups
at work, tape record group discussions, and interview the students to discern
the effectiveness of the assignment. In order to improve one's practice and
professionalism such inquiry is necessary. Through such inquiry in this context
with these students and this subject matter, we come to know our own methods,
their effectiveness, and how they might be improved, according to the prac-
titioner's criteria. This does not happen through statewide mandates revising
the course-work needed for certification, nor through adoption of a new text
series, nor through the development of a curriculum guide. It happens indi-
vidually as we develop, grow, and learn about our practice by becoming
students of it.

This sort of endeavor, at the heart of professional practice, can be sup-
ported in several ways. In faculty meetings, teachers could relate their inquiry
to others, to begin to develop a common lore and understanding of practice.
For example, after school one day, a group of teachers of 13- and 14-year-olds
recently discussed with me and each other how they allowed students to
change a certain assignment to make it more realistic or personally relevant.
In literature, for instance, students assigned to read the same novel conceived
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of their own questions to answer about the work. The teacher either approved
or met with students to reconceive the questions. The literature teacher
remarked that most of the student-generated questions were much more
difficult than ones she would have asked. In home economics, students planned
their own apartments, which called for skills of measurement as well as design.
Students decided individually the dimensions of the apartment and how many
rooms it had, then determined a realistic decorating budget with the teacher.
Mathematics, science, and technology teachers discussed lessons where stu-
dents had some role In formulating the task. Students reported that their own
tasks were more challenging and less boring than ones set totally by teachers.
Teachers reported more work, a higher quality of work, and more interest on
the part of students. By collecting evidence of the value of such negotiable
tasks, teachers increased their understanding of their importance to students
and planned to include more of them through the year.

Sharing such research can be helpful in establishing a climate conducive
to inquiry into one's professional life. Another way of supporting it is through
ties with other professionals. Undoubtedly, an outsider, a colleague, or an
academic collaborating on a project with the practitioner is of great value in
this enterprise, for by describing practice and talking about why a certain
action is taken, the teacher or administrator can begin to understand his or
her action theory. Talking about theory permits people to examine those
theories they hold and, eventually, this leads to a fuller understanding, a
possession of one's own theory. Through language, then, we come to know
our teaching selves. Reading theoretical work and research studies may also
help practitioners to develop and understand their theories of action. Faced
with other ideas, practitioners can compare views and gain an understanding
or expand their own theory after this comparison. In this fashion, discussions
of practice in faculty meetings, teachers' lounges, seminars, coursework,
observing colleagues, or reading about theory and practice may assist with
the endeavor of understanding one's theory of action.

Many practitioners probably hold similar theories, and as we begin to
discuss them professionally, theories may develop that will be useful to the
field as a whole. Further, we may enhance the feeling of belonging to a
community of education.

Generic Theories of Action

A difficulty some cite with developing generic theories about education
is that contexts vary so greatly: people differ from one setting to the next,
requirements for graduation vary, curriculum may be different, as may other
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matters, The dilemma is, how can we generalize about different phenomena?
Others argue that fundamental commonalities exist, and hence we can gen-
eralize about those matters. Like personal theories of action, generic theories
can also guide and illuminate practice by pointing to alternatives. For example,
Eisner and Val lance describe five competing orientations to what could be
taught and learned.° Tyler (1949) describes a technical, rational way to plan a
curriculum; and Reid describes a deliberate approach.° Assumptions under-
lying the orientations and their Justifications as described and exemplified in
Eisner and Val lance's book are in conflict, as are the conflicts between Tyler's
and Reid's assumptions underlying curriculum planning. Practitioners who
read such literature can mull over the literature and compare it to their
practice. However, if generic theories are to be useful in illuminating or
calling into question our personal theories of action, they must be readable
and few generic theories are.

Similarly, personal theories can influence academics' attempts at devel-
oping generic theory. Now, this may be rather idealistic, for in truth, few
academics observe, do research, or talk with practitioners sufficiently to under-
stand their personal theories. Since many facets of the action theory are
probably tacitnot held at a level of conscious awarenessthis would be a
time-consuming endeavor. Further, few teachers see it within their role to
publish research about their own practice or their.personal theories. Lacking
such communication, it is not difficult to understand why the gap between
theory and practice has widened. Rather than working to inform one another's
views, we work apart. This is unfortunate, and it is difficult to see how
curriculum can solve its problems without open communication between
practitioners and academics.

A Call For Action

I believe we could take several courses of action to narrow the gap
between theory and practice. Clearly it is time for us to act responsibly to
shape the field of curriculum, for academics and practitioners can offer one
another a great deal in facing the problems that confront usproblems of
what to teach; how to organize it; how to engender continuity, integration,
and coherence in the curriculum; how to discern what is being learned in
classrooms; how to write materials that people can and will use; how to
develop theories that are appropriate and significant in facilitating our under-
standing of curriculum matters. One problem with this view is that practition-
ers and academics may have little influence over the curriculum destiny; it
may rest in the hands of state departments of education, textbook publishers,
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and special-interest groupsall the more reason for academics and practi-
tioners to join forces.

What sorts of activities could we engage in to open communication? For
one, practitioners and academics could work collaboratively on jointly defined
problems. This work would be helpful to practitioners by creating a situation
that would support their own elaboration and understanding of their theories
of action. Collaboration would also increase their sense of professionalism,
of belonging to the enterprise of curriculum work. And it would facilitate
learning research skills which could be useful in other situations as well, for
example, documenting what students are learning, the difficulties students
encounter with a particular subject, and so forth. Academics would benefit
from the experience by understanding more fully the nature of practice and
the sorts of problems teachers and administrators face, as well as what they
consider important and influential. As a result, we could develop grounded,
practical theories to help us understand such matters as the context of teaching,
its problematic and tentative nature, and the mix of values and ideas about
what is important to include in the curriculum.8

This implies discarding our beliefs that the Other Side (if we're academ-
icspractitioners; if we're practitionersacademics) cannot be trusted or is
ineffective. It further implies that we must treat one another as equals
experts in different matters. It also implies that practitioners must learn
research skills, and that we must believe in the power of individuals to improve
education rather than relying heavily on top-down, bureaucratic notions of
effectiveness. Such notions strip away dispositions necessary to developing a
profession of education. Professional responsibility and control are removed
when someone remote from the classroom issues a mandate, a "teacher-
proof ' set of curriculum materials or examinations. There is no need to reflect,
only to follow a set of instructions, more like a technician (such as a plumber
or telephone repairer) than a professional.

Finally, we need to develop feelings of genuine responsibility to one
another to provide and to ask for information, guidance, criticism, and other
forms of assistance to improve the nature of schools, the curriculum of schools
and colleges, and the writing about them. We must develop a concerted,
collaborative effort in this enterprise if we are to succeed.

Another potentially fruitful course of action would be the development
of local groups to deliberate about site-specific curriculum matters. The groups
could draw from several school systems and colleges, and work as a task force
to resolve a school-related problem common to several sites, such as a need
for curriculum development. In these times of scarce financial resources, and
when many recent reports have implications for curriculum reform, it may
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be prudent to share the resources and responsibilities necessary to such work.
Through listening to others articulate their views, individuals within thegroup
may reach a common understanding and appreciation. Clearly, if we are to
progress, teachers, administrators, and academics must learn to work colle-
gially to resolve dilemmas and to carry out research that has a potential for
being useful.

Finally, with the surfacing of so many reportsat times conflictingit
seems appropriate for us to reassess matters, to take actions aimed at improv-
ing schools. Because various people have different expertise and perspectives,
and because the difficulties we face are complex and rarely have clearor easy
solutions, collaboration is likely to be a fruitful course of action,
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Chapter 4.
Psychological
Theory and
Curricular
Thinking
BERNICE J. WOLFSON

In the study of psychological theory, we hope to find valuable guidelines to
enhance our thinking and, ultimately, the way we design curriculums. I do
not think, however, that psychological theory directly influences curricular
thinking. Rather, psychological theory, both tacit and explicit, indirectly inter-
acts with our curricular thinking and curriculum practice.

In using the word "theory," I select the meaning that is most compatible
with my perspective, one suggested by theoretical physicist David I3ohm:

... a theory is primarily a form of insight, i.e. a way of looking at the world, and
not a form of knowledge of how the world is all theories are insights, which
are neither true nor false but, rather, clear in certain domains, and unclear when
extended beyond these domains. ... When we look at the world through our
theoretical insights, the factual knowledge that we obtain will evidently be
shaped and formed by our theories.'

Thus our psychological theories are the "tinted glasses," part of the
personal perspective through which we create and explain our world, includ-
ing such concepts as teaching and learning, human behavior, and thinking. In
this sense every person selects and constructs psychological theory from his
or her educational and other experiences in the world. We are continuously
(whether unconsciously or consciously) testing our insights in action and

Bernice J. Wolfton is Professor of Education, University of Alabama at Bir-
mingham.
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testing our action for congruence with our insights. For example, teachers
often say, based on behaviorist insights, that reward promotes learning Their
tinted gl3SSes help them see this happen in their classrooms. Thus theory
supports our way of perceiving and acting in the world. We may choose to
test our insights by empirical studies, by reasoning, or by reflecting on our
experience. We will modify our theories as we are open to new experiences.
Our theories and experiences are interactive; each colors the otherwith the
possibility of creating new perspectives and actions.

What psychological theory does not provide, however, is knowledge and
principles that on be applied to and, therefore, directly influence curriculum
thinking and teaching.

In 1892 William James made a similar point (though with a diffetent
reason):

I say moreover that you make a great, a very great mistake, if you think that
psychology, being a science of the mind's laws, is something from which you
on deduce definite programmes and schemes and methods of instruction for
immediate schoolroom use, Psychology is a science, and teaching is an art; and
sciences never generate arts directly out of themselves. An intermediary inven-
tive mind must make the application, by using its originality ... the teaching
mustagree with psychology, but must not necessarily be the only kind of teaching
that would agree; for many diverse methods of teaching may equally well agree
with psychological laws.2

However, we have no general agreement aboutpsychological laws. There
are many diverse psychological theories. It should follow that different ways
of thinking about psychology may be congruent with different ways of thinking
about curriculum,

Today, curriculum designs and decisions are made by state legislators
and state boards of education, by consultants and editors for textbook com-
panies and local school systems, and by classroom teachers and college
professors. People who make these decisions ask a variety of questions: What
should go on in schools with children of various ages? What sequences of
content are desirable? How shall we "package" resources? How shall we
organize teaching and learning? No doubt they also think about the learning
process and instructional procedures, theories of child development, societal
demands, and so forth. What each of these people accepts, both explicitly and
tacitly, about the nature of learning (psychological insights) and what should
be learned (philosophical and sociological insights) necessarily helps shape
how each thinks about and plans curriculum.

To uncover the relationship between psychological theory and curricular
thinking, I will first describe briefly three prominent theoretical orientations
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in psychology and give examples of curricular thinking consistent with these
orientations. Each orientation may be seen as a different set of colored glasses;
the questions the psychologists ask, the concepts they create, and the facts
they Identify are constrained by their insights. Their theories are not to be
judged as correct or incorrect, but as helpful or unhelpful in answering the
questions we ask The reader should keep in mind that psychologists of
different odentations have pursued different purposes, focused on different
aspects of human activity, and developed different concepts as part of their
theories.

The three psychological orientations that I shall discuss are behavioial,
developmental (cognitive), and phenomenological. These are not discrete
categories, and within each orientation there are numerous viewpoints. There-
fore my descriptions should be seen as loosely representing each orientation.

Behavioral Psychology

Behavioral psychologists developed concepts such as associationism, con-
nectionism, classical conditioning, and instrumental conditioning to explain
how the environment can be planned to produce desired behavior. Psychol-
ogists in this category include, among others, RM. Gagne, D.O. Hebb, and
B.F. Skinner.3

Insights from behavioral psychology which are often reflected in the
work of curriculum planners include:

1. Reward, or immediate feedback, is necessary for learning to occur.
2. Learning proceeds by building from simple behaviors to more com-

plex combinations of behavior.
3. Learning tasks should be presented in an ordered sequence.
4. Skills are hierarchical.
5. Desired performance should be specified in advance.
6. Repetition and practice are important to produce learning.'
A behavioristic perspective is congruent with curriculum planning which

emphasizes specifying behavioral objectives for the learner and providing
content in small, simple units which must be learned as a basis for learning
larger or more complicated units.5

Behaviorism has been criticized as inadequate to account for both com-
plex human behavior and thinking, and the social and emotional aspects of
human beings.' Nevertheless, many behavioristic concepts such as the use of
rewards and the need for practice are part of our culture.
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Developmental Psychology

Current Thought on Curriculum

Psychologists have also studied how human beings develop. Some psy-
chologists, such as Gesell.' and Bayley,8 have been concerned with describing
normal patterns of growth. Cognitive psychologists, such as Piaget, Bruner,
Luria, and Vygotsky9 were interested in the development of children's thinking
and the relationship between thinking and language. Psycholinguists such as
Smith and Gocdmanl° can also be considered to have a cognitive orientation,
having studied the nature and development of language and of the reading
process.

Developmental concepts from the psychoanalytic theories of Freud and
Erikson," such as ego, stages of development, and unconscious motivation,
have become part of our language and our culture. Students of early childhood
education in particular have paid attention to psychoanalytic insights. Other
developmental psychologists have focused on specific stages of development
such as infancy and adolescence. Thus it hardly seems surprising to find the
concepts of maturation and developmental stages frequently noted in curric-
ulum designs.

Developmental cognitive psychologists have studied the development
and function of the mind. Their theories have been variously described by
the terms Gestalt/field theory, developmental ism, structuralism, and construe-
tivism. Essentially, these psychologists study how the mind functions as inferred
from verbal or motoric responses, perception of the environment, problem
solving, and development of language and thinking. Their theories are of
interest to curriculum developers concerned with how we should support
the development of infants and young children.

Some common insights congruent with various cognitive theories, which
may be familiar to curricular thinkers, include:

1. Children are active, purposive agents in their own learning and devel-
opment.

2. Children develop cognitive structures (processes, schemata, net-
works) as a result of interaction of self and environment.

3. Structural development is related to age and cultural contexts.'2
4. Education should be aimed at providing opportunities to develop new

understandings and insights.'3
5. Acting transforms thinking and thinking transforms action.
6. The interests of children are important in the learning process.
Cognitive psychological perspectives are consonant with curriculum

planning which takes into account the developmental level and interests of
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the child and which seeks to provide for active involvement of chikken in
school learning.

A limitation of cognitive theory is that it, too, is not helpful when we try
to understand how emotional and social aspccts of human development and
learning relate to cognitive development.

Phenomenological Psychology

Phenomenological psychologists focus on discovery of the individual's
unique perceptions, awareness, choices, and holistic development, as a person
in the world, a point of view similar to that of humanistic and existential
psychologists. These psychologists construe human beings as active, purpo-
sive, feeling, thinldng persons, moving toward klf-actualization, transforming
their environment and, at the same time, being transformed by it."

Some phenomenological insights which may be accepted by curricular
thinkers include:

1. Each studenes unique perspective is significant for learning.
2. Knowledge is personally constructed, but socially shared,
3. Any system of knowledge is a way of interpreting the world.
4. An individual makes decisions on the basis of his or her perceptions.
5. No matter how the curriculum is designed, learners create their own

meanings.
6. Individuals develop self-concepts, that is, one's perception of self

emerges in interaction with other people in a cultural context.
7. Students' self-concept is an important factor in their ability to learn.
8. Students and teachers pursue self-actualization in social contexts.
A phenomenological perspective is most likely to be expressed in process

terms; communicating and creating personal meaning are considered para-
mount. Sharing personal perspectives serves to increase awareness of other
people's perspectives and of the multiplicity of viewpoints in the world.
Persons are viewed as active in constructing their world and in making choices.
Curriculum emerges from personal interests and biographical experiences in
interaction with the cultural setting. Curriculum is seen to be a matter of
possibilities."

A limitation of this perspective, as seen by psychologists of other persua-
sions, is that it is not scientific in that its propositions are not supported by a
series of rigorous empirical studies.16
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How Do Psychological Insights Enter the Curriculum?

We all have psychological beliefs. Explicitly or implicitly all educators
have assumptions about what people are like and how they develop. We also
have assumptions about how learning occurs and why people are motivated
to learn.

Since most undergraduate and graduate programs in teacher education
haN, for at least the last 40 years, included some study of psychology, it is
likely that most teachers and curriculum workers participated in discussions
of psychological concepts. In such classes, educators encounter a varied range
of concepts depending on the course focus, the textbook used, and the
knowledge and experience of the instructor. In addition, what is learned is
related to the students' previous knowledge and experience.

What has this exposure to psychology meant to teachers and curriculum
workers? Explicitly, perhaps not very much. Education students often question
the usefulness of such courses, but this does not preclude their incorporating
new ideas into their framework of thought. When we study and agree with
some particular psychological theory, in the yery process of accepting and
integrating those values and modifying our programs or practices, we neces-
sarily interpret and modify that theory as a result of our unique history,
experiences, and understandings. We construct our own perspective. This
perspective will enter into our choices as we carry out the task of curriculum
making.

As formal curriculum decisions are madefor example, a curriculum
guide for a school system, a textbook for a course, or a new approach to
teaching mathsome attention is usually given to certain psychological con-
cepts. Most likely the developmental level of the students and beliefs about
the nature of human learning and motivatic,1 will be considered. When we
think about designing curriculum, it does make a difference whether we
assume that people learn because they are rewarded or because it is a natural
part of life. It does make a difference whether we assume that what people
think and feel are essential aspects of learning, or that the "right" responses
are our only concern.

It is: wrception that the most conimonly held insights in our schools
today are ft-lose of behavioristic psychology. This perspective is especially
noticeable in special education curricular thinking. There is, however, a grow-
ing emphasis on cognitive studies. Some educators have attenipted to plan
and implement programs consistent with the theories of Piaget'7 and Bruner.'8
There are also humanistic cr phenomenological thinkers who reject behav-
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ioristic assumptions and the curriculum practices related to those assump-
tions.'9

The Interaction petween Psychological Theory and
Curricular Thinking

Curricular thinking occurs in many different settings, is initiated in a
variety of ways, and involves many different types of participants. I shall discuss
how Jerome Bruner, a cognitive psychologist, and Carl Rogers, a humanistic
or phenomenological psychologist, have involved themselves in curricular
thinking and implementation. Their work in education illustrates that psycho-
logical insights are not the only insights that enter into their curricular think-
ing, and that these insights were not directly applied. I shall also describe how
psycholinguistic theory, as used by Frank Smith and Kenneth Goodman, enters
into curricular thinking and practice.

A Cognitive Curriculum

Bruner describes himself as a "wandering intellectual."20 Experimenta-
tion, teaching, and writing are his way of life. He defines himself as a "ration-
alist, structuralist and intuitionist."4

In studying the development of humankind, Bruner concluded that "man
could not have made that voyage without the aid of the ready-made tools of
a culture and its language, that mental growth comes as much from the outside
in as from the inside out."22

To Bruner, the object of education is to "penetrate a subject, not to cover
it. You do this by 'spiraling' into it: a first pass to get the intuitive sense of it,
later passes over the same &Alain go into it more deeply and more fully."23

Bruner's curriculum experiences centered around the development and
testing of a social studies curriculum, Man: A Course of Study (1965), designed
for 4th to 6th graders. His colleagues in this enterprise included "anthropol-
ogists, zoologists, linguists, theoretical engineers, artists, designers, camera
crews, teachers, children and psychologists."24

The content of this course is the nature of man and "the forces that shape
his humanity."Z5 The three questions that recur throughout the course are:
"What is human about human beings? How did they get that way? How can
they be made more so?"16 Bniner wrote:

We had high aspirations. We hoped to achieve five goals:
1. To give our pupils respect for and confidence in the powers of their
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2. To give them respect, moreover, for the powers of thought concerning
the human condition, man's plight, and his social life.

3. To provide them with a set of workable models that make it simpler to
analyze the nature of the social world in which they live and the condition in
which man finds himself.

4. To impart a sense of respect for the capacities and plight of man as a
species, for his origins, for his potential, for his humanity.

5. To leave the student with a sense of the unfinished business of man's
evolution.27

These goals are different from those that would have been written by a
behaviorist. Bruner's goals are cognitive and attitudinal; a behaviorist would
specify performance objectives. A phenomenologist most likely would not
start out with specific goals. Bruner's goals, in fact, don't seem to be explicitly
related to his psychological theories, nor need they be. What is implicit are
his psychological insights about the nature of human beings. Many of these
goals also reflect the personal values of Bruner and the other participants
who planned with him. But since this course was developed with a large
group of consultants, it would be impossible for an outsider to know how
these goals were selected. What is important to recognize is that psychological
insights did not entirely nor directly define the goals of Man: A Course of
Study.

Most educators are familiar to some extent with this course, the excite-
ment it engendered in partidpants, and its subsequent rejection by most
public schoolsdue in part to political opposition by groups who considered
the discussion of certain ideas inappropriate in the schools. This rejection
illustrates how out-of-school factors limit the psychological and curricular
ideas allowed in schools. Bruner wrote:

The paramount virtue of the course, as one teacher put it to me, was that it
posed problems in such a way that teacher and student both knew thot they
were together at the frontier of their thinking, brooding about the nature of
man. If I did not know at the start, I certainly know now that you cannot address
that question in school without plunging into the central political issue of
education's'.

While Bruner's insights about cognitive development29 may be familiar
to curriculum workers, those workers rarely follow his approach to curricu-
lum development and implementation: In the final analysis, developing cur-
riculum a aki Bruner would radically change what goes on in most schools.
Students would be more actively engaged; reflection, discussion, and inquiry
would be frequent; and curriculum plans and materials would be developed
by groups representing various experts and constituencies. While the main
purpose of a Bruner curriculum would be the development of the mind, he
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would also include the arts, which he believes give meaning to the human
predicament. Curriculums such as Bruner's would require a major commit-
ment of time educators' production of materials for students and teachers,
and additional education for teachers. Bruner believes that today's schools do
not engage the active thinking of children and thus contribute to the problem
of education, not the solution.

A Humanistic Curriculum

Carl Rogers, a humanistic psychologist, came to education by way of
counseling. His approach to education is person-centered. His view is that:

... in a genuinely human climate, which the teacher can initiate, a young person
can find him or herself respected, can make responsible chokes, can experience
the excitement of learning, can lay the basis for living as an effective concerned
citizen, well informed, competent in knowledge and skills, confident in facing
the future."

In his book, Freedom To Learn for the 80's, Rogers reports the work of
a number of teachers at all levels of education who have been moved to
change the way they work with students as a result of reading his work or
participating in his workshops. He also reports research in the United States
and Germany which tests the effectiveness of his conception of teaching for
the development of human potential.

In describing the goals of education in his book, gogers states:

It aims toward a climate of trust in the classroom in which curiosity and the
natural desire to learn can be nourished and enhanced ... a participatory mode
of decision-making in all aspects of learning in which students, teachers, and
administrators each have a part ... helping students to prize themselves, to build
their confidence and self-esteem ... uncovering the excitement in intellectual
and emotional discovery, which leads students to become life-long learners ...
helping teachers to grow as persons, finding rich satisfaction in their interaction
with learners.Even more deeply, it aims toward an awareness that, for all of
us, the good life is within, not something which is dependent on outside
sources.3'

While Bruner's curricular goals reflect a desire to develop students'
thinking (a focus of some of his psychological work) and attitudes in relation
to specific content, Rogers' goals are broadly stated to include the total context
of the student-teacher-environment and the self-actualization of persons in
the educational setting. Rogers regards mental development as inseparable
from other aspects of human development. He emphasizes that "significant
learning combines the logical and the intuitive, the intellect and the feelings,
the concept and the experience, the idea and the meaning."32
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Rogers believes that the "... primary task of the teacher is to permit the
student to learn, to feed his or her own curiosity. Merely to absorb facts is
only of slight value in the present, and usually of less value in the future.
Learning how to learn is the element that is always of value, now and in the
future. Thus the teacher's task is delicate, demanding and a truly exalted
calling."33 From his point of view teaching changes to the "facilitation of
learning," and Rogers explores how a facilitator enables students to learn or
become, a concept closely tied to his insights about human beings.

The essential qualities of a facilitator include genuineness, prizing, and
empathy. Rogers discusses the meaning of these qualities and how a teacher
might become a more humanistic, student-centered facilitator. There are no
blueprints, since each facilitator is unique, as are the context and the students
in the class. In fact, the students and the facilitator are the ultimate curriculum
makers.

In looking at the classroom, and how curriculum decisions are made
there, Rogers differentiates between the role of a facilitator and that of a
traditional teacher: ". . the good traditional teacher asks her or himself ques-
tions of this sort: 'What do I think would be good for a student to learn at this
particular age and level of competence? How can I plan a proper curriculum
for this student? How can I inculcate motivation to learn this curriculum? How
can I instruct in such a way that he or she will gain the knowledge that should
be gained? How can I best set an examination to see whether this knowledge
has actually been taken in?'"34 While these questions may not be asked by
every good traditional teacher, they show that teachers typically expect to
make curriculum and practical decisions for their students, based on prior
curriculum decisions, judgments about what should be learned, and their
own beliefs about children and learning.

By contrast, Rogers' facilitator is first asking questions of the students:
"What do you want to learn? What things puzzle you? 'What problems do you
wish you could solve?" Guided by the students' ,answers, the facilitator asks
him- or herself:

"Now how.can I help him or her find the resourcesthe people, the experience,
the learning facilities, the books, the knowledge in myselfthat will help them
learn in ways that will provide answers to the things that concern them, the
things they are eager to learn?" Also "How can I help them evaluate their own
progress and set future learning goals based on this selfevaluation?"35

Developing curriculum e) /a Rogers would entail a large measure of
decision making by students--freedom with responsibility. Although the gen-
eral area of a course, and some requirements aS well, may be defined by the
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facilitator or the curriculum guide, the curriculum which emerges will be the
result of interaction between teacher, students, and selected content. It is
likely to have more variety than usually occurs when final curriculum decisions
are made by the program or the teacher. The students would be active in
searching, planning, and discussing, and also in the creation of appropriate
products.

Although the psychological insights of Rogers and Bruner differthey
ask different questions, focus on different domains, and approach curriculum
thinking differentlyboth Bruner and Rogers are concerned about the need
for educating thoughtful, self-directed, responsible, and compassionate stu-
dents so that the problems of the world may be solved better by the next
generation. Either apprcx-.ch to curriculum planning, if widely used, would
revolutionize our schools and possibly our society. However, introduction of
their programs has aroused conservative opposition and political attacks by
supPorters of the status quo."

A Psycho linguistic Foundation

Many other curriculum programs have been designed for the teaching
of various school subjects, such as math, science, reading, and, now, computer
literacy. These programs are initiated by textbook companies, subject matter
specialists and educators with government grants, or by independent educa-
tional organizations. A variety of consultants are usually involved in this cur-
riculum making. Frequently, some psychological concepts or theories are
stated as part of the rationale for the design. For example, the writers of the
Science Curriculum Improvement Study (SCIS) Grades K-6 (1970), developed
at the University of California, Berkeley, discussed Piaget's work as the psy-
chological foundation of their curriculum design.37

In another curriculum area, the teaching of reading, psycholinguistic
theorists such as Frank Smith and Kenneth Goodman have developed new
insights about the reading process which are significant for curricular thinking.
Their conclusions, combined with those of other researchers who closely
observed children engaged in reading, such as Y. Goodman, Clark, and Clay,"
have led to a new conception of the reading process. Consequently, some
curriculum workers and teachers have reexamined their insights about read-
ing and bow they can best help children to become readers.

This new research suggests that reading is a single (holistic) process. The
act of reading is focused on meaning and involves predicting and verifying
the text using, simultaneously and interdependently, three cuing systems:
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semantics (including knowledge of the world as well as meaning in the text),
syntax, and the graphophonic system."

We now have to ask what sort of curriculum planning and implementation
would be congruent with this conception of the reading process. Smith wrote
that "reading cannot be formally taught, that children learn to read only by
reading, but that provided children have adequate opportunity to explore and
test their hypotheses in a world of meaningful print, they can and do succeed
in learning to read."4° Smith went on to point out that the teacher has a critical
role in helping children learn to read and that teachers who understand the
reading process and have a sensitive awareness of the feelings, interests, and
abilities of their students are best equipped to assist children as they progress
in reading. He emphasized, however, that "learning to read can be perceived
as making sense of more and more kinds of language in more contexts,
fundamentally a matter of experience."4'

This psycholinguistic perspective (which is also congruent with many
cognitive and phenomenological insights) is consistent with a curriculum plan
that makes use of the language experience approach to early reading (that is,
using children's own language for beginning reading) and that provides many
opportunities for children to use oral and written language in meaningful
contexts. Children areviewed as active in making sense of the reading process.
They learn the alphabet and sound mbol relationships as they read. This
perspective rejects separate skill activities and fragmentation of the reading
process as meaningless to the child and not helpful in becoming a reader.

However, the concept of reading which predOminates in today's schools
is consistent with behavioristic psychology and assumes a process of learning
to read by recognizing sound-symbol relationships (phonics), putting sounds
together to make words and words together to make sentences. Meaning, or
comprehension, is the end product desired. From this framework curriculum
workers have designed programs in which children are taught the alphabet,
the sounds of letters, simple words, and then simplified text (Run, Spot, run.)
followed by more complex words, paragraphs, and longer texts. Children are
taught "word recognition skills" such as sounding out letters and blending
the sounds into words, structural analysis, comprehension skills, and study
skills. Usually a continuum of skills is designed for kindergarten through 6th
grade.

This predominant interpretation of the reading process, as recommended
in reading textbooks, is congruent with the following behavioristic insights:
There is a best sequence for learning; children should be rewarded for correct
answers; teacher- or textbook-planned activities should be built according to
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the best sequence; time must be spent practicing the skills and, of course,
evaluating whether or not children have learned them.

I believe it makes a difference which psychological insights we hold
about the reading process (or about doing math or science) and about how
people learn. Such insights will become part of our thinking about how to
help children learn in school. The current emphasis on testing puts constraints
on curriculum decisions that are particularly obvious in the reading curricu-
lum. Since tests are usually based o skills approach (congruent with behav-
ioristic insights), it is difficult for teachers to emphasize a whole-language
approach which is congruent with psycholinguistic iv;ights. Also, most text-
books and their accompanying workbooks assume the necessity of learning
a sequence of isolated skills.

In practice, however, teachers tend to be eclectic, having selectively
integrated various philosophical, psychological, and practical beliefs (some
of which may appear to be incompatible) into their individual perspectives.
Thus, in carrying out their reading programs, some teachers incorporate
children's literature, a language-experience approach, recreational reading
and other language-arts experiences. Many textbooks also recommend a wide
range of activities in addition to skills activities. There is, nevertheless, a basic
contradiction between the two main explanations of the reading process.
Fortunately, most children succeed in constructing the reading process them-
selves.

These various examples illustrate that curricular thinking usually includes
explicit or implicit psychological insights. These insights interact (along with
other insights and values) in some indeterminate fashion with the processes
of curricular thinking and planning.

Insights for the Future

Society is continually changing. As Luria has demonstrated, marked social
change is accompanied by changes in the structure of mental processes. His
research led him to conclude: "sociohistoric shifts not only introduce new
content into the mental world of human beings; they also create new forms
of activity and new structures of cognitive functioning. They advance human
consciousness to new levels.""

New events and trends in society will greatly change our world" and
affect how we think and feel. Over time, from these events and our own
changes, new insights about human beings will emerge and will enter into
the thinking of curriculum makers. I shall mention just three areas of change
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that are especially significant for psychological insights and currkular thinking
now and in the future.

1. The development of computers. It will affect our lives in basic ways. It
is not clear how television has changed us and our view of the world; but no
one doubts that it has. Growing up with computers will surely modify, or even
radically change, the way human beings experience the world.'" Our insights
into development and learning will also inevitably change.

While our understanding of these changes is probably a long way off, as
we think about curriculum we need to be alert to what this new event in our
world may mean. If learning is seen as acquiring information, how should we
use computers in schools? However, if learning is seen as a matter of sharing
and negotiating meaning, what educational purposes can computers serve?
What changes will we see in the social development of young children avidly
using computers? Can we determine the desirable uses of computers in
schools?" Are we using computers as electronic workbook pages? Will schools
become overcommitted to technological thinking? Who is studying these
questions from a psychological and sociological perspective?

2. The women's movement. Psychologists, mostly female, have begun to
rethink the insights of psychology about child development and human char-
acteristics." Can we change our perceptions of human nature to include
women equally with men? Can we integrate the history of women into the
history men have developed, where women are invisible? Both the American
Psychological Association and the American Educational Research Association
have sizable groups concerned with such issues, aS well as issues of equity in
curriculum plans and in work opportunities. Will their new insights become
part of the curriculum thinker's perspective?47

3. The brain and the mind. There are many new insights about how the
brain works, growing out of physiological and neurological research and the
work of cognitive psychologists and psycholinguists. At the same time there
are many questions still to be answered. What do we mean by mind? How
does that concept relate to the brain?" As studies continue, new insights will
have significance for curricular thinking. (There will be, unfortunately, many
misinterpretations of the meaning of these insights, for example, the inter-
pretation of what left brain-right brain differences mean for school curricu-
lum.")

Our thinking about curriculum will coistantly be challenged by new
ideas, experiences, and political change. Psychology will provide only a small
part of the insights each of us will use as we carry out our curricular thinking.
When we negotiate curriculum decisions we can share our perspectives and
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expand our awarenesseven transform our viewpointsand, thus, our think-
ing about curriculum.

Personal Experiences

When I was asked to write this chapter, it seemed so right. I had thought
and taught about these matters for about 25 years. I had also taught high
school and elementary school. Here seemed to be a great opportunity to
synthesize my knowledge and experience. 13ut now that I have completed
most of the chapter, I must admit I am dissatisfied. As Polanyi has pointed out
". .. nothing that is said, written or printed, can ever mean anything in itself:
for it is only a person who utters somethingor who listens to it or reads,
itwho can mean something by it . ..."5° Thus, I want to describe some of
my own experiences that brought me to my present perceptions in order to
illustrate how one person everienced the interaction between psychological
insights, curricular thinking, and practice.

Socialized to be a 'good student," I tried to satisfy the teacher, although
often I couldn't figure out what answer she wanted. Throughout elementary
school and high school I assumed that knowledge was "out there," unchange-
able, and that it was my job to ingest it. A few teachers stand out in my memory
as apparently interested in students and interesting to me.

A large amount of my out-of-school time was spent reading. I was curious
about how other people lived, what they thought about, and how they felt.
Books were an endless and continuous source of vicarious experience and
real meaning.

At college I was amazed at how much more there was to learn than I had
dreamed ofi anthropology, philosophy, psychology, and much more. Although
the content of learning was mostly what had been written by others, what I
would call developed knowledge, I became aware that I was trying to connect
these meanings with what I already knew and also to reflect on what it all
meant to me. In completing my BA degree I took my first educational
psychology course and was certified to teach English and social studies in
high school.

When I started to teach at a vocational high school, I was confronted with
questions I had not faced before: flow could I communicate meaningfully
with my students? What knowledge might have meaning to them? How could
I maintain a reasonably orderly classroom? There was a lot about how boys
act in groups that I didn't understand. How could I obtain cooperation? My
main concern was to plan lessons that might touch the lives of the boys in my
classes. I probably succeeded in reaching fewer than half the boys some of

t.nrz.
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the time. I experimented with many approaches. I survived. And I learned
more about myself, the students, and schools. Perhaps what was most inter-
esting and significant was the experience itself: meeting 35 boys each period,
most of whom were bigger than I; boys of varied ethnic and social backgrounds
whose life experiences were very different from mine. I was trying to involve
them in tnaterial such as Mark Twain, American history, and current events.

My next educational experience was teaching modern dance in college.
In three years I turned my approach upside down. From directing all the class
activity, I changed to presenting problems for students to work out singly or
in small groups. Students, I found, could work best from their individual
natural movement, style, and tempo to extend their movement range and
performance.

Then, in teaching elementary school I struggled with some of the same
questions I had when teaching high school, but in a new context. I reexperi-
enced some of the same insights, as well as new ones. It took me a while to
understand the children in my classes, in spite of child-development courses.
It took me three years to learn that I could be myself in the classroom, rather
than acting the way I thought a teacher was expected to act. At the same time
I was doing graduate work in educational psychology. This work did not seem
very helpful in the classroom until I read Snygg and Combs.5'

Again, when I taught educational psychology arid elementary school
curriculum in college, I relearned some of the same lessons. I moved from
lecturing, giving assignments, and asking questions to seeking active involve-
ment and thinking by students; encouraging students to express their ideas
and to hear the ideas of others; and suggesting activities and problems for
students to work out individually and in small groups. I became certain that
transmitting developed knowledge is not enough. What is most important is
thinking about knowledge and experience and constructing personal mean-
ing. Indeed this process, it seems to me, is what all humans necessarily do;
and our feelings and emotions are an integral part of the process.

So, at this point I have left behind the concept of behavioral objectives,
the idea that all students should gain the same knowledge and meanings from
educational experiences, and the idea that behavioral psychology can provide
meaningful insights for human beings. I have come to value the quality of life
in the classroom: interest, caring, questioning, sharing, humor, wonder, anci
love. I know that people create different meaning from the same experience.
I cannot generalize about learning as a separate concept but, rather, I observe
a person thinking, feeling, and acting in a particular context. I'm not even sure
that /earning is a useful concept.
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Whatever curriculum design and guidelines are created for teachers, I
believe that the real, live curriculum is how teachers and students together
respond to and make meaning from the world around them: what the teacher
and each student bring to the classroom to be examined, questioned, acted
on, reflected upon, and simply experienced. For every person in the class-
room, making the curriculum "is an individual creative process based on their
own perception of the world and their own willingness to risk in reaching
out as active learners. It is both their being-in-the-world and their becoming."52

How have my perceptions changed since 1976, when I wrote those words?
I am more aware of sociological interpretations of knowledge and language,
and I am more concerned about political pressures. But I still firmly believe
that all curriculum workers, and particularly teachers, should try to become
aware of their own attitudes and insights, which inescapably are part of their
curricular thinking, their decisions about content, and the quality of life in
classrooms. Some insights from psychology may be helpful to them; so will
insights from other areas such as philosophy and literature.

In Alice Walker's novel, The Color Purple, an old man is sitting on a porch
in a rural setting, talking to his former wife:

Anyhow, he say, you know how it is. You ast yourself one question, it lead to
fifteen. I started to wonder why us need love. Why us suffer. Why us black. Why
us men and women. Where do children really come from. It didn't take long to
realize I didn't hardly know nothing. And that if you ast yourself why you black
or a man or a woman or a bush it don't mean nothing if you don't ast why you
here, period.
So what you think? I ast.
I think us here to wonder, myself. To wonder..To ast. And that in wondering
bout the big things and asting bout the big things, you learn about the little
ones, almost by accident. But you never know nothing more about the big things
than you start with. The more I wonder, he say, the more I love.53

Can such insights enter into the thinking of curriculum makers? I believe
they can. Schools can be places where we wonder and love, or at least care,
as we go about asking questions, thinking, interacting with each other, and
attempting to understand our being-in-the-world. We can do this in spite of
the fact that the politics of today are hostile to such curricular practices as
discussing alternative viewpoints and to such goals as encouraging the won-
dering and the autonomy of children.

What guides us in our curricular thinking is the world view we have
constructed; an integration of our personal histories, our psychological insights,
our values, our joint purposes, our social context, and the children with whom
we live in the classroom. In order to improve our work we must pause to
read, to talk, to reflect on our actions, to expand our awareness, and to

80



70 Current Thought on Curriculum

reexamine our assumptions. The reader may already be engaged in such
continuous reflection. The psychological insights that are embedded in each
person's world view should also be challenged in action and dialogue.

It is, I believe, in the sharing of our thinking and the challenging of our
beliefs and actions that we expand and reshape our curricular thinking, and
our curricular thinking reshapes our actions.
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Chapter 5.
Making Knowledge
Legitimate:
Power, Profit, and
The Textbook
MICHAEL W. APPLE

Whase culture is it that gets into schools? Yours? Mine? The culture of elite
and powerful geoups? Or is it more complicated than that? What powers
determine what gets taught in the classroom or lecture hall? Who makes such
important decisions? These are difficult questions, to say the least. In order to
make some headway in answering them it will be nece3sary to lodk first not
inside the school, where most of us are more comfortable, but somewhere
else. We need to consider how culture is thought about politically and eco-
nomically.

It is possible to consider culture in two ways: (1) as a lived process, as
what could be called a whole wail of life, or (2) as a commodity) If culture is
considered as a lived process, we focus on it as the major social process
through which we live our daily lives. If we consider Culture a commodity,
we emphasize the products of culture, the commodities we produce and
consume. This distinction can, of course, Le maintained only on an analytic
level, since mok of the products of our culture, things like, lightbulbs, cars,
records, and, in the case of this essay, books, are really part of a larger social
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process. As a number of social theorists spent years trying to demonstrate,
every product is an expression of embodied human labor. Goods and services
are, in fact, relations among peoplerelations of unequal resources and
power often but human relations nevertheless. Turning on.a light when you
walk into a room is not only using an object but also being involved in an
anonymous social relationship with the miner who worked to dig the coal
burned to produce the electricity.

This dual process-product nature of culture poses a dilemma for educa-
tors who are interested in understanding the dynamics of popular and elite
culture in our society. It complkates studying the dominant cultural products
inside and outside of the schoolfilnr, books, television programs; music
for there are sets of relations behind each of these "things." And these relations
are, in turn, situated within the larger web of the social and Market relations
of our economy.

. Although it is necessary to avoid the trap of oversimplifying and seeing
everything as determined solely by money and power, it is essential that we
look more cloSely at this political economy of culture in order to understand
how things come to be taught in school. How do the dynamics of class, gender,
and race "determine" cultural production? How is the organization and dis-
tribution of culture "mediated" by economic and social structures?' What is
the relationship between a cultural product, such as a film or a schoolbook,
and the social relations of its production, distribution, and consumption?3

Even though the overt aim of schools is cultural transmission, it only has
been in the last decade or so that the politics and economics of the culture
that actually is transmitted in schools has been taken up as a serious research
problem. It is almost as if Durkheim and Weber, to say nothing of Marx, had
never existed. In the area currently called the sociology of the curriculum,
however, a good deal of progress has been made in understanding whose
knowledge is taught in and produced for our schools4

While not the only questions with which we should be concerned, it is
clear that content and organization are major curriculum issues. What shOuld
be taught? In what way? Answering these is difficult. The first question not
only involves some very hard epistemological questionsfor example, what
should be granted the status of knowledge?but it is politically loaded as
well. To borrow the language of Pierre Bourdieu and Basil Bernstein, the .

"cultural capital" of dominant classes and groups has been considered the
most legitimate knowledge.3 Further, this knowledge, and one's "ability" to
deal with it, is one of the mechanisms in a complex process in which the
unequal class, gender, and race relations of our society are reproduced.
Therefore, the choice of particular content and ways of approaching it in
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schools is related both to existing power relations and to conflicts over alteringthese relations as well. Not to recognize this is to ignore a wealth of evidencein the United States, England, Australia, France, Sweden, Germany, and else-where that links school knowledgeboth commodified and livedto clas:,,gender, and race relationships outside as well as Inside schools.6
Simply recognizing the political nature of the curriculum does not solveall of our problems, however. The statement that school knowledge is con-nected to our political economy merely restates the issue. It does nor in itselfexplain how such connections operate. Though the ties that link curriculumsto the inequities and conflicts in our society are complicated, there is researchthat helps illuminate these connections..The most interesting, focuSing on theculture and commerce of publishing, examines how publishing operatesinternally, its social relations and composition, and its cultural and economiccontext. What do the social and econo.mic relations within the publishingindustry have to do with schools, with the politics of knowledge distributionin education? Perhaps this can be made clearer if we first consider the follow-ing question.

How is "legitimate" knowledge made available in schools? By and largeit is through something we have paid fa ,. too little attention to--the textbook.Whether we like it or not, the &urricv tura In most American schools is notdefined by courses of study or suggested programs, but by one particularartifact, the standardized, grade-level-specific text in mathematics, reading,social studies, science, and so on.
The impact of textbooks on the social relations of the oassroom is alsoimmense. It is estimated, for example, that 75 percent of the time that ele-mentary and secondary students are in classrooms and 90 percent of theirtime on homework isspent with ext materials? Yet, even given the ubiquitouscharacter of the textbook, it Is one of the things we know about least. Whilethe text dominates curriculums at the elementary, secondary, and even collegelevels, little critical attentior has been paid to the ideological, political, andeconomic sources of its production, distribution, and reception.8

The production of curricular materials such as texts is part of the largerprocess of the production of cultural commodities, such as books, in general.Yet of the approximately 40,000 books published each year in the UnitedStates, only a small portion are textbooks.9 Despite the variety of bookspublished, certain constants affect publishers.
We .can identify four major structural conditions that shape publishing inthe United States.
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(1) The industry sells its productslike any commo0y in a market, but a

market that, in contrast to that for many other products, is fickle and often

uncertain. (2) The industry is decentralized among a number of sectors whose

operations bear little resemblance to each other. (3) These operations are

characterized by a mixture of modern mass-production methods and craft-like

procedures. (4) The industry remains perilously poised between the require-

ments and restraints of conunerce and the responsibilities and obligations that

it must bear as a prime gusrdian of the symbolic culture of the nation. Although

the tensions between the claims of commerce and culture seem to us always to

have been with book publishing, they have become more acute and salient in

the last twenty years.'°

These conditions are not new phenomena by any means. From the time

printing began as an industry, books were pieces ofmerchandise. They were,

of course, often produced for scholarly or humanistic purposes, but before

anything else their prime function was to earn their producers a living. Book

production, hence, has historically rested on a foundation where from the

outset it was necessary to "find enough capital to start work and then to print

only those titles which would satisfy a clientele, and at a price which would

withstand competition." As in the marketing of other products, then, finance

and costing took an immensely important place in the decisions of publishers

and booksellers.'2
The idea of capital, if used cautiously, can help us to go a bit further here.

Drawing upon Pierre Bourdieu's work, we can make a distinction between

two types of "capital," symbolic and financial. This enables us to distinguish

among the many kinds of publishers to gauge what their strategies will be in

dealing with knowledge. In essence, these two kinds of capital are found in

different kinds of markets. Those firms that are more commercial, that are

oriented to rapid turnover, quick obsolescence, and to the minimization of

risks are following a strategy for the accumuLtion of financial capital. Such a

strategy has a short time perspective, one that focuses on the current interests

of a particular group nf readers. In contradistinction to those firms, companies

whose goal is the accumulation of symbolic capital have a longer time per-

spective. Immediate profit ic less important. Higher risks may be taken, and

experimental content and form find greater acceptance. Thesepublishers are

not uninterested hi the "logic of profitability," but long-term profit is more

important. One example is provided by Beckett's Waiting for Godot, which

sold only 10,000 copies in the first five years after it.- publication in 1952, yet

then went on to sell 60,000 copies as its rate of sales increased yt'.-arly by 20

percent.'3
This conceptual distinction based on varying kinds of capital does not

totally cover the differences in the kinds of books publishers publish, however.
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Coser, Kadushin, and Powell, for example, further classify publishers accord-
ing to the ways in which editors themselves carry out their work. In so doing,
they distinguish among trade publishers, text publishers, and the various
scholarly monograph or university presses. Each of these labels refers to more
than just editorial policy. Together, they speak to a whole array of differences
concerning the kind of technology that is employed by the press, the bureau-
cratic and organizational structures that coordinate and control the day-to-day
work of the company, and the risks and monetary and marketing policies of
each. Each also refers to important differences in relations with authors, in
time scheduling, and ultima.tely in what counts as "success." Thus it should
be clear that behind thc commoditythe bookindeed stands a whole set
of human relations. By integrating the analyses of internal decision-making
processes and eternal market relations within publishing, we should gain
insight into how particular aspects of popular and elite culture are presented
in published .form for sale to schools throughout the United States and else-
where.

Let us set the stage historically for our further discussion. From the period
just after the Civil War. to the first decade of the 20th century, fiction led in
the sheer quantity of titles that were published. We can see this if we take one
year as an example. In 1886 Publishers Weekly WIC the nearly 5,000 books
published that year and divided them into various categories. The ten with
the most volumes. were: fiction (1,080), law (469), juve,Iiie (45Fi), ''.erary
history and miscellaneous (388), theology (377), education and .auage
(275), poetry and drama (220), history (P182), medical science T"), r.,'d social
and political seience (174).'5 These data do not account for th(-: lacy ,nformal
political booklets and pamphlets that were published

The composition of the t-,.!adership, literacy rate', . the economic
conditions of publishing art., t,t2'. "t'asing all had an impact on what was
published. But it is simply .-ertain .ypes of books are published but
why they are published that --.1v.y.)::t.zitce. To understand this it is
necessary to take social fact, tg Mari,.c.: constraints, for example,
have often had a profound Impact on what gets published and even on what
authors write. Certain aspects .c.f fiction writing and publiohing offer an inter-
esting case in point. Wendy Griswold's analysis of the manner in which
different market positions occupied by various authors and publishers had an
impact documents this nicely.

In the 19th century, the topics favorc-d by European writers had a distinct
market advantage in the United States :lue to the oddities of our copyright
laws. As Griswold puts it:

8 8
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During most of the 19th century, American copyright laws protected citizens or
permanent residents of the United States but not foreign authors. The result was
that British and other foreign works could be rept inted and sold in the United
States without royalt;es being plid to their authors, while Americans did receive
royalty payments. Many interests in the United States benefited from this literary
piracy and lobbied to maintain the status quo. (Actually piracy is something of
a misnomer, for the practice was perfectly legal.) The nascent printing industry
was kept busy. Publishers made huge profits from reprinting foreign bctlIts,
Readers had available the best foreign literature at low prices; for example, in
1843 A ChrhIntas Carol sold for 6t in the United States and the equivalent of
$2.50 in England.16

Clearly, such a situation created problems for authors. American publish-
ers had little inducement to publish "original native works," since a copyright
had to be paid to their authors. American authors were largely left, then,
unable to earn their living as fiction writers.because they were excluded from
the market. This also had an impact on the very content of thc : writing. Since
they were discouraged from dealing with subjects alreac y treated in the
cheaper editions of European works, American authors ofte had to stake out
a different terrain, areas thatwere unusual but would still have enough market
appeal to convince publishers to publish them"

These Influences did not ccustitute a new phenomenon. In fact, the
growth of particular genres arid the styles of books themselves have been
linked closely to similar social forces operating earlier. As Ian Watt and
Raymond Williams have argued, the rise of the novel was related to, among
other things, changes in the political economy and class structure and to the
growth of an ideology of individualism in Europe .and the United States.'8 In
the 18th century, for instance, "the rapid expaidua of a new audience for
literature, the literate middle class, especially the ti ,..;;Ixd middle class women,"
led to novels focusing on "love and marriage, economic individualism, the
complexities of modern life, and the poasibill of pers-mal morality in a
corrupting world." The economic conditions of publishing changed as well.
There was a decline in private support for authors and the giowm of the
bookseller who published, printed, and sold books. Authors were often paid
by the page, So speed and length of the work became important.'9

Book publishing today lives in the shadow of these historical .Anuences.
Thus, this background is particularly helpful in understanding the corthrw..-cial
and cultural structures involved in the publication of textbooks today. An
excellent case in point is the production of texts for, say, college-levei courses.
The "culture and commerce" of college-text production provides some impor-
tant Insights into how the cultural commodification process works, insights
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that will help us understand the nature of textbooks at all levels in our
educational system.

Tile Business of Publishing

While we may think of book publishing as a relatively large industry, by
current standards it is actually rather small when compared to others. The
entire book publishing industry with its 65,000 or so employees would rank
nearly 40 to 50 positions below a single one of the highest grossing and largest
employing American companies. While the industry's total sales in 1980 were
approximately $6 billion, in many ways its market is much less certain and is
subject to greater economic, political, and ideological contingencies than
many larger companies.

Six billion dollars, though, is still definitely not a pittar, Ct.!. Book publish-
ing is an industry, one that is divided up into a variety of markets. Of the $6-
billion total, $1.2 billion was accounted for by reference books, encyclopedias,
and professional books; $1.5 billion came from the elementary, secondary,
and college text market; $1 billion was taken in from book clubs and direct
mail sales; nearly $660 rn illior came from mass market paperbacks; and, finally,
books intended for the general public (trade books) brought $1 billion. With
its $1.5 billion sales, the textbook market is obviously one of the largest
segments of the indusuy.*

There has been a marked increase in concentration of power in the text
publishing industry. While competition has increased recently, it has been
among a smaller number of firms. The nature of this competition has reduced
the willingness of firms to take risks. Instead, many text publishers now prefer
to evend most of their efforts on a smaller selection of "carefully chosen
'products."21

Perhaps the simplest way to illuminate this competitive dynamic is to
quote a major figure in publishing who, after 35 years in the industry, reflected
on the question, "How competitive is book publishing?" His one-word answer
"Very.""

A picture of the concentration within text publishing can be complied
from a few facts. The 10 largest text publishers sell 75 percent of all college
textbooks; the top 20 publishers account for 90 percent of all sales. Prentice-
Hall; McGraw-Hill; the CBS Publishing Group; and Scott, Foresmanthe top
fouraccount for 40 percent of the market." In what is called the "elhi"
(elementary and high school) market, the figures are equally revealing. It is
estimated that the four largest textbook publishers in this field account for 32
percent of the market. The eight largest firms control 53 percent. And the 20
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largest control more than 75 percent of sales." Yet concentration does not
tell the entire story. Internal qualities are also important, such as who works
in these firms, their backgrounds, their characteristics, and their working
conditions.

What kind of people make the decisions about college and other texts?
Many people find their way into publishing by accident, including textbook
editors. "Most of them entered publishing simply because they were looking
for some sort of job, and publishing presented itself."25 But these people are
not all equal. Important divisions of power exist within the publishing houses
themselves.

Recent research, for example, reveals the pervasiveness of sex-typing in
the division of labor in publishing. Women are often found in subsidiary rights
and publicity departments. They are often copy editors. While they outnumber
men in employment within publishing as a whole, this does not mean that
they exert a powerful overt force. Rather, they tend to largely be hired as
"secretaries, assistants, publicists, advertising managers, and occupants of
other low- and mid-level positions." Even though a number of women have
moved into important editorial positions in the past few years, by and large
they are still not as evident as men in positions that actually "exercise control
over the goals and policy of publishing." In essence, there is something of a
dual labor market in publishing. The lower paying, replaceable jobs, with less
possibility for advancement, are characteristically "female enclaves."26

What does this mean for our discussion? Nearly 75 percent of the editors
in college-text publishing either began their careers in sales or held sales or
marketing positions before being promoted to editor.27 Since there are many
fewer women than men who sell collegi or other texts or hold positions of
authority within sales departments that could lead to upward mObility, this
has an effect bdth on the people who become editors and consequently on
the content of editorial decisions.

These facts have important implications. Most editorial decisions con-
cerning which texts are to be publishedand ultimately what reaches students
as "official knowledge" within particular disciplines are made by individuals
who have sPecific characteristics. These editors will be predominantly male,
thereby reproducing patriarchal relations within the firm itself. Second, their
general background will complement the existing market structure that dom-
inates text production. Financial capital, shorkerm perspectives, and high
profit margins will be seen as major goals.28 A substantial cultural or educa-
tional vision )r the concerns associated with strategies based on symbolic
capital will necessarily take a back seat, where theY exist at all.
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The influence of profit, of the power of what they call "commerce" in
text production, is recognized by Coser, Kadushin, and Powell. They note that
in college text publishing, the major emphasis is on the production o books
for introductory level courses that have high student enrollments. A good deal
of attention is paid to the design of the book itself and to rnarketi strategies
that will lead to its use in these courses.29 Yet unlike most other kinds of
publishing, text publishers define their market not as the actual reader of the
book but as the teacher or professor." The purchaser, the student, has little
power in this equation, except where it may influence a professor's decision.

Based on the sense of sales potential and on their "regular' polling of
their market," a large percentage of college text editors actively search for
books. Contacts are made, suggestions given. In essence, it would not be
wrong to say that text editors create their own books.3'

In the United States it is estfmated that the production cost of an intro-
ductor, text for a college level course is usually between $100,000 and $250,000.
Given the fact that text publishers produce a relatively few number of books
compared to publishers of, say, fiction, there is considerable pressure on the
editorial staff and others to guarantee that such books sell.32 For the "elhi"
market the sheer amount of money and the risks involved are apparent in the
fact that for every $500,000 invested by a publisher in a text, 100,000 copies
needed to be sold merely to break even.33

These conditions have ramifications for the social relations within the
firm in addition to the male-dominated structure. Staff meetings, meetings
with other editors, meetings with marketing and production staff to coordinate
the production of a text, and other such activities dominate the life of the text
editor. As Coser and his co-authors so nicely phrase it, "text editors practially
live in meetings."34 Hence, text publishing will be quite bureaucratic and will
have a very formalized decision-making structure. This is partly due to the
fact that textbook production is largely a routine process. Formats do not
differ markedly from discipline to discipline. The focus is primarily on pro-
ducing a limited dumber of big sellers at a comparatively high price (as
compared, for example, to fiction) Last, the emphasis is often on marketing
a standard text that, with revisions and a little luck, will be used for years to
come.35

Such elements of bureaucratization and standardization are heightened
even more in the production of "managed" texts. These are texts written, for
the most part, by professional writers with some "guidance" froin graduate
students and academics, and often bearing the name of a well.known profes-
sor. In many ways, they are books without formal authors. Ghost writ . under
stringent cost controls, geared to what will sellnot necessarily what is most
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important to knowmanaged texts are taking their place in many college
classrooms. While some publishers dream that managed texts will solve their
financial problems, such hopes have not been totally realized. Still, the man-
aged text is a significant phenomenon that deserves a good deal of critical
attention, not only at the college level but also in elementary and secondary
schools, since managed texts can be found there too

Although some managed texts have not reaped anticipated profits, the
trend toward more centralized control over the entire process of publishing
material for classroom use is likely to continue. The effect, according to Coser,
ICadushin, and Powell, will be "an even greater homogenizotion of texts at r1
college level,"37 something we can e)pect at the elementary and high school
level as well.38

Censorship by Profitability

One would expect that all of the meetings, the planning, the growing
sampling of markets, the competition, and so forth would have a profound
impact on the content of volumec. This is the case, but not quite in the way
one might think. Even though existing research does not go into detail about
how, specifically, book content is determined within the college text industry,
one can infer the process from what research says about censorship in the
publishing industry as a whole.

In the increasingly conglomerate-dorninated publishing industry, cen-
sorship and ideological control, as we commonly think of them, are less of a
problem than might 13,-; anticipated. It is not ideological uniformity or some
political agenda that accounts for many of the ideas that are ultimately made
or not made available to the larger public. Rather, it is the infamous ."bottom
line" that counts. "Ultimately ... if there is any censorship, it concerns prof-
itability. Books that are not profitable, no matter what their subject, are not
viewed favorably.""

This is not a minor concern. In the publishing industry a' whole, only
three out of every ten books are marginally profitable. A- _ 3D lercent
break even. The remainder lose money." Further, it has Iv. .n ..:ar that
sales of texts have been declining. If we take as a baseline the years of 1968
to 1976, costs rose considerably while sales at the college level fell 10 percent.
Though the situation is changing somewhat today, the same was true for the
"elhi" text market: Coupled with rising costs, sales dropped 11.2 percent.''
Thus profit questions limit what are considered to be rational choices in
corporate publishing.
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noes the fact that profitability generally shapes content in the publishing
industry mean that protit also plays a large role in determining the content of
standardized secondary and elementary textbooks? Are market, profit, and
internal relations more important than ideological concerns in determining
schoolbook content? This is only partially the case.

The economics and politics of text production appear somewhat more
complicated when one examines what is produced for sale to our elementary
and secondary schools. While there is no official federal government spon-
sorship of specific curriculum content in the United States, compared with
countries where ministries of education mandate a standard course of study,
a structured national cuk riculum is nonetheless produced in other ways by
the marketplace and by state intervention. Perhaps the most important aspect
of this situation revolves around the various models now extant for the
statewide adoption of textbooks,

In Many statesmainly from the southern tier around to the western
Sun 13elttextbooks in major subject areas must be approved by state agencies
or committees. Or they are reviewed, and a limited number are recommended
for use in schools. Local school districts that select from such approved lists
are often reimbursed for a significant portion of the purchase cost. Even
where texts are not mandated, local schools have a good deal to gain in times
of economic crisis if they choose an approved volume. The savings can be
substantial.

Yet it is not only here that the economics of cultural distribution operates.
Publishers themselves, simply because of good business practice, must aim
their product toward those states with text review policies. Simply getting
ones volume on such a list can ensure a text's profitability. For example, sales
to California and Texas (both of which adopt texts statewide) can account for
more than 20 percent of a book's total sales, a considerable percentage in the
highly competitive world of schoolbook publishing Hence, writing, editing,
and promotion of such texts are quite often aimed at earning a place on the
list of state-approved material.

The political and ideological climate of these primarily southern states
often dett nines the content and form of curriculums purchased throughout
the natiot A. And since a textbook series often takes years to write and produce,
"publishers want assurance of knowing that their school book series will sell
before they commit large budgets to these undertakings."42

The situation is complicated by the fact that serious conflicts often arise
in thoe states and their curriculum agencies over whose knowledge should
be taught. These very conflicts may make it very difficult for publishers to
detertnine what the needs of "financial capital" actually are and what content
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has the best chance of being approved. Given the uncertainty of a 1, .irket
publishers may be loath to make decisions based on the "neede ot any ohe
state, especially in highly charged curriculum areas. A good example is pro-
vided in California by the creationism vs. evolutionism controversy, where a
group of "scientific creationists" supported by the political and ideological
right sought to have all social studies and science texts give equal weight to
creationist and evolutionary theories. Even when the state Board of Education
recommended "editorial qualifications" to meet the objections of creationists,
the framework for text adoption remained unclear and subject to many inter-
pretations. For example, did the new guidelines require or merely allow
discussion of creation theory? Were editorial changes that slightly qualified
the discussions of evolution all that was required?

Given this ambiguity and the volatility of the issue in which the "winning
position" was unclear, publishers "resisted undertaking the more substantial
effort of incorporating new information into their materials."43As one observer
noted, "Faced with an unclear directive, and one that might be reversed at
any moment, publishers were reluctant to invest in change. They eventually
yielded to the minor editorial adjustments adopted by the board, but staunchly
resisted the requirement that they discuss creation in their social science
texts. "44 Both economic and ideological forces are highly evident between the
firms and their markets and undoubtedly within each firm.

Notice what this means if we are to fully understand how specific cultural
goods are produced and distributed for our public schools. What at first glance
seems relatively simple gets more complicated once we dig beneath the
surface. Once again we find ourselves grappling with a fairly complicated set
of interrelationships. How does the political economy of publishing itself
generate particular ideological needs? How and why do publishers respond
to the needs of the "public"? Who determines what this "public" is?' How do
the internal politics of state-adoption policies work? What are the processes
by which people are selected to sit on such committees? How are texts
marketed at a local level? What is the actual process of text production, from
the commissioning of a project to revisions and editing to promotion and
sak.,;? Only by going into considerable detail on such questions can we begin
to see how a particular group's "cultural capital" is turned into a commodity
and made available (or not made available) in schools throughout the coun-
try:w

My discussion is not meant to imply that all of the material found in our
public schools will simply reflect existing cultural and economic inequalities.
After all, if texts were totally reliable defenders of the existing ideological,
political, and economic order, they would not be such a contentious area

95



Making Knowledge Legitimate: Power, Profit, and The Textbook 85

today. Industry and conservative groups have made an issue of what know!.
edge is now taught in schools precisely because there are progressive etc-
ments within curriculums and texts." This is partly due to the fact that the
authorship and editing of such material is often clone by a particular segment
of the middle class with its own, largely liberal, ideological values and its own
sense of what is important to know. Thek values will not necessarily be
identical to those embodied in profit maximization or ideological uniformity,
and they may be a bit more progressive than one might anticipate given the
market structure of text production. Surely, they militate .tgaiust total scan-
dardization and censorship in the production of school textg.4"

Conclusion

Some of my arguments in this chapter have been abstract, but they are
important to our progress in building models of curriculum theory and
research that take serioUsly the dominance of commercially produced mate-
rials in schools and colleges, For those of us who want to understand why
texts look the way they do (as I think we all should want to), certain te,ndencies
are now clearer. Caught within a changing set of market relations which set
limits on what is considered rational behavior on the part of its participants,
editors and other employees have some autonomy. They are partly free to
pursue the internal needs of their craft and to follow the logic of internal
demands within the publishing house itself. The past histories of gender, class,
and ethnic relations and the actual "local" political economy of publishing set
the boundaries within which these decisions are made and in large part
determine who will make the decisions.

To return to my earlier point about text editors usually having their roots
in sales, we can see that the internal labor market in text publishing, the
ladder upon which career mobility depends, means that sales will be in the
forefront ideologically and economically in these firms. "Finance capital"
dominates, not only because the economy "out there" mandates it, but because
of other things as well. Among the factors with an impact are the historical
development of mobility patterns within firms, rational decision making based
on external competition, political dynamics, and internal information. This
kind of analysis is complicated but manages to preserve the power of the
economy while granting some autonomy to the internal bureaucratic and
biographical structure of individual publishers. At the same time, it recognizes
the political economy of gendered labor that exists as well.

There are many areas that I have not focused on in this chapter. Among
the most important is the alteration in the technology of publishing. We should
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expect that the massive ongoing changes in the technology of text production
will also have a serious impact on future books. At the very least, given the
sexual division of labor in publishing, new technologies can have a large
bearing on the de-skilling and re-skilling of "female enclaves" and on the
power of women as decision makers within these firms.49

Further, even though I have directed my attention primarily to the "cul-
ture and commerce" surrounding the production of one particular cultural
commodity, standardized texts used for tertiary and other level courses, I have
only scratched the surface of the politics that stands behind their selection. A
good deal remains to be done on how exactly the economic and ideological
elements I have outlined actually work through one of the largest of all text
marketselementary and secondary schools in the United States and else-
where. For it is here that what counts as legitimate knowledge is largely
determined.

This points to the need for empirical research as well. What is required
now is a long-term and theoretically and politically grounded ethnographic
investigation that follows a curriculum artifact, such as a textbook, from its
writing to its selling (and then to its use). Not only would this be a major
contribution to our understanding of the relationship among culture, politics,
and economy in education, it would also be absolutely essential if we are to
act in ways that alter the kinds of knowledge considered legitimate for trans-
mission in our schools.5° As long as the text dominates curriculums, ignoring
it as not worthy of serious attention is to live in a world divorced from reality.

In this chapter I have gone behind the scenes to examine some of the
historical and current reasons textbooks look the way they do. And I have
provided an example of a particular kind of curriculum thinking, one that
places some of the major curriculum problems we face as teachers, adminis-
trators, and curriculum workers within their larger social and economic
context. I have argued that it is important to recognize this context if we truly
want to get better and more representative knowledge in our schools. in a
time when schools and their curriculums are clearly becoming political and
economic footballs, it is exactly this kind of curriculum thinking that is most
necessary.

The current hue and cry over the weaknesses of textbooks will wax and
wane, but none of us will have more than a token impact unless we more
fully understand the business of publishing. As long as the tail of a few states
wags the dog of the rest of the country, the economics of adoption policies
may largely preclude better texts. As long as profit is the first consideration,
we may be faced with a situation in which the content we teach is not
determined by democratic deliberation but by the "invisible" hand of the
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market. The most significant question we can ask now is, "Are there better
and more democratic ways to determine how texts are published?" Answers
will not be easy to come by, but whoever said that trying to provide the best
education possible for our children was going to be easy?
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Chapter 6.
Curriculum and
Technology
DECKER F. WALKER

We live in a profoundly and incorrigibly technological society. Humanity's
activities have so transformed earth that no modern civilization could be
sustained without our agricultural, mechanical, chemical, transportation, com-
munication, and medical technologies. In those corners wherp human impact
is slight, such as parks, wilderness preserves, and undeveloped land, we
explain that we have restrained ourselves, not that we lack the power to
change them. The sea, fresh ground and surface waters, and the atmosphere
have been profoundly affected by human activity, and it appears inevitable
that their future composition will depend on our activities. To control or
reduce the impact of human activities on earth would require more application
of more sophisticated technologyminiaturized, refined, designed to do
more with less.

Put simply, humanity now has the biblically promised dominion over the
earth. We live in a managed environment. We may choose among forms of
technology, provided several forms will serve our essential needs within the
limitations to whickwe are subject, but we may not choose to avf.id technol-
ogy. We have no choice but to develop our technology to greater heights of
sophistication and complexity.

Decker F. Walker is Associate Professor, School of Education, Stanford Uni-
versiry, Stanford, California.
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What This Means for Curriculum Thinking

Societies around the globe are being transformed by technology. The
houses we live in, the jobs we hold, our patterns of social relationship, our
life-styles, our institutions (families, businesses, courts, legislatuies, churches)
are being transformed by developments in transportation, manufacturing,
communication, medicine, and agriculture. Think of the new social patterns
that have emerged in just the last quarter-century; the prevalence of families
shaped by divorce and remarriage; single-parent families, joint custOdy of
children, step-parenting, two-income families, latch-key children, declining
birth rates in developed nations, exploding population growth in developing
nations; multi-national corporations, franchising, the failures of government
regulation leading to the restructuring of the post office, the telephone system,
and the banking system; the decline of traditional industries and the growth
of automation, electronics, biotechnology, space technology; burgeoning
employment in service industries; internationalization of commodities mar-
kets and financial dealings; the industrialization of farming; processed food;
manufactured housing; shopping centers. What do such convulsive changes
imply for what we teach the children of the 1980s?

The students we serve in school are affected by technology in ways that
demand attention from curriculum theorists. They are Lhildren of the televi-
sion age, now the video age. They come to school knowlec'geable about the
world, at least as portrayed on TV, and fluent in processing visual and auditory
information, but confused about "what's really real." They have grown up
plugged into electronic networks that offer them excitements not available at
home or in school; media where their hopes and dreams, their fears and
concerns, are expressed for their consumption by an industry and a culture
a child culture and an adolescent culture with its own heroes and villains, its
own morestailored to and tailoring their tastes. Various anodyneschem-
ical, electronic, quasi ,:eligiousare readily available to them. At the same
time, the security provided by their families has croded, leaving them vulner-
able to extra-familial influences at an earlier age, and perhaps making them
especially vulnerable to psychological disorders. In some ways, the children
of the 1980s are morr, homogeneous, reflecting their exposure to the uni-
formities of the electronic media and the decline in influence of familial and
ethnic factors. But since these trends have affected some children more than
others, they come to us in some ways a more diverse lot than before. I find

in contemporary curriculum thought addressing the curricular implica-
tions of such tel. hnology-related changes in our students.
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The various branches of knowledge are also being transformed. Scientific
knowledge continues to explode at ever-increasing rates and, as it does, new
relationships among phenomena turn up that blur and redraw the boundaries
among disciplines: we learn that cosmology bears a close relationship to the
high-energy physics of sub-atomic rorticles; physiology turns out to depend
on molecular biochemistry, ana ,:tics fits in there somewhere, too. The
theory of information turns out to :..fre applicable in genetics and psychology
as well as in electrical engineering, and so on. As new disciplines become
central in contemporary scholarly and scientific life, old foundation knowl-
edge proves inadequate, and new foundations must be erected. The mathe-
matics of continua which pervade our algebra, trigonometry, and geometry
courses in the secondary school do not serve as well as foundations for the
modern mathematical sciences as do topics in discrete mathematicssets,
probability, logic. Historians are rewriting history to take account of the
influences of technology on past civilizations. And new skills become relevant,
toocomputer programming, keyboarding, word processing, data analysis.
Even our conception of what qualifies as warranted knowledge is undergoing
a challenge. Are mathematical proofs to be admitted which are so complicated
that only computers can carry out and check the steps? Are theories so vague
that they cannot be put in the form of a computer model to be regarded as
too vague for scientific status?

Considered together, the transformations wrought by technology in the
foundations of educational thought constitute, I think, the most powerful
driving force for curriculum change in our time. If technology is having such
a profound effect on the commonplaces of curriculum thought, surely we
must give it serious attention in curriculum theory. Certainly it is possible for
schools to ignore these developments and to preserve existing patterns of
courses, topics, goals, and curriculum structures, as European schools have
for a century largely ignored developments related to industrialism in their
primary schools and their academically oriented secondary schools. American
education has traditionally been more responsive to social trends, but this
could be an exception.

What scant attention curriculum writers have given to technological issues
has been polarized and partisan. On the one hand we find proposals being
made to embrace a technological method of thinking about the curriculum
(Bobbitt, Charters,' and the social efficiency advocates or their modern coun-
terparts Popham, Mager,2 and advocates of objectives-based curriculum design).
On the other hand, we find critiques of the technological society coupled
with propoals to use the schools as antidotes to its inhumane mechanism
(Bode, Rugg,3 the child-centered progressives, the social reconstructionists,

3
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Kliebard, Apple, Huebner, the reconceptualists). All too often works of the
first type apply technological modes of thought simplistically and uncritically
to education, while works of the latter type claim technology has nothing to
add to the modes of thought inherited from the humanities. Neither an
uncritical embrace nor an uncritical rejection of technology will do, John
Dewey is the last prominent curriculum thinker to consider seriously and
critically the implications for education of the patterns of material life.4 We
need another John Dewey, perhaps several, to interpret for us the social
changes we are undergoing and to help us think how best to prepare our
children for their futures in a technological society.

What sort of education should you and I, people of a technological society,
choose for ourselves and our children? This is the primary educational issue
of our time. It calls for the deepest thought about our world, our lives, and
our education. Such a question cannot be answered in a few pages, but I
would like to suggest some of the directions curriculum thinking might take
on this issue.

Who Should Be Educated?

A technological society needs leaders who understand technology
leaders in politics, business, and finance, in law and the other professions, as
well as in the narrowly technical occupations. Therefore, most of those leaders
will need an excellent basic education in science and technology. The U.S.
has imported a substantial portion of its scientific and technically trained
leadership from Europe and the third world since World War II. But now
these societies are striving to build their own scientific and technical institu-
tions. If the U.S. is to avoid draining the developed world of its precious talent,
we must send to our colleges and universities a much larger cohort of our
own young people with sound, thorough preparation for studying scientific
and technical subjects.

We also need thousands of qualified individuals equipped to deal with
the ever-growing complexity and differentiation of technical specialties. We
may be able to automate a certain amount of technical work, but this in itself
requires expertise. To secure a sufficiency of human intelligence trained to
work on our ever-broadening technical frontiers, it will be necessary for us
to extend the opportunity for such an education to every child.

The cognitive demands of formal subjects like science and mathematics
are high and severe. Mistakes are not matters of taste and are difficult to hide.
The work cannot be made arbitrarily easy because in the end the complexity
and subtlety of nature determines the difficulty of science and who knows
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what determines the difficulty of mathematics. As a result, it is unlikely that
every student will learn with the pace and facility required for success in
advanced scientific and technical study. So, while we need virtually universal
opportunity, we should not expect equality of results.

Thus, scientific, mathematical, and technical studies will continue to be
competitive and meritocratic, and therefore at odds with our democratic and
egalitarian ideals. On the other hand, if schools do not provide an opportunity
for the pursuit of excellence in scientific and technical studies, then either
the society will suffer the consequences of an Inadequate pool of developed
talent in this critical area or concerned individuals will find other ways to
provide the necessary preparation outside school. Schools will need to cope
with this tension between excellence and equality.

The largest pools of untapped technical talent In our society are women
and minorities. Developing educational programs that attract women and
minorities and enable them to succeed in scientific and technical studies is
another curriculum challenge we need to face.

The high rate of growth and development of knowledge means that we
cannot expect any individual to acquire enough knowledge in the first third
of life to coast through the rest. Continuing education, recurrent education,
education throughout the lifespan will be essential. The implications of this
for schools are not clear. On the one hand, it suggests that schools need to
provide a firm foundation for a lifetime of learning. On the other hand, it
opens the possibility of letting difficult educational tasks slide until the students
are more mature (and someone else's responsibility), and it relegates ele-
mentary and secondary schooling to the status of merely one phase of a larger
process, merely one claimant among many for the society's educational resources.

What Should Be Taught?

The arguments In favor of deeper and more widespread learning of
science and mathematics in elementary and secondary education are straight-
forward, but more than good arguments will be required to realize such an
Improvement. To be considered an educated person has never required more
than a smattering of scientific and technical knowledge, if that. Our social and
educational elite have not traditionally received a scientific or technical edu-
cation. There are elective subjects in high school. In the university, all students
are required to complete some courses in the cultural subjects, but few
universities impose similar requirements to study science and mathematics
on their nonscience majors. Language and the cultural subjects have been and
remain the central defining characteristics of an educated person.
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Realizing a change of this magnitude in social ideals entails a substantial
transformation in the social status hierarchy. Either those at the top of our
status pyramid have to change their values, re-educate themselves, andeducate
their children in a new way, or else they need to give way to individuals with
different education and values. Such a transformation may be possible, may
even be well under way, but, barring socil upheaval, it is the work of centuries.
In the meantime, the wealthy, business and financial leaders,entertainers, and
sports figures rank higher in prestige, power, and income. Our children see
this, too.

Other content may be equally or more deserving as preparation for life
in a technological society. The pace and unpredictability of technological
change argue for "learning to learn," emphasizing the learning of general
principles and strategies that can be applied to a wide array of situations.
Across the curriculum we should expect continued widespread interest in
cultivating powers of discovery, invention, and researchthe so-called higher-
order cognitive skills. Stanley Pogrow in Education in the Computer Age
argues that this is the primary Imperative of a technological age.' In a similar
vein, the authors of No Limits to Learning call for innovative learning as
contrasted with maintenance learning, learning that would enable people to
anticipate developments, prepare for them, and adapt quickly and well to
changing circumstances.' They suggest that this type of learning requires more
thin simply cognitive skills and academic learning, however. They foresee a
need for attention to values, to autonomy and integration both for individuals
and for societies, to participation, and to human relations. In fact, the report
No Limits to Learning does not even mention scientific and technical education
as one of the priorities for an educational system of the future!

A knowledge of science and technology does not necessarily prepare one
to adapt to or direct social change. Por that, we will clearly need Sways to deal
in a more integrated fashion with the personal and social issues created by
change. Substantial sectors of the public have consistently resisted efforts by
public schools to address such personal and social-emotional issues, claiming
that they should be handled by the family or church, but not by a secular,
government-sponsored, tax-supported system of public schools. If the adjust-
ments required grow more frequent and serious, some means must be found
to help individuals adapt. The school will doubtlessly have some role to play
in this process.

Various other bodies of content and skill may rise or decline in curricular
importance for obvious reasons. Typing, if it remains the principal means of
communication between people and computers, may become much more
central. Spelling instruction may decline after the early years of schooling if
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computer programs that check spelling become widely used; using such a
program is tantamount to having your own private spelling tutor every time
you write. Those topics in mathematics that are most central to current appli-
cationsstatistics, discrete mathematics, logic, and so forthshould become
increasingly important. In general, a more equal emphasis is desirable between
the skills of intellectual production and those of intellectual consumption;
writing should become as important as reading; proving and applying math-
ematical results as important as comprehending them; designing and carrying
out simple scientific investigations as important as interpreting scientific results,

We face a new dilemma in the case of purely formal knowledgelike
arithmetic or the rudiments of a foreign language. Machines are already
available that perform much better than any beginner and better than all but
the best experts. Should we therefore discard these subjects from the curric-
ulum, teach them in some new form (such as estimation and mental arith-
metic), or continue to teach them for different reasons?

Why Educate?

The traditional mixture of motives for educating ourselves and our chil-
dren will doubtlessly continue, but priorities may change. It should be clear
from the foregoing discussion that economic motives for education are likely
to loom larger in a technological society, unless the technological promise of
abundance for all is realized.

The rationale for liberal educationeducation for its own sake, for
awareness of the best that has been thought and said, for attaining a more
complete humanityis undermined by a scientific and technical education
to the extent that it is pursued for vocational reasons alone. But liberal ideals
of education can be reconciled with technical education. The responsibilities
of managing our environment are fully as high a calling as those of citizenship
traditionally defined. Buildings, bridges, highways, and machines are cultural
artifacts as characteristically human and as worthy of study in their own way
as poems, novels, plays, and paintings. Mathematics has beauty and power of
expression just as does natural language. Undeniably, scientific and technical
studies cannot fill the educational role of the humanities, but neither are they
necessarily inconsistent with them. A good liberal education for life in a
technological society will certainly contain more than a smattering of study in
science, mathematics, and technology.

If we can generalize from those who participate most in the more sci-
entific and technical aspects of today's society, prestige will be a major moti-
vating force. Competition for prizes and honors and a place in the history
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books of one's discipline are the highest marks of distinction. Once again, we
see competition and tension between achievement and equality, but this
tension is also present among politkians struggling for power, business peo-
ple for wealth, and artists for fame,

When the road to success appears to lie through learning, it is likely that
those who reject the goal of material and secular success will reject the learning
that brings it. Hence, instead of the most disaffected voices coming from a
highly educated intellectual elite, as happens now, it is conceivable that the
most disaffected groups in a scientific and technological society will reject
education as then defined and embrace other idealscourage, simplicity,
sincerity, loyalty, honor, individuality, or love.

But none of these adult motives are terribly meaningful for MoFt children.
Disinterested curiosity is probably greater among children than adults, and
the natural world, the man-made world, and the world of formal thought are
all fruitful environments on which to exercise it. The desire to please parents
and teachers will surely continue to carry weight. The desire for status in the
peer group will continue to be important. If we expect children to study
harder, longer, or better, we will need to be ingenious in developing ways to
appeal to motives that are real for them, or else all our other curriculum
planning may come to nothing.

When Will Education Take Place?

Clearly, education goes on throughout the life span. Preschool education
already is an important non-public phase of education, and enrollment in
post-secondary education approaches levels characteristic of secondary edu-
cation as late as the 1930s. For some years now community colleges have
been the fastest growing segment of the higher education system in the U.S.
The accelerating pace of change makes obsolescence an ever-present danger
in every endeavor, including pure science and mathematics as well as more
mundane vocations. We are told to expect to have two or three "careers" in
the course of our lifespan. All this will require re-education, continuing
education, inservice education. In addition, with an aging population, the
political support for adult education at public expense is likely to grow.

Where Will Education Take Place?

All these developments suggest that education will take place in many
different environments in addition to traditional schools. This raises momen-
tous issues concerning the school and its role as one educative institution
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among many in a technologically adianced society. One can imagine a narrow
role for schools. They were invented for literacy training; that is still ,eir
primary role. Perhaps it should be their special educational function, leaving
science, technical studies, the arts, and vocational subjects for other specialized
educational institutionsperhaps clubs, community organizations, or spe-
cially designed youth groups sponsored by business and professional groups.
If schools adopt such a narrow definition of their role, then science and
technology will play but a minor part in them, except possibly as a medium
or method of instruction, and the energies of educators concerned with
science and technology will shift to the creation of specialized institutions.
The implications of such a breakup of our monolithic school system are
impossible to foresee, but one clear consequence could be a diminished role
for the common school and the comprehensive school. Probably we would
experience a period of institutional innovation with the eventual emergence
of new educational institutions to take up scientific and technical education
of young people.

A good case can be made for carrying on a significant amount of scientific
and technical education in the workplace, where much of present technical
preparation already takes place. Recent collaboration between universities
and industry groups suggests that businesses may take on a larger role in such
education. The need for constant uPdating of processes will necessitate retrain-
ing as much as retooling machinery. In industries that rely upon a high rate
of innovation, work itself assumes a good deal of the character of education
research is conducted, seminars are held, presentations are given, training
materials are produced and used, even the grounds resemble a college cam-
pus. College tuition is provided as a job benefit. Local colleges are invited to
hold classes in company buildings.

Already various city, county, state, and federal agencies are heavily involved
in edu,ption. In Palo Alto, the city-owned utility company conducts workshops
on enertt( conservation; the department of parks and recreation conducts a
full schedule of year-round classes; the court system provides drug education
programs for drug-related misdemeanors, and driving school for traffic offend-
ers. Nationally, the Department of Agriculture runs massive programs of
education for farmers, and the Defense Department operates the largest school
system in the world for its dependents, not to speak of the massive education
and training efforts of the servieds for their personnel.

At home, "Sesame Street" and its counterparts provide literacy training.
The British Open University offers a complete university in the home. Home
computers hold out the promise of individualized tutoring. Perhaps the ulti-
mate development in this direction is the possibility of networks of people
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educating one another via telecommunications. Such networks may make it
possible for the establishment of learning communities, so that anyone any-
where may join and move up in sophistication at his or her own pace, keeping
and changing "friends" along the way, helping and being helped, and feeling
a part of an extended community built around shared interests. Will 'such
developments make the home a prominent locus for education again? Perhaps
so, but only if adults stay home. Present trends would have all the adults at
work.

Providing education in many locales complicates the problem of moni-
toring progress and coordinating efforts. In many ways the first grade teacher's
job is easier if all children arrive more or less equally ignorant and unskilled.
When they instead demonstrate intricate and varied patterns of attainment
and .1gnoonce, carrying on group instruction becomes difficult. There will be
a greater need for methods of assessing individuals' knowledge for proper
placement into the plethora of learning situations. Regulations will be needed
to assure fair access to them.

How Will This Education Be Carried On?

Education is likely to increasingly take place via recorded media, in a
self-service mode, and with the help of near-peers. Such arrangements make
education less costly, more flexible in time and place, and less cumbersome
institutionally. Traditional forms of live instruction will not disappear, but
newer forms of instruction will arise. The situation is similar to that in housing.
Economics dictate cheaper, mass-produced housing, but tradition stands in
the way, so the new forms (mobile homes) are introduced among those who
cannot afford to aspire to the accepted standard Gradually the homes improve
and more of us find ourselves priced out of the conventional home market,
and thus the new form will gain acceptance. Similarly, in technical and military
training, we find growing reliance on media and self-study materials. One
finds similar developments in test-preparation courses such as those for the
SAT.

Conclusion

I think the greatest challenge these developments pose for schools is
institutional adaptation. All social change is stressful for schools because
schools are universal institutions charged to serve the children of those who
want change and those who resist it. To ignore social change places schools
at risk of irrelevance. Schools are already perceived as removed from social
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reality (witness talk of schoolboy illusions and ivory towers). Too much
distance and they lose public support. On the other hand, making major
changes is difficult and risky, too. As governmental institutions, schools are
obliged to folloW the mandates of elected officials, and governmental direction
is notoriously slow and undependable. Schools are also bound by contracts
with their teachers which prevent them from restructuring themselves to meet
the challenges of a changing environment. In short, public elementary and
secondary schools are both slow and difficult to change. Yet technological
developments are transforming the society the schools serve, and the schools
cannot afford to ignore these changes. This is a cruel dilemma, but one that
must be faced.

I have been following developments in the use of computer technology
in schools fairly closely for the past five years, and what I have seen there
highlights the dilemma. On the one hand, schools have responded heroically
to the challenge of the microcomputer. Most secondary schools and many
elementary schools have established computer centers and offer a completely
new school subjectcomputer programming. This has been done with little
formal teacher training, almost no reliance on the base budget, and with the
enthusiastic support of many parents. This must certainly rank as one of the
most improbable achievements of educational innovation. By comparison,
enormous effort has been expended for decades to gain acceptance of eco-
nomics as a school subject.

On the other hand, these achievements fall far short of what the society
needs, of what other institutions have been able to provide, and of what
computer advocates have demonstrated can be done. Only a few students in
most secondary schools have any contact with computers at school; in a sample
of five Bay Area high schools I studied in the spring of 1982, only 13 percent
of students reported using computers at school, whereas more than twice as
many reported experience with computers outside school. The dreams of
such visionaries as Patrick Suppes and Seymour Papert have been realized in
experimental settings, but few schools even approach these ideals. Mostly
schools are struggling to teach computer literacy and programming in BASIC
or Logo. I can easily find special locations in the Bay Area where a child could
learn much more about computers than in the public elementary and sec-
ondary schoolsthe Exploratorium, Lawrence Hall of Science, and the Insti-
tute for Computer Technology, for example.

Schools have responded to the microcomputer revolution with unpre-
cedented (for them) speed and thoroughness, especially in such lean times.
Yet what they have accomplished is utterly inadequate. To devote more resources
to this activity would require diverting them from other activities or raising
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additional revenues, both slow and difficult alernatives. Schools are already
under fire from inside and out for what they are now doing and for not doing
enough. The average age of teachers in the Bay Area high schools I studied
was 49. While they were favorably inclined toward computers and wanted to
learn more about them, they nonetheless have a considerable investment in
their present practices, and many have little incentive to change beyond
curiosity: I cannot resist the impression that despite wonderful intentions and
as great an effort as they can muster, schools are funibling the ball on the use
of computers. They will never be able to succeed in changing their curriculum
as quickly and thoroughly as reformers outside schools can do, and, if they
should succeed, they face criticism from those who resist the change.

Just as we cannot turn back from technology but can only redirect it in
the future, so we will not, I think, be able to insuLte schools from these
developments. Even if we could, we should not want to. Curriculum theorists
can ignore these developments or attack them or analyze them, but our highest
professional duty demands that we help schools to build curriculums for our
time. Life sets us this. challenge. Let Us face it and build the best world we can
under the circumstances. This is what Benjamin Franklin, Horace Mann, and
John Dewey all did in their times. We honor them best not by preserving the
educational forms they created but by following their example and helping
to create ones better suited to our own time.
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Chapter 7.
Qualitative and
Aesthetic Views of

urriculum and
urriculum Making

VINCENT It ROGERS

Afew years ago I was asked to review a neW piece of educational research
by the London 'itnes Educational Supplement.' The study dealt with a corn-
parison of formal, mixed, and informal methods in English primary schools,
and its basic conclusion was that "basic subjects" are taught more effectively
in formal rather than in informal classrooms. The study, Neville Bennett's
Teaching S011es and Pupil Prog?-ess,2 received an enormous amount of cov-
erage in the British press and on radio and television. In addition, Bennett's
results were almost irigiantaneously (and, one suspects, joyously) picked up
by the American media, with coverage by everyone from CBS's Dan Rather to
the Hartford (Connecticut) Courant.

It would be impossible to overestimate the effects of the Bennett study.
The results were released at a time of national frustration with a variety of
gnawing, perplexing problems: the legacy of Vietnam and Watergate; the "new
ethnicity" with its strident cry for Black Power, Brown Power, and Red Power;
urban riots; aff t lative action; the passing of Public Law 94-142 and its impli-
cations for the taucation of the handicapped, to name only a few. Frustrated
and angry, confused and seemingly powerless to deal with this tidal wave of
social, economic, and political change, many Americans turned their attention
to the schools as a possible source of the nation's difficulties.

The Bennett study was exquisitely well timed. It said what many wanted
to hear; it concluded that more "progressive," student-centered education

Vincent R. Rogers is Professor of Education, UniversiV of Connecticut, Storrs.
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had failed; what the nation needed was a return to a more formal, teacher-
directed, "no-nonsense" kind of schooling.

The London Times took the precaution of pubV dng Bennett's results
along with four more objective reviews of his work (mine and those of three
British writers), which added a degree of balance to their coverage that Ms
noticeably absent elsewhere. For the most part, and with the exception of the
New York Times, the British and American media handled the story by pre-
senting Bennett's damning conclusions as a matter of scientific fact, without a
hint of critical reaction.

I I...ave no wish to report in detail the methodological faults I found in
Bennett's work. Nevertheless, it seems important to summarize my major
criticisms as proper and appropriate background for much that is to follow:

There is no evidence that the children in the formal, informal, and
mixed classrooms were of equal ability.

There is rio evidence that the children were of similar socioeconomic
backgrounds. And that, of course, is of enormous importance since "it is
generally agreed among virtually all researchers that socioeconomic class is
the single most accurate predictor ofsuccess or failure in school.

Fifty percent of the teachers who took part in the study agreed that the
tests favored formal teaching.

There is no evidence that the formal and informal teachers had equal
amounts of teaching experience; however, there is some indication that the
formal teachers were considerably more experienced.

Bennett makes the incorrect assumption, without substantiating evi-
dence, that all children in formal classrooms were treated identically, as were
all children in informal classrooms.

A careful analysis of Bennett's data shows that the great variability
within groups and excessive overlap between groups makes the reported
differences of little or no practical significance.

Five of the 12 formal classes took the 11 + examination during the
experimental year, while only three of the 13 informal classes took the exam-
ination. The 11 + examination does have an impact on three Rs scores, yet
this variable is uncontrolled in the study.

Imaginative writing was assessed through the formal assignment of the
topic "invisibility" to all children---a procedure that violates virtually every-
thing we know about encouraging creative respons...s in children.

It is generally agreed that in a study of this type we are orimatily
concerned with the effects of teaching styles on the scores of clas Doms of
children rather than on individual children. We are not concerned with a
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direct comparison between John in a formal classroom, and David in an
informal classroom. Instead, we are asking if the average of tki2 children in
the 12 formal classrooms, considered as 12 groups, is different from the
average of children in the 13 informal classrooms, also considered as groups.
Thus the appropriate unit of analysis used is the number of classrooms (37),
not the number students (950). That is an essential point, siuce it is a great
deal easier to obtain significant statistical differences when one uses a large
unit of analysis. It is interesting to contemplate the change that might occur
in Bennett's results if the correct unt, of analysis had been used.

Bennett's global conclusions about the effectiveness of formal teaching
often mask the results of his own data. For example, he concludes in the
section devoted to reading that "the results provide clear evidence for the
better performance of formal and mixed pupils." Even if we were to accept
Bennett's statistical procedures, we find that formal methods were ineffective
with lower achieving boys, and that virtually no differences existed among
girls at any levelexcept for the low achieving girls, for whom, paradoxically,
formal methoos seemed more effective. If one also considers the statistical
and methodological problems outlined above, it is clear that the evidence is
extremely uncertain.

The issues I have raised here are vitally important to any teacher, parent,
or principal who would consider changing the schools on the basis of such
research. Moreover, each criticism listed has been substantiated by a number
of British research scholars, including a scathing critique of Bennett's study
that appeared recently in the British Journal of Educatonal Research.3

I've used the Bennett study as a symbol of one of the most pressing
problems we face in American education. His research was eagerly read and
quickly accepted as "fact," partially because it said what many people wanted
to hear, and partially because it was couched in the language of what Guba4
calls "conventional inquiry." Bennett writes of means, standard deviations,
null hypotheses, statistically significant differences, matched groups, and con-
trolled variableslanguage that suggests accuracy, objectivity, and authority.
It has become the conventional research wisdom of our time.

AsI examined this phenomenon, I attempted to identify the assumptions
that underlie current approaches to curriculum evaluation in the schools. That
is, in order to accept the methods of "conventional inquiry," what must one
believe? What are the underlying assumptions that dictate the nature of cur-
riculum evaluation in our schools? What do Most professionals seem to believe?

.What can we infer about such beliefs from a study of the nature of the mode
of curriculum inquiry which so dominates our schools?
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The following list, while certainly not inclusive, suggests some of the
most common assumptions that guide the evaluation process in most of our
schools.

1. T..inguistic modes of learning and expression are the only modes of
learning worth evaluathig. Thus, we place great value on using words
to name, describe, or define, while placing minimum value on visual,
auditory, and kinesthetic modes of reacting to phenomena.

2. Learning can be assessed pieceii.nl, at any given moment in time,
without concern for learning over long periods of time.

3. "Efficiency" is of primary importance in the teaching-learning act,
that is, we Lire most concerned with how early and how fast something
can be learned.

4. Learn:rig takes place in certain formal settings such as classrooms,
libraries, and laboratories.

5. Grades and test scores give a reasonable picture of school perfor-
mance.

6. What we see or measure now is likely to be a stable characteristic
over time.

7. Testing conditions have no important effects on the teaching-learning
situation, that is, administering an "objective test" has neutral effects
on the learner.

8. What is learned or experienced in one field has no effect on what is
experienced in other fields.

9. Evidence obtained through direct observation of or Interaction with
the learner is inferior to that obtained in two dimensional "tests."

10. The learner's products, poems, sketches, models, and so forth are of
relatively minor value in the evaluative process.

11. The processes used in coming to a problem's solution are not as
Important as the answer.

12. The content of most subjects taught, their basic ideas and concepts,
as well as the material used to teach them, are of significance and
therefore worth teaching.

13. The personal qualities of teachers are neutral and have little effect
on learning.

14. The accumulation of a number of specific skillsor segments of subject
matter will eventually add up to a coherent whole.

15. Learning can always be demonstrated In some overt, observable way.
16. Various curriculums within a given field (for example, four or five

competing elementary school science textbooks series) have similar
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goals and content and can therefore be evaluated by using standard-
ized tests.

17. Objectives must be stated clearly before evaluation can take place.
18. The judgment and perception of the evaluator are not to be trusted.
19. Evaluation is an integral part of data gathering. In other words,

methodology concludes with a judgmental statement; a new curric-
ulum or method has been successful or has failed in terms of a given
set of criteria.

While it may be awkward, even embarrassing, to admit that these prop-
ositions largely govern curriculum evaluation, any reasonable, objective anal-
ysis of existing curriculum research reveals that this is indeed the case. In fact,
the 1982-83 volume of theJournal ofEducation Research published 56 studies
in all. Of this total, 45 could be described as using the methods of "conven-
tional inquiry" while only 11 used alternative modes.

While some educational theorists and a few practitioners are aware of
the increasing interest in more naturalistic, qualitative means of curriculum
evaluation, conventional inquiry continues to dominate the field.

So far I have tried to explain why certain practices are used so extensively
in curriculum evaluation and educational research in general. Given the
foregoing set of assumptions, these procedures must follow inevitably.

There is, of course, nothing inherently wrong with all of this; one believes
what one believes and then acts accordingly. It should be clear to the percep-
tive reader, however, that an alternate set of assumptions is implied by the
original list. If, for example, an original assumption suggests that the effects
of informal educational settings are ignored, an obvious corollary is that the
study of informal settings is of great importance and often reveals subtle
insights about the subjects' behavior.

Ir which direction, then, do we go? Bennett's study was timely and
important. It dealt with matters of considerable methodological and curricular
significance. I rejected it, however, not only because of its technical flaws, but
also because, flawed or not, the fundamental mode of inquiry he chose to
investigate so complex a phenomenon is inadequate for the job.

I would have preferred to have Bennett study these schools over a
considerably longer period of time; I would have preferred that he had used
many types of evidence to describe what children were learning in schools; I
would have preferred that he and his colleagues spend more hours on site
observing children, teachers, parents, and administrators face-to-face. And I
would have preferred that he resist the temptation to praise or condemn on
the basis of data so flawed and incomplete.
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In short, I would have preferred that he use many of the methods we
associate with what we have come to call qualitative or naturalistic inquiry.

I have described this method extensively elsewhere.5 Nevertheless, let
me underscore the fundamental concepts that seem to form the foundations
for these approaches to curriculum research and evaluation.

Qualitative researchers believe that:
1. Any social entity or institution is enormously complex and subtle. It

is difficult to understand what is happening in a first grade readinggroup or
a middle-school classroom. The experiences and attitudes of teachers and
children both in and out of the school setting all hve a bearing on what
occurs within the classroom or school. Qualitative researchers accept these
complexities, believing that only through their unraveling will anything resem-
bling accurate description result.

2. Intensive study of a given phenomenon over a long period of time is
essential for genuine understanding of that phenomenon. Teaching and learn-
ing are ongoing processes constantly in flux; to understand what is happening
requires sustained, longitudinal study.

3. People and institutions must be studied holistically, and not in isolation
from other forces that may influence them. The "wholes" or units may vary
in size and complexity, and it may be necessary to study many "wholes" before
accurate description of a larger unit emerges. Nevertheless, what goes on in
the cafeteria or art studio is indeed related to what goes on elsewhere, both
within and outside of the school. The qualitative researcher studies all related
and relevant phenomena.

4. The most effective way to study a given phenomenon is through direct,
on-site, face-to-face contact with people and events in question. What people
do is often different from what they say. Thus, reliance on paper and pencil
tests and questionnaires is often misleading. Rosenthal and Jacobson's classic
study, Pygmalion in the Classroom (1968) suggested that teachers expecta-
tions bring about dynamic changes in their judgment of children's work. Yet
we know little about what actually happened in such classroomshow teach-
ers treated children, how children responded to such treatment. Only first-
hand observation would reveal such subtleties.

5. Knowledge of the behavior of human beings in a given social context
is relatively meaningless without some understanding of the meanings those
observed give to their behavior. Thus the qualitative researcher seeks to
understand the attitudes, values, beliefs, and underlying assutnptions of those
being studied, to understand how others view their world. High school stu-
dents may indeed join informal groups or cliques in school, but such infor-,
mation is relatively useless unless we know why students choose to associate
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with one group rather than another, or what their perceptions are of the
values and purposes of such groups. At another level, a field trip to the zoo
may be seen by the principal as a learning experience that expands the
conventional curriculum. The teacher may view it as "a breather," a day away
from the "drudgery of daily classroom life."

6. The basic function of the researcher is descnption; the richest, fullest,
most comprehensive description possible. Such "thick description" enables
the researcher to perceive subtleties in human behavior (is a raised eyebrow
a conscious reaction or merely a twitch?) that are vital to full understanding.
Such description suggests a basic interest in process rather than product or
output. Qualitative researchers describe but do not judge or evaluatealthough
their data may well be used by others in an evaluative sense. Thus a school
may richly document the lives of children as they move through school,
including samples of children's work, excerpts from teachers' and children's
journals, comments of observers, and so on. Parents, teachers, and others
concerned with the quality of children's schooling must then assess this "thick
description" and decide for themselves on the adequacy of the school's
programs, methods, and activities.

This last point seems to me to be absolutely vital in importance. Clearly,
the notion of emphasizing description rather than evaluation or judgment
(describing "how" rather than "how well") has its roots in anthropological
inquiry. However, this notion seems to have spawned a new breed of evalu-
ation specialists in education who, in fact, have developed models designed
to describe curricular and methodological events as richly and fully as possi-
ble; to reveal the fullness and subtlety that transpires in and out of classrooms
so that decision makers can make the most informed decisions possible.
Consider these examples:

1. Praspect School's Documentation Model.' Documentation as practiced
in Prospect School consists of the gathering and analysis of a wealth of
descriptive material on individual children collected longitudinally. Samples
of children's painting, drawing, building, and other three-dimensional work,
and writing as well as teacher observations, journals, and other material serve
as the basis for the documentation process. These documents provide an in-
depth description of the ways in which children become involved with mate-
rials, the nature of their interaction with adults and children, their interests,
learning styles: and academic strengths and weaknesses.

Thus, through sampling the program in all its complexity, over time, and
through the points of view of all the persons participating in it, the interested
reader is provided with a biographical, historical account of the program that
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is not directly evaluative. Indeed, the program (or the work of a given child)
can be evaluated by any standard that the evaluator wishes to apply.

2. Elliot Eisner's Connoisseursb0 Model. Educational connoisseurship is
the "art of appreciation."' That is, the connoisseur, whether of wine, tennis,
theater, or education, is able to see subtleties and nuances of his or her field
of specialty. The educational connoisseur is able to observe, record, and
describe events occurring in schools and classrooms more completely,more
fully, and more meaningfully than is the neophyte. Connoisseurship skills are
developed over time, through experience, and through practice. Educational
criticism, as Eisner sees it, is the ability to illuminate, render, or disclose what
has occurred in an educational setting"to enable others to experience what
they may have missed."'

These thick descriptions, written by trained educational critics, then
become the subject for dialogue and discussion by teachers and other inter-
ested parties. Educational criticism would typically include not only the artistic
description of events, however. Critics would raise questions such as, "Why
is it that this classroom functions in this particular way? Why do these side
effects occur? How does the reward structure of this classroom shape the
relationships students have with one another? How is time used in this class-
room?" Ultimately, evaluative issues are raised by both the Critic and subject.
The purpose, however, is not to evaluate on some normative basis, but rather
to examine the nature of the mach between what was intended and what
transpired.

3. Sara Lawrence Lighybot's 'Portraiture" Model. Lightfoot9 uses the
term portraiture to describe her work because it allows maximum freedom
from the traditions and constraints of conventional research. For Lightfoot,
"portraiture" consists of relatively short (five or six clays) intense visits to
schools by experienced, skilled observers with years of research training. The
researcher's purpose is to attempt to capture the school's "life, rhythm, and
rituals" by uncovering the insider's view of what is important. Data sources
include observational records, interviews, and the school's written documents;
for example, school newspapers, literary journals, yearbooks, school cata-
logues, and attendance and other records.

As the research proceeds, significant themes are identified, often dealing
with issues such as teacher autonomy, the quality of leadership, curricular
strengths and weaknesses, and student values. These persistent themes are
then made available for study and discussion by the actors in the play, the
teachers, principals, students, and parents.

4. Robert Stake's Reponsive model." Responsive evaluation also empha-
sizes portrayal rather than analysis. This approach recognizes the importance

V4,
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of conditions that preceded a given curricular change, the ways in which the
new program is being taught and learned as seen through the eyes of partic-
ipants, and the program's outcomes, both intended and unintended.

Responsive evaluators "collect judgments" of all of the significant partic-
ipants (children, teachers, and principals) rather than imposing their own
views.

The evaluation begins with an extensive data base. However, a systematic
form of reduction takes place as the study proceeds, so that the scope of the
evaluation is continually narrowed. Thus unique and unpredicted events will
also have a chance to be considered as the evaluation proceeds.

Ultimately, a responsive evaluation should sharpen discussion, disentan-
gle complexities, isolate the significant from the trivial, and raise the level of
sophistication of debate.

5. Robert Wolfe's Judkial Mode." This model brings the technique of a
court of law to educational evaluation. Essentially the judicial model is an
educational hearing. Unlike a court of law, its goal is to provide a setting for
the consideration of alternative arguments concerning a specific issue, rather
than to "win a case."

The model proceeds through four identifiable stages: issue generation,
issue selection, preparation of arguments, and the hearing itself

As with other alternative evaluation models we have discussed, the judicial
model makes extensive use of more subjective data (such as data gained
through unstructured open-ended interviews with a diverse group of partic-
ipants) and a continuing process of reduction of data so that the most signif-
icant issues and questions may be identified for discussion at "the hearing."

Thus, the eventual and culminating hearing becomes a forum for com-
peting ideas in which witnesses present "evidence" and are questioned and
asked to clarify or explain. Eventually a balanced account of the issue under
question is given, and a more informed decision is ultimately made.

These new directions in evaluation have had an increasing effect on our
work at the University of Connecticut. Our students have become deeply
involved in descriptive research that we feel can and will make a significant
difference to practitioners. This research follows no specific descriptive model
(Eisner, Lightfoot, Stake, or others), but rather is eclectic in approach, using
a variety of descriptive methods that are appropriate for the problem under
study. Some of the most significant of the Connecticut studies include these:

Chris Stevenson" was interested in the nature of the transition of 25
adolescents (ages 14-19) from a child-centered elementary school to a variety
of types of conventional, traditional secondary schools. Each student was
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interviewed at considerable depth in order to arrive at what Stevenson calls
the "essence" of their values and beliefs concerning the significance and
impact of the school's formal and informal curriculum, the nature of their
elementary schooling, secondary schooling, and the transition itself.

Kay Doost'3 made use of the magnificent collection of student docu-
ments stored in the Prospect Archives at the Prospect School in Bennington,
Vermont, to study aspects of the development ofa single child's thinking over
a period of eight years as well as the relationship of various curricular expe-
riences to the child's intellectual growth. She examined samples of thechild's
writing, painting, drawing, work with clay, number work, participation in
classroom activities, friendship patterns, and so on.

Ann McGreevy" identified nine pairs of identical and fraternal twins,
one of whom was selected for a special gifted/talented program in school
while the other twin was not selected. She was interested in the effects of
being included or rejected as perceived by the twins themselves, parents, and
teachers, and in the nature of the curriculum each twin experienced as a
member of a contrasting program. Her .ethodology included interviews,
classroom observations, document analvls, and projective techniques.

Karen Berg" wanted to identify ents' values as she embarked upon
a curriculum revision project at the rsity Nursery School. She believed
that parent support was essential to curriculum, and thus parent
views must be sought. On the other ha v t parents say they will support
may not be consistent with the values thty have internalized and which
motivate their actions. Berg used a phenomenological methodology to exam-
ine parents' views. Through in-depth, unstructured interviews, she involved
parents in discussions of their preferences and concerns for their child's
schooling; their satisfactions, disappointments and goals relative to their own
education; and their methods of teaching children practicalskills in the home.

Kay Merriam° wanted to investigate what she calledthe "Latent Devel-
opment of Outstanding Abilities," of recognized, outstanding adults in a num-
ber of fields whose abilities went largely unrecognized in childhood. She
identified five individualsa nuclear scientist; an outstanding environmen-
talist; an established, nationally known, muld-talented artist; a state governor;
and an award-winning veterinary pathologist. She conducted oral history
interviews with each individual, focusing on their experience at work, with
mentors, peers, and parents, arid particularly on the nature of their curricular
and other school experiences.

Camille Allen'7 was interested in describing the nature of social inter-
action occurring among a group of 4th, Sth, and 6th grade students and their
teacher when a microcomputer was introduced into the classroom environ-
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ment. Videotapes, participant observations, student logs, and structured inter-
views were her basic data sources. She identified the quality, types, and
characteristics of social interaction between the teacher and her class.

Karen List" wanted to identify educational and societal influences on
the creative development of a group of outstanding young female artists. She
conducted in-depth interviews with each of the 11 women in her study,
analyzing the data both as a series of individual case studies and as a 'source
of collective data. Thus individual portraits of each artist emerged, as did an
overall picture of the curricular and other forces that effected their creative
growth both in and out of schools.

Other, similar studies have been completed recently at the University of
Connecticut: Speck's'9 study of perseverance or stick-to-itiveness in young
gifted children; Arnold's20 study of the thinking of four outstanding curricular
theorists working in the field of early adolescent education; Sylcox's2 study
of older creative individuals; Kupperrnan's22 study of the day-to-day activities
of a building principal over an extended period of time; Story's23 study of the
characteristics of successful teachers of young gifted children; Rogers'" study
of the out-of-school time use of children in a suburban, upper middle class
community, and Rogers'25 study of teacher and student perceptions of the
effectiveness of a high school sex education curriculum.

I began this chapter by criticizing Neville Bennett's research, wishing he
had studied his schools for a longer period of time, included a broader
spectrum of evidence, spent more time on site observing children and class-
rooms, and examined the perceptions of children, teachers, parents, and other
significant "actors in the play."

It should be clear that the models identified earlier in this chapter,
including documentation, portraiture, connoisseurship, and so forth, have had
their influence on curriculum thinking in a very practical way at the University
of Connecticut. Our students (and students at other universities as well as
teachers and administrators working in schools) have examined a number of
important educational questions in ways that break out of the conventional
research paradigm described earlier in this chapter. Clearly qualitative/aes-
thetic researchers have adopted a new set of assumptions to guide their
workassumptions which should lead to a deeper understanding of children,
teachers, curriculum, and schooling in general.

What, then, can teachers and administrators do in a practical way to carry
out the ideas discussed in this chapter? Is there anything one can realistically
do, given the everyday survival pressures most teachers and administrators
face? I think so.
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We might begin by recognizing the value of a variety of kinds of data
including children's writing, drawing, poems, and sketchesas valuable evi-
dence of children's performance.

In addition, and more specifically, I offer the following suggestions:
1. The Prospect School in Bennington, Vermont, offers workshops for

teachers and administrators at Bennington and in addition will send teams of
experienced practitioners to school districts wishing to learn more about the
documentation process referred to in this chapter. I have also worked closely
with a number of other schools in the greater Connecticut area that have
developed innovative evaluative devices. I think portico! 1-ly of the Mead
School in Byrom, the Whitby School in Greenwich, and the Early Learning
Center in Stamford. One might also get in touch with Central Park East School
in New York City, the Shoreham/Wading River Middle School in Shoreham,
New York, and Thayer High School in Winchester, New Hampshire. Teachers
and administrators at all of these schools have evolved alternative modes of
evaluation.

2. Much of the work described in this chapter is the result of collaboration
between my graduate students at the University of Connecticut and local school
districts. Those districts have identified problems and we have worked directly
with them to develop alternitive data-gathering devices and, in fact, to gather
much of the data itself. Similar collaborations might be arranged in other
areas. In addition, a colleague in the educational administration department
and I teach a course which involves the collaboration of a class of ten graduate
students and three school districts in a program aimed at a better definition
of the teaching/learning act.

The following excerpts are from a letter mailed to a number of Con-
necticut school superintendents. It described the course in some detail:

During the first six weeks of the course, our graduate students would be trained
to write broad educational "portraits" or "criticisms" based on the work of Elliot
Eisner and Sara Lawrence Lightfoot. Our students will also study how to conduct
effective interviews with teachers and children, how to analyze relevant educa-
tional documents such as curriculum guides, statements of goals and objectives,
and lesson plans, and how to video-tape day-to-day life in classrooms.

Six weeks of the course will then be devoted to data gathering in the
schools. We would need approximately three classrooms from each participating
school for clinical observations. Teachers who might be interested in having
their instructions observed would be invited to a meeting at which the projects,
goals and procedures would be explained and discussed. Then they would be
asked to volunteer. There would be no pressure to participate.

We would anticipate three, two-hour observations in each of three class-
rooms during the six weeks of "Clinical Sessions." In addition, those teachers
observed will be interviewed concerning their perceptions of their work. Stu-
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dents will also be interviewed so that students' perceptions become a part of
the classroom "portrait." Our students will also analyze participating teachers'
lesson plans, school curriculum guides, philosophical statements of purpose,
and so forth.

During this phase of the course, we will attempt to describe or characterize
these classrooms, to identify their pervasive qualities.

Data gathered during these sessions will be analyzed, organized and shared
in seminar with participating teachers, administrators, and other teachers as
deemed appropriate. The purpose of these seminars is to gain a deeper under-
standing of the teaching and learning act itself rather than to evaluate a given
teacher.

As teachers discuss the university team's data they may wish to have nar-
rower, more focused studies of specific aspects of their teaching. If so, the
university team will develop appropriate techniques (including video-taping)
for such followup.

As a result of these activities, we hope that both our students and pai-tici-
pating teachers and administrators will have developed a number of more
effective ways of examining the complex phenomenon we call teaching. How
these techniques are eventually used in any given school will of course depend
upon the needs and interests of that school.

Those interested in more information about the course and its content
might write to me at the University of Connecticut.

3. A number of universities across the U.S. are doing exciting work in
the area of qualitative research. I think particularly of Stanford University in
Palo Alto, California, the University of Pennsylvania, and Cornell University, as
well as a number of others. It would be wise to find out what is being offered
at nearby colleges and universities and seek the help of faculty specializing in
the application of these techniques to educational settings.

A particularly exciting example is a workshop offered by the University
of Vermont titled, "Understanding the Curriculum of the Mind." Consider the
following excerpts from the workshop description:

Curriculum evaluation in schools is generally carried out by examining
conventional data such as student performance on norm and criterion-refer-
enced tests and subjective expressions of teacher opinion regarding the merits
of particular syllabi and published instructional materials. While this data is often
useful, it does not adequately assess the more longitudinal and impressionistic
outcomes of classroom experience. This institute is designed to cultivate teach-
ers' and administrators' interests and skills for more comprehensive assessment
of student learnings derived from existing curricula.

The outcome of school programs that should ultimately be of greatest
interest to educators, however, is "the curriculum of the mind:" the complex of
recollections, associations, impressions, interpretations, ideas and values that
endure in a phenomenological context for each person. Virtually nothing is
done in schools to understand this dimension of the school experience, and
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only recently have a few educators begun to explore it. What is "known" and
endures as "knowledge" invites systematic exploration. This institute will pro-
vide a collegial setting lasting over several months for such study.

4. Inservice sessions might be used to foster the role of teacher as
"naturalistic inquirer." That Is, time spent In inservice programs might well
be spent on helping teachers to become better data gatherers and better
analyzers and interpreters of what goes on In classroom situations.

5. it would be most helpful if educational professionals would try to
Inform parents of the complexity of the educational process by using illustra-
tive data of the kind described In this chapter. One of the problems most of
us face is that the general public has a simplistic view of the teaching/learning
act. It is quite possible that the careful 'use of the sort of material I have
emphasized would help to convey this Idea.

6. School districts might embarkupon relatively simple follow-up studies
of children moving from elementary into junior high schools and from junior
to senior high schools. That is, It would be immediately useful and practical
to understand children's views of the educational experiences they have had
at a given level.

I don't suggest that any of this Is simple. Nevertheless it is possible.
Indeed everything I have discussed here is being done somewhere by teachers
and administrators In American public schools.
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Chapter 8.
Curriculum From a
Global Perspective
ULF P. LUNDGREN

Today's international scene calls for the development of a broader view of
the scope and aim of education as a science. Educational research has been
an active part of the fragmentation of education during this century. If intel-
lectuals have a responsibility it is to unify what is fragmented and to provide
a solid base for the critical understanding of changes. Science does not control
these changes but can, by the power of knowledge, map them out. In that
sense curriculum in a global perspective is a moral creed for scientific peda-
gogicai enquiry. What is presented here represents the outline of a method
for such an enquiry.

The Concept of Curriculum

The quantitative growth of educational research, in the western capitalist
world, especially since World War II, was intimately related to the general
expansion of public education. As educational science became a part of a
larger social reform movement, educational knowledge was increasingly used
for social engineering. Educational science thus came to be regarded not only
as a basis for the rational improvement of teaching, but a basis for social
planning as well. Educational research shifted from its classical orientation

Ulf P. Lundgren is Professor, Stockholm Institute of Education, Stockholm,
Sweden.
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the study of education as a social institutionto an orientation toward knowl-
edge production that was pragmatic in nature. Empirical research came to
dominate the science of education.

In the 1960s and the early 70s the signs of a shift away from this post-WW
II orientation became apparent. In their book Ideology and Power, Karabel
and Halsey' describe the background for this shift in the direction of educa-
tional research in the United Kingdom. They note the growing interest in
classical studies in education as well as an increased interest in the sociology
of education. This shift was also noted in the 71st Yearbook of the National
Study of Education, Philosophical Re-directions of Educational Research. In
the preface, L. G. Thomas writes:

In recent years educational philosophers have been turning to quite different
problems and hence offering a quite different contribution to educational thought.
Instead of building prescriptive theories, they have been analyzing the meaning,
of educational concepts.2

A common problem dealt with in most of the contributions to this book is
the need for conceptual stringency in the language used by researchers.
Several authors deal with the fact that key concepts in educational science
lack definitional rigor. Or to use the words of Komisar:

In education, then, it is not the language that is distinct and special but rather
its users. The language of education is the common language of daily affairs as
used by a specific identifiable group of persons in the conduct of a distinct set
of tasks.3

The validity of Komisar's remark can be illustrated by comparing the different
meanings given to the word "curriculum" by educational researchers.

Although curriculum can be regarded as one of the key concepts in
educational research,4 it has been used quite differently by various research-
ers, and, in many instances, what is meant by the term is quite obscure.
Dottrens5 notes that the tcrm curriculum in the early part of this century seems
to have meant a document showing a detviled plan for a school year. Today
the term "syllabus" conveys this meaning, which is also the meaning of the
French term "Plan d'études," the German term "Lehrplan," and the Swedish
term "Laroplan." In Swedish there is, to take one example, no term for the
general concept of curriculum. In Swedish educational research the term
"LAroplan" is used to cover the specific meaning, "syllabus"namely a doc-
ument, decided upon by the parliament, concerning the goals of school
subjects, number of lessons per grade, and suggestions concerning the method
of instructionand the more general meaning of curriculumas a structured
series of learning outcomes.6 The meaning of curriculum is hence difficult to



Curriculum From a Global Perspective 121il

comprehend even for the educational researchers whose work is supposed
to aid in the construction of curriculum theories.

The traditional and classical European school curriculum was organized
within the seven liberal arts (Trivium and Quadrivium). These arts became a
scholastic canon whose impact is still felt in western curriculum thinking. The
liberal arts were considered to be the vehicle for the education of free men
(in contrast to slaves). It was during the Middle Ages that the selection of
content within the seven liberal arts came from a population of texts, the
mastering of which became codified as the medium by which the mind was
to be liberated and the character disciplined. Over time this changed, and the
justification for the study of specific texts became the need of exemplary
studies. These texts reflected the classical world ideas, and the curriculum for
classical study was built on "the Golden Age concept." The goal of education,
then, was to reproduce the intellectual world of the lost "Golden Ages" or
the enkyklos paidea: the core of knowledge for all educated and scholared.
The educational term for the seven liberal arts was, however, not curriculum.
During the Middle Ages the terms studium or ordo and, later, ratio, formula,
and institution dominated. During the 16th and 17th centuries the term
curriculum was employed to indicate the time process; the repeatable; the
coming back every year. During the Enlightenment, new terms, such as "Lehr-
plan" in Germany; replaced the term curriculum. The term survived, how-
ever, in the Anglo-Saxon countries and is now reappearing in German curric-
ulum literature.8 In Sweden the term curriculum is still not used.

What then would constitute a rigorous definition of curriculum? As.a first
approximation I use the following definition: a curriculum is a text for peda-
gogy. It codifies the basic meaning of the educational process in question, the
selection and organization of what is taught, and the methods for instruction.
That definition conveys the sense of one given by Johnson,9 but enlarges the
scope by including the process of selection. In doing that we follow the
German literature.w It is important to keep in mind that this definition of
curriculum only has meaning and power as part of a larger conceptual frame-
work Therefore, in order to clarify my definition of curriculum, I will sketch
out the basis for understanding state-arranged schooling in general. From
within this general perspective I will identify basic problems and questions
in curriculum construction and processing. Thus a global perspective is a
specific theoretical perspective that can serve as a framework for identifying
basic problems of schooling.

Since educational science lacks the necessary language and concepts by
which basic pedagogical problems can be scientifically identified and inter-
preted, the terms used in educational science have a specific conceptual
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meaning only within a given conceptual frame of reference and by virtue of
a specific set of relations to reality. It follows, therefore, that a global theoretical
framework for curriculum can only emerge from an analysis of education as
an institution and an analysis of how this institution is constituted within
society.

Basically, all education is preserving or, to allude to Dewey's words in
Democracy and Education," education is the instrument for the social control
of life. It is by the processes we call upbringing and education (that is,
pedagogy in its most elaborated meaning) that a culture is preserved, repro-
duced, and renewed. In the upbringing and education of each new generation,
language, the knowledge and the skills necessary for the production of goods,
and the moral order of society are reproduced. Durkheim writes:

Every society sets up certain ideals of man, of what he should be, as much from
the intellectual point of view as the physical and moral. The ideal is, in some
degree, the same for all members of society; but also it becomes differential
beyond a certain point, according to the specific groupings that every society
contains in its structure. It is the ideal, which is both integral and diverse, that
is the focus of education.'2

The ideal Durkheim describes is a historical product explainable in
relation to changes in modes of production and changes in social organization
and culture. Simply stated, social ideals must be understood in terms of the
particular historical context from which they emerged.

Social production involves the transformation of the natural world into
objects and social necessities as well as the production of symbols and the
social conditions necessary to enable production to continue. The goals,
content, and structure of social reproduction reflect the modes of social
production, ,the historical conditions that have formed the modes of produc-
tion, and the production structure.

Since cultural and social reproduction assumes its form in pedagogic
processes, the nature of these pedagogical processes is necessarily a function
of the sociocultural context in which they are constituted. In order to explain
the nature of social reproduction it is useful to examine the division of
pedagogic responsibility in society. It may be helpful to make a distinction
between two agencies of social reproduction: (1) the primary social group
and (2) the state (the term state confined to its Weberian connotation; insti-
tutions in society that have the legitimate right to use violence).

In a society characterized by a limited social division of labor, and having
a homogeneous culturefor example, a stable agriculture societythe edu-
cation of the child in the primary social group is sufficient to guarantee the
reproduction of the knowledge and skills necessary for production. It can
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even be argued that in such a society there exist few If no concepts that are
educational In nature. The selection of content for education and for upbring-
ing is given by the context. In other words, education is embedded in the
social context. The selection and organization of content is given by the social
life itself. There is no need for an educational language and even the trans-
mission of knowledge can be done with relatively few symbols. In such
societies learning is, to use Dewey's characterization of the nature of learning
and education, "the organic connection between education and personal
experience."13 Children learn, for example, by imitating adults. Through imi-
tation they learn to identify with the culture and its forms of management of
the world about them." Socialization is based on children's direct relationship
to the world around them. The value and meaning of work is learned at the
same time as the knowledge and skills necessary for work. The recreation of
knowledge and skills required for production is intimately and indissolubly
interwoven with the recreation of the cultural values and ideas that are essen-
tial for the moral order. Thus the ideal of education is a consensus within the
group responsible for education. The responsibility of the state (if we can talk
meaningfully of a state in such a society) is limited to the needs of the state
itself; that is, the need for qualified manpower to carry out its military, judicial
and administrative functions. Using Durkheim's terms we can talk about such
a society as being characterized by mechanical solidariry.

Ideas about public education in Europe are a part of European religious
tradition. With the reformations of the church, religious education became
public education. The emergence of new national states, exemplified by the
French and the American Revolutions, created the need for the public edu-
cation of citizensa public education motivated by national constitutions. "I
know no safe depository of the ultimate powers of society but the people
themselves," wrote Thomas Jefferson, "and if we think them not enlightened
enough to exercise their control with a wholesome discretion, the remedy is
not to take it from them, but to inform their discretion by education."15
Jefferson argued for public education in order to guarantee the new Republic.
These ideas about public education must also be understood in relation not
only to new conceptions of the relation between state and society, but also in
relation to basic societal changes. The establishment of compulsory public
education, for eximple, was in part a consequence of basic changes in struc-
ture of production of western society.

The rationalization of agriculture in the 18th and 19th centuries, for
example, changed the modes of production in the western world. The devel-
opment of new energy forms laid the ground work for industrialization. Basic
changes in capital structure signified the emergence of a new economic
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structure. A new division of labor increased the differentiation within western
societies. Urbanization was partly a consequence of the effects of the agricul-
tural rationalization and partly a consequence of an increasing proletariani-
zation of the workers of the soil. This process supported accelerated indus-
trialization by creating a pool of labor for industrial expansion.

The composition of the bourgeois strata was also changed by the increas-
ing industrialization.'6 These social changes meant a stratification of the tra-
ditional bourgeois into new groups, which were based on educational quali-
fications In addition to the possession of movable capital. A new "middling
class" was formed that put new demands on the state, which included demands
for education.

This web of changes of the material base and superstructure of western
society cannot be explained in chains of cause and effect. They are changes
produced by human work and activity, both physical and mental. Describing
these changes in terms of their educational significance, we see them as
breaking the organic relationship between social production and social repro-
duction,

The Birth of Compulsory School Curriculum
Two points from the preceding discussion have to be repeated. First, in

notes about the genesis of the term curriculum, I pointed out that the classical
curriculum initially centered around the education of free men, and was later
trapped in a tradition of mastering certain texts. Second, education in a society
with a limited division of labor, the educational problems of the selection,
and the organization of content for pedagogy was simply a part of the social
context of production. These two points are important in the discussion to
come.

During the 1830s and 1840s, laws were passed concerning compulsory
education in most countries in Europe. The state assumed a responsibility
(education) that had previously been the responsibility of primary social
groups and tried to transmit a moral picture to the citizens that was, to use
Durkheim's word, integral.

It is when the processes ot production and reproduction are separated
and fragmented that the concept of curriculum becomes a social necessity.
When we are able to Identify the two basic contexts In a society (production
and reproduction), what should be learned, how it should be organized, and
how the instruction is to be formed are no longer embedded in the production
context. Instead they become abstract problems that have to be conceptualized
separate from the production process. The knowledge and skills to be learned
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are no longer given by the immediate context; rather, they have to be abstracted
out of that context and delivered in a text, In compulsory mass public education
there is no context for education that by itselforganizes what Is worth knowing.
A selection has to be made, this selection has to be organized, and forms for
instruction have to be developed. More concretely: if learning how to use the
plough Is in the context of ploughing and the knowledge and skills are
acquired in the real context of ploughing, then the activity itself will determine
the selection of content, organization of content, and methods of transmission.
In an educational Institution the plough is replaced by a picture, and the
transmission of knowledge about the plough must be done by language. It
becomes important to name the parts of the plough, to be able to describe
the process of ploughing, to learn via abstract thinking what practical expe-
rience could teach. In other words, the plough becomes abstraction. Or In
still other words, the plough is "decontextualized."

The point is that when production and reproduction processes in a society
are Inextricably interwoven, the problems of social reproduction are very
Intimately related to the problems of social production. The child learns the
knowledge and skills necessary for production by participating In the pro-
duction processes. There is no need for a special language for education;
there is no need for thinking In terms of objectives, goals, or methods for
teaching. The problem of learning is a part of production, and evaluation Is
the working process itself. A slow learner means slower production. When
production and reproduction processes are separated from each other a
representation problem arises; that Is, the problem Is how to represent pro-
duction processes so they can be reproduced. The representation problem is
the object of educational discourse, and its specific solution is the curriculum.
Thus the concept of curriculum In the context of compulsory public education
addresses the transformation of a contextualized pedagogy to a decontex-
tualized pedagogy.

A Method of Enquiry

Let us return to the discussion about the lack of specificity in the language
of education as a science. If we accept the statement that education as a science
has few concepts that are well defined, one explanation is that educational
research Is only to a small degree built on a basic knowledge of the reality to
be studied. Since educational research has become (1) linked to social/edu-
cation change, and (2) Instrumental in Its aims, the criteria for knowledge
production In education have been contextually bound to the specific sort of
education the research was supposed to serve. These statements follow from
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the observation that the terms used in educational research more often reflect
a specific educational system, and thereby a specific culture, than a funda-
mental scientific and theoretical tradition. To illustrate the same point in a
more specific way, Walker argues that the research tradition "does not stem
from any intrinsic qualities of behaviour, but rather is derived from the moral
order of American culture" If a key concept in a science is arbitrarily used,
that is, as Komisar pointed out, it is specific only by virtue of the fact that its
user has conducted a distinct set of tasks, then this concept is a function of
the context in which the users dwell. The result is that the research will
produce theories that are arbitrary and bound to time and context.

According to Tot nebohn, scientific enquiry and research is:

sequences of complexes composed by knowledge, problems, and instru-
ments It will be assumed that research is concerned with a part of the real
world. Knowledge may then be described as an authorized map over the terri-
tory."

The need then is to develop a scientific perspective that both defines the
territory and assigns value to the map. If we accept that the territory of
education is an artifact and that educational phenomena are human-made and
therefore historically constituted,

Whatever regularities researchers are to find in educational phenomena will
have been determined by human beings in a social context. Normative judge-
ments (rules, policies, value judgements, ideals which govern action) condition
greatly the phenomena to be studied. Change a belief system and the content
of research reports will be different."

These explanations help illustrate the necessity of developing a scientific
perspective within which key concepts have clear meaning, that is, a perspec-
tive concerning the basic phenomena of education, it is a perspective I have
chosen to call a global perspective, which requires that the birth of schooling
as a context for reproduction has to be conceptualized. Schoolingthe cre-
ation of a specific human activity for the socialization of children, separated
from basic social productionhas to be conceptualized, so that key educa-
tional concepts can be given precise meaning. In other words, the concep-
tualization of schooling will make us able to conceptualize the entire field of
education.

The basic problems that Dewey and Durkheim dealt with were the
educational consequences of a modern society in which schooling replaced
the education and upbringing in homes. Their work concerned the conse-
quences of a differentiated society in which the production processes and the
reproduction processes were separated from each other. Dewey's work con-
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cerned how to break the consequential abstraction process in schooling. How
to make, via public education, a differentiated and therefore relatively irwisible
society more visible; how to create an organic link between education and
personal experience; or, in other words, how to recontextualize education.
Durkhelm saw the same social differentiation as the basic shaping process of
modern society and modern culture. This process, according to Durkheim,
resulted in the breaking down of a mechanical solidarity and created the
problem of how to shape a new Organic solidarity, In this context, modern
society, the moral order had to be guaranteed by the state, Modern public
schooling was, then, created to transmit a moral order, which, because of
social differentiation and the increasing division of labor, could not be secured
within the processes of production.

The conceptual framework being constructed here contains two pairs of
concepts that are dialectically related to each other. One pair is production/
reproduction. The other pair is state/society. Taking this paradigm as a struc-
ture in analyzing the historical development of society, I have utilized the
concepts ofpedagogical context andpedagogical text. When production and
reproduction processes are separated, two pedagogic contexts are created:
(1) the context of society, in which education is conducted in the primary
social group and related to the social production, and (2) context of schoots,
in which education is arranged by the state and in which education is con-
ducted in schools. Given this separation of social production and reproduction
and the creation of a specific context for reproduction (schools), education
becomes abstract, decontextualized, and processed by and through texts.
Education develops as a special field of discourse. A language about education
is formed; text traditions are established. Ideas about the methods of trans-
mission are formed. The curriculum field within mass education is made
possible.

This paradigm is not a theory in a restrictive sense. It is a scientific
perspective within which key concepts can be defined and within which
specific theories can be formed by empirical studies. It is a perspective that
delivers a specific language that makes it possible to compare and use various
specific theories related to time and context-bound educational phenomena.
It is a method of enquiry in that it gives a theoretical frame of reference for
questioning specific phenomena.

Curriculum and Schooling

In sketching this perspective we relied on a series of approximations.
The purpose was to illuminate the conditions under which the state has
intervened in social reproduction.
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One such approximation was the statement that the separation of pro-
duction processes from reproduction processes called for new forms of social
integration. Industrialization, the rationalization of farming, migration, and
new political ideas and theories changed the social structure of the western
world during the 19th century. Sweden is an example of how farming was
rationalized. Laws were passed in the late 18th century and early 19th century
requiring that farm properties be divided in a new way. Formerly, the village
was the social center, and one farm could, through heritage, have small parcels
of land distributed in many places. This demanded cooperation in the village
and farmers were thus dependent on each other. The new laws divided
properties so that farmhouses were moved out to the properties and the
village structure was destroyed. Farming became more efficient and the pop-
ulation grew, but children were not allowed to divide the property. The
younger children had to find work outside the farm. In this way a proletariat
was formed that later provided the labor force for expanding industry. From
a reproduction point of view, established patterns broke down. Parents lived
far away from their children who had to raise their own children in a new
social context, which in turn changed the nature of social reproduction.

The breakdown of the social structure with the rationalization of farming
and industrialization occasioned new social problems and social turbulence.
The working class was formed and the bourgeois classes were divided into
new strata. In 1848 there were revolutions in most of the capitals of Europe.
In England social contradictions had led to the People's Charter (1838). The
Communist Manifesto published in 1848 ends with: "Let the ruling classes
tremble at a Communistic revolution. The proletarians have nothing to lose
but their chains. They have a world to win. Working men of all countries,
Unite!" This was an expression of internationalism that threatened national
states.

Internationalism and attacks on the existing social order were met with
both force and social plans. The passage of compulsory education laws is an
example of a social plan. The aims of the curriculums for this new mass
education were to train the citizens in their duties. The curriculums for the
compulsory schools became, then,lcurriculums built on a moral code. The
purpose of pedagogical texts was to transmit a basic moral order. Earlier I
described the classical curriculum as built on a specific text-tradition. It was
a specific set of texts that were to be reproduced. The concept of a well-
educated man was constructed first on the ideal of a liberated man mastering
the world about him by an education that was an odyssey through the existing
and the lost world. Later this odyssey became a piloted tourthe word
curriculum stood for the repeatable, the coming b ck, the scheduled. This
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was a very specific meaning of curriculum, in which the curriculum was
bound to an organized set of texts.

I have defined curriculum as the basic meaning of what is to be learned,
a meaning that governs the selection of content, the organization of content,
and the ideas of instruction. I have also, within this general definition, dis-
cussed the birth of curriculum in mass education by explaining the necessity
of mass education and schooling as a consequence of basic changes in society,
related to division of labor. I have also stated that in the first phase of mass
education, the basic codethe basic meaning of the curriculum governing
the selection, organization, and ideals of instructionwas a moral one. By
the term curriculum code I mean a set of principles that guide the selection
and organization of content and form the ideals and practice of instruction.20

To say that curriculum becomes a necessity when schooling is established
is not to say that the curriculum has to take the form of a document. It can as
well be a shared view on what is important to reproduce, or a consensus. It
is to say, however, that the educational processes will have a specific meaning,
which is the transmission of a curriculum code.

With the introduction of modern languages and modern natural sciences,
the classical curriculum code partially disappeared, and was combined with
a more realistic curriculum code. After the French Revolution, natural science
as a part of the curriculum became a reality. In the U.S. Samuel Smith advocated
a realistic curriculum responsive to modem American society. The study of
natural sciences had come to have a practical value. New disciplines like
mechanics, geography, natural history, and linear drawing were introduced.
The methods of instruction changed. Laboratories were used. The microscope
was introduced into education as well as audiovisual material (such as model
ships and model gardens). This shift announced a new relationship between
state and society. The changes in the bourgeois strata had put demands on
the state to assume a responsibility for a specific type of education (realistic)
in addition to the education needed for the management of the state apparatus
itself.

Returning to the two pairs of concepts in the paradigm, we can see how
the destruction of the organic relation between production and reproduction
appeared, on the one hand, as the educational problems of providing neces-
sary new qualifications as well as education for a new type of "free men,"
and, on the other hand, appeared as a reproduction failure that called for a
new moral education of the masses. The result is state intervention in social
reproduction. The resulting state-organized educational system designed to
respond to these problems was built on two pillars. The first pillar was a
curriculum that developed from a long text tradition, built on elements from
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classical curriculum thinking, with new principles into which more pragmatic
elements had been introduced. The second pillar is a school system designed
to provide moral training, that is, training for citizenship.

The Modern CurriculumThe Reconstruction of the
Invisible Community

With the increased separation of production processes from reproduction
processes, demands on public education were more and more related to the
lost link between production and reproduction. That is, public schools were
expected to integrate the reproduction of knowledge and skills not only with
the dominant moral order, but also to integrate them with the modes of
production and thereby provide the qualifications needed for production. It
was, however, not only qualifications in a strict sense that were needed. With
the increasing differentiation within society and the increasing division of
labor, society in itself became for the single citizen more and more invisible.
Education, for which the state was now responsible, had to intervene to
recreate for the citizen a picture of lost relations. In their essay, "The Invisible
and Lost Communiv of Work and Education," Eleanor and Walter Feinberg
write:

h is not so much the case that the moral justification of work is new. Plato's
Republic was, at the very least, an attempt to justify work on moral ground. \That'
is new is the fact that for many people the context of this justification is an
abstract one, one that is not easily reinforced by the direct effect that their work
has on the lives of other people ... The community which we serve is an abstract
one, and therefore the moral justification which allows us to continue in our
work is indeed best represented by a picture, by a copy of reality that is in fact
too large for us to experience. \There a community is present, then we can take
it for granted, and concern ourselves with workmanship. Where it is not present,
we must create it in our hand and must worry about making a contribution.21

The successive fragmentations of production and reproduction produced
a new legitimation for education. Schools were to educate a new type of
citizen. These citizens would (1) understand their role in a new and demo-
cratic society, (2) be able to cope with abstract knowledge about reality, and
(3) accept work dependent on mental capacity and thereby on education. In
perhaps one of his most influential works, The School and SocieV, Dewey
writes:

One can hardly believe there has been a revolution in all history so rapid, so
extensive, so complete (p. 35) ... Back of the factory systems lies the household
and neighborhood system. Those of us who are here today need go back only
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one, two or at most three generations, to find a time when the household was
practically the center in which were carried on, or about which were clustered,
all the typical forms of industry (p. 36) ... At present, concentration of industry
and division of labor have practically eliminated household and neighborhood
occupationsat least for the educational purpose.22

The solution to come was a pedagogy in which the curriculum was
organized around the individual. Even the very definition of curriculum became
an individual learning sequence, as in the 1969 edition of Encyclopedia of
Educational Research, in which Kearney and Cook define curriculum as ".
all experiences a learner has under the guidance of the school."" We can
describe this definition of curriculum as being structured around a rational
curriculum code; that is, the curriculum should be selected in relation to the
knowledge and skills needed. The organization was to follow the cognitive
development of the child with the methods of instruction being built on the
needs of the child. Given this definition, not only was the past to be repro-
duced, but the future was to be created as well.

The central place given to individuals and their potential by the rational
curriculum code meant that the school had to be organized to give each
individual the same possibility, and this meant that the two streams and
traditions of schooling (the moral and classical/realistic) had to be unified.
The legitimacy of such a curriculum and organization for schooling was that
it provided equal opportunity.

During this century the nature of schooling has been debated and affected
by the concepts of school differentiation and discipline-oriented education
versus comprehensive schools and child-centered education, for example.
However, irrespective of these debates, the main point was one made by
Dewey: education in modern society will by necessity be more abstract and
text-bound. Dewey essentially attempted to recontextualize education, to build
up a new context for education instead of restoring the lost natural context
(that of household and neighborhood work). To some extent the progressi-
vistic ideas of Dewey became rhetoric. The legitimacy of modern curriculum
lay in the knowledge and skills it provided that were supposed to guarantee
a value on the labor market.

A basic paradox was therefore built into education: state-arranged edu-
cation had to, on one hand, adjust to production and the division of labor and,
on the other hand, create equal chances independent of society. In other
words the paradox is an educational system that reproduces the basic structure
of society and thereby reflects the social structure of that society, and at the
same time is independent of that society. To return to Dewey,
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If we go back a few centuries we find a practical monopoly of learning. The
term possession of learning was, indeed, a happy one. Learning was a class
matter. This was a necessary result of social conditions. There were not in
existence any means by which the multitude could ç.issibly have access to
intellectual resources. These were stored up and hiddenaway in manuscripts. 24

But in the modern society this has changed.

The result has been an intellectual revolution. Learning has been put into
circulation. While there still is, and probably always will be, a particular class
having the special business of inquiry in hand, a distinctively learned class is
henceforth out of the question. It is anachronism. Knowledge is no longer an
immobile solid; it has been liquified. It is actively moving in all currents of
society itself?'

To some extent this anachronism, if it is an anachronism, is still there.
What Dewey believed in was the rapid break of traditions and the victory of
a "rational society." But in modern industrialized and capitalistic societies any
curriculum for public education must be built on a selection and organization
of what is to be learned. Because modern society is differentiated and socially
stratified, and social organization illustrates that social position and thus the
power and control of classes, groups, and individuals is related to the modes
of production, the selection and organization of what is to be learned in school
(how the content and methods of teaching are classified and framed) is a
question of how the social stratification is reproduced. It focuses on where
the power and control in society are located, and how this power and control
are filtered by the traditions of education and channeled by the state. It is in
explaining this dynamic relationship between power and control and its social
base that Bernstein26 has made his very important scientific contributions. The
theory developed by Bernstein gives us a powerful instrument to answer basic
questions of curriculum theory; how a specific pedagogy is constituted and
legitimated; how a specific social stratification is reproduced by a specific
curriculum.

The Curriculum Crisis

Crisis means turning point. In some sense we can see a crisis in modern
curriculum. The expansion of education seems to have reached a turning
point In the, western world new priorities have emerged,in the public sector
and the limits of state intervention in education seem to have been reached.
A new space for private education seems to have opened up. The legitimacy
of education in relation to the 'life of work and the labor market also seems
to have reached a turning point. The youth unemployment problem seems
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unsolvable in the near future. The expansion of the labor market is reaching
a turning point because of electronic rationalization.

We can see the ideological consequences of these processes in the
educational debate of the last three decades. Three types of curriculum solu-
tions have been advocated. One is the traditional "regression," the call for
what has been lost, the days when there was a link between education and
the world of work; back to basics and back to the "old" traditional science
and discipline-oriented curriculum. The second is the renewal of the curric-
ulum with the aid of new technology; data knowledge, computer knowledge,
and programming as essential cores of the curriculum. The third is the adap-
tion and accepting of conditions; curriculums for the unemployed; "schooling
is no longer question of getting work but a question of finding a mode of
living." Of course, none of these solutions is in any sense a solution of the
basic problem of how to create a meaningful link between production and
reproduction processes in society.

The crisis is here. Leaving the normative-political questions of how to
form solutions and focusing on the scientific questions about how to deal
with and explain modern education, I believe the answers should be sought
in the analyses of the basic dialectic relations between production-reproduc-
tion processes and state-society relations.

If the modern curriculum is in a crisis as a consequence of changes in
the modes and conditions of production for which there is no corresponding
process of reproduction, as well because changes in the material and ideolog-
ical relations between state and society, we can identify profound questions
to be dealt with in analyzing state-arranged education in capitalistic societies
with a high level of. industrialization. These questions have to be formed in
relation to the conditions existing in these societies, although their answers
and the resulting theories will be specific to these conditions. The curriculum
crisis in modern capitalistk societies has an impact on other societies as well.
The educational systems in the communist world, for example, reflect the
educational system in the capitalist world in several aspects. The technology
linked to the military and industry and to space programs have partly taken
over the development of technology to be adapted for industrial production.
In other words, technical development is more and more governed by military
demands. Thus the new technology and new knowledge implemented in
curriculums is determined in a broad sense by the world political situation.
In that respect the educational systems in capitalistic and communist countries
are interdependent. But this interdependence can only be seen and explained
by theories that build on the study of how new knowledge and technology is
produced and how it is built into curriculums.
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Another type of interdependence exists between the developed and the
developing countries of the world. In developing countries, state-arranged
education has to cope with implementing curriculums for a society that is in
rapid change. In many of these societies there is still an organic link between
the production and reproduction processes. This means that the long-term
historical development of western schooling with its continuous adjustment
to changes in the relations between production and reproduction over hundreds
of years is forced into a context in which the relations between production
and reproduction is quite different. In developing countries traditional society
lives side by side with modern industrialized society. The conflicts over the
reproduction of values, skills, and knowledges from these different parts of
society can be violent, which invites violence by the state. At the same time,
the state apparatus often not only depends on its own production but on
international contributions and loans as well. This means that legitimacy of
the educational system is established not only in terms of the developing
society, but in terms of developed countries. Thus, while the state apparatus
has power in relation to its own society, it may be powerless in relation to
other nations and economic systems. The crisis of the modern educational
system is a fundamental fact of life for developing countries.

Curriculum in a Global Perspective

To close the circle, I have outlined the contours of a paradigm of think-
inga method of enquiry. The paradigm builds on the dialectic relationship
between social production and social reproduction and state and society. In
order to understand education as a social institution, we have to understand
the structural development of western societies. This development can be
seen as qualitative steps of development. The separation of reproduction from
production resulted in the social phenomena of schooling. The qualitative
changes in the relation betweeh state and society has called for an increasing
intervention by the state in education. The constitution of specific contexts
for reproduction (schools) means that learning to cope with culture and the
world of work is through abstract thinking and that teaching is processed by
texts. The development of educational institutions has created the phenomena
of the curriculum.

With the aid of the concepts used I have tried to point out what I have
called the crisis of modern curriculum. I have done that in some brief notes
containing reflections over interdependence among educational systems in
capitalistic, communistic, and developing countries. With that, I return to the
commonsense meaning of the title of this chapter.
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