Because many scholars in the field of curric-
ulum often lack historical perspective, they
rely on the history of American education to
analyze the heritage of our curriculum. By
analyzing the first 200 years (or more) of
curriculum, up to the turn of the twentieth
century, we can view curriculum’ primarily
in terms of evolving subject matter or con-
tent and the dominant philosophy of peren-
nialism. Not until the rise of progressivism,
followed by the early period of behaviorism
and scientism in education (the use of em-
pirical methods, analysis of human behav-
ior, and generalizations), did attention in
the curriculum field expand to include prin-
ciples of curriculum development. This
shift occurred in the early years of the twen-
tieth century.

We begin our discussion with the colonial
period and proceed through the eighteenth,
nineteenth, and twentieth centuries. Most of
our discussion focuses on the last 100 years.

In the interest of brevity, we examine only
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_the broad sweep of curriculum, and how the
curriculum evolved.

THE COLONIAL PERIOD:
1642-1776

Qhe historical foundations of curriculum

re largely rooted in the educational experi-
ences of colonial Massachusetts. Massachu-
setts was settled mainly by Puritans-who ad-
hered to strict principles of theology. Unlike
contemporary schools, the first schools in
New England-were closely related to the Pu-
ritan church- The major purpose of school,
according to educational historians, was to
teach children to read the Scriptures and
notices of civil affairs.'

Reading, therefore, was the most impor-
tant subject, followed by writing and spell-
ing, for purposes of understanding the cate-
chism and common law. Since colonial days,
then, reading and related language skills




have been basic to American education and
basic to the elementary school curriculum)

Three Colonial Regions.

" Colonial schools established in" Massachu-
setts were derived from two sources: Legis-
lation of 1642, which required parents and
guardians of children to make certain that
their charges could read and understand
the principles of religion and the laws of the
Commonwealth; and the “Old Deluder Sa-
tan” Act of 1647, which required every town
of fifty or more families to appoint a read-
ing and writing teacher. Towns of 100 or
more families were to employ a teacher of
Latin so that students could be prepared for
entry to Harvard College.? The other New
England colonies, except Rhode Island, fol-
lowed the Massachusetts example.

. These early laws reveal how important
education was to the Puritan settlers. Some

" historians have regarded these laws .as the

roots of American school law and the public
school movement. It is obvious that the Pu-
ritans did not want an illiterate class to grow
in colonial America. They feared that'such a
class might comprise a group of dependent
poor, an underclass, which would be remi-
niscent of that in England and other parts of
Europe, and which they wanted to avoid. '
They also wanted to ensure that their chil-
dren would grow up being commltted to the
religious. doctrines.

In the middle colonies, unlike New Eng-
land, no common language or religion ex-
isted. Writes George Beauchamp, “Compe-
tition among political and religious groups
retarded willingness to expend the public
funds for educational purposes.” No single
system of schools could be established. What
evolved instead were parochial and inde-
pendént schools, related to different ethnic
and religious groups, and the idea of com:.
munity or local control of schools (as op-
posed to New England’s concept of central
or district-wide.schools). The current notion
of cultural pluralism thus took shape and
form some 200 years ago. Just as the schools
and the curriculum were uniform and cen-
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‘tralized in the New England - colonies, they

were-divergent and localized in the middle
Atlantic colonies.

Until the end of the elghteenth century
educational decisions in the Southern colo-
nies were generally left to.the family. Legis-
lative action was taken, however, in behalf
of poor children, orphans and illegitimate
children—to ensure that their guardians
provided private educational or vocational
skills. Nevertheless, the plantation system of

landholding, slavery, and gentry created a

small privileged class of white children (chil-
dren of plantation owners) who had the
benefit of private tutors. For most poor
whites who tilled the soil, formal education
was nonexistent. Unable to read and write,
many of them. grew up to be:subsistence
farmers like their parents before them.
Black slaves’ children were forbidden to
learn to read or write and were relegated as
the underclass of the plantation system. In

short, the economic and political system. of

the early South “tended to retard the devel-
opment of a large-scale system of schools.
This education [handicap] was felt long
after the Civil War period.”*

‘Despite the regional variations between
the schools of New England, the middle At-
lantic colonies, and the South, all three areas
were ‘influenced by English political ideas.

And, despite differences in language, reli--

gion, and-economic systems, religious com-
mitment had a high priority throughout all
schools and society; the family, too, played a
major role in the socialization and education
of all children. What was later to become the
three Rs evolved from these schools as well.

“The curriculum of the colonial schools
consisted of reading, writing, and [some]
arithmetic alonig with the rudlments of reli-
gious faith and lessons designed to develop
manners and morals.”™ It was a traditional
curriculum, stressing basic-skill acquisition,
timeless and absolute values, social and reli-
gious conformity, faith in authority, knowl-
edge for the sake of knowledge, rote learn-
mg, and memorization. It was based on the
notion of child depravity (children were
born in sin, play was idleness, and child’s
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talk gibberish), and thus the teacher needed
to apply constant discipline. This approach
to the curriculum dominated American ed-
ucation until the rise of progressmsm

Colonial Schools.

The colonial schools were important in-
stitutions for colonial society, as they are for
today’s. One difference is that a smaller per-
centage of the school-aged. children at-
tended elementary school on a regular basis
compared to today, and a much smaller per-
centage of youth attended secondary school,
much less graduated. '

The Town School. In thé New England
colonies, the town school was_a locally con-
trolled and popular elementary school. Of
ten it was a crude, one-room structure,
dominated by ‘the teacher’s pulpit at the
front of the room, and attended by both
boys and girls of the community. Students
sat on benches and studied their assign-
ments until called on to recite by the school-
master. The children ranged in age from 5
or 6 to 13 and 14. Attendance was not al-
ways regular; it depended on weather con-
ditions and on individual families’ needs for
their children to work on their farms.*

\/Parochial and Private Schools. In the
middle colonies, parochial schools and pri-
vate schools predominated; the elementary
schools weré established by missionary soci-
eties and various religious and ethnic_
groups to educate their own children. Like
the New England town schools, these
schools focused on reading and writing and
religious sermons. In the South, upper-class
children attended private schools oriented
to reading, writing, arithmetic, and studying
the primer and Bible; less fortunate chil-
dren attended charity schools (if they were
lucky) to be trained in the three Rs, to recite
religious hymns (which was less demanding
than reading the Bible), and to learn voca-
tional skills.

Latin Grammar Schools. At the second-
ary level, the sons of the upper class at-
tended Latin grammar schools, first estab-

lished in Boston in 1635, to be prepared for
entry into college.-These schools catered to
those who planned to enter the professions
(medicine, law, teaching, and the ministry)
or to spend their lives as business owners or
merchants.’

A boy would enter a Latin grammar
school at the age of 8 or'9 and remain for
eight years. His curriculum consisted- of
studying the classics. “There were, some
courses in Greek, rhetoric . . . and logic, but
Latin was apparently three-quarters'of the
curriculum in most of the grammar schools,
or more ...” Little or no attention was
given to the other arts and sciences.' “The
religious atmosphere was ‘quite as evident

- as it was in the elementary school” with
the “master praying regularly with ‘his
pupils” and-quizzing them “thoroughly on
the sermons. ...” The regimen of study
was exhausting and unexciting, and the
school’s role that of handmaiden of the
church. As Samuel Morrison reminds us,
the Latin grammar school was one of colo-
nial America’s closest links to European
schools, and its curriculum resembled the
classical humanist curriculum of the'Renais-
sance (when schools were primarily in-
tended for children’of the-upper classes and
their role was to support the rehglous and
soc1al institution of that era)."

The -Academy. The ~academy; estab-
lished in 1751, was the second American in-
stitution to provide education at thé second-
ary level. Based on the ideas of Benjamin
Franklin, and intended to offer a practlcal
curriculum for those not going to college, it
had a diversified curriculum of English
grammar, classics, composition, rhetoric,
and -public speaking.'" Latin was no longer
considered a crucial subject. Students could
choose a foreign language based on their
vocational needs—for example, a prospec-
tive clergyman could study Latin or Greek,

and a- future businessman could- learn
French, German, or Spanish. Mathematics
was to be taught for its practical application
to a job rather than.as an abstract intellec-
tual exercise..History was the chief ethical




“study, not religion. The academy also intro-
duced many practical and manual skills into
the formal curriculum; these formed the ba-
sis of vocational curriculum in the twentieth
century: Carpentry, - engraving, printing,
painting,, cabinet making, farming, book-
keepmg, and so on. .

College. Most students went to Harvard
or Yale after they graduated from Latin
grammar schools. College was based on the

Puritan conception that those called to the -

ministry needed to be soundly educated in
the classics and scriptures. The students had
to demonstrate their competency in Latin
and Greek and the classics.

“Latin grammar schools prepared stu-
dents for Harvard or Yale collegé=—much
like high school academic programs prepare
students for college today. The current rela-
tionship between the course offerings of
secondary school and college admission re-
" quirements was, in fact, set in motion more
than . 200 ‘years ago. Writes Ellwood
Cubberley, “The student would be admitted

into eollege ‘upon Examination’ whereby he
~ could show competency ‘to Read, Construe,
Parce Tully, Vergil and the Greek Testa-
ment; and to write Latin in Prose and to
understand the Rules of Prosodia and Com-
mon -Arithmetic’ as well as to bring ‘tésti-
mony . of his blameless and inoffensive
life.” ”*

The Harvard/Yale curriculum con51sted
of courses in Latin, grammar, logic, rheto-
ric, arithmetic, astronomy, ethics, metaphys-
ics, and natural sciences. The curriculum
for the ministry or other professions also in-
cluded Greek, Hebrew, and ancient history.

old Textbooks, Old.Readers. -

Because the hornbook, primer, Psalter,
Testament, and Bible weére considered text-
books, they were widely read (depending on
the reading ability of the students). By and
large, most elementary textbooks, until the
time of the American Revolution, were of
English origin or were direct imitations of
English texts.'” Children learned the alpha-
bet, Lord’s Prayer, some syllables, words,
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and sentences by memorizing the horn-
book—a paddle-shaped board to which was
attached’ a single sheet of parchment cov-
ered by a transparent sheath ‘made by
flattening cattle horns.

When the New England Primer was pub-
lished in the last decade of the seventeenth
century, it replaced the English primer. It
was not only the first American basal reader,
it was also the most widely used textbook in
the colonies for over’100 years; more than 3
million copies were sold. The New England
Primer was permeated with religious and
moral doctrines. The somber caste of the
Puritan:religion and morals was evident as
students memorized sermons and learned

‘thelr ABCs

L A—In Adam s Fall .
P We sinned all

B—Thy Life to mend .
This book attend

C—The Cat doth play
And afterslay . .

Z— Zacheus he
Did climb the tree
His Lord to see.! W

In 1740 Thomas Dilworth published a New
Guide to' the English Tongue, which contained
a mixture of grammar, spelling, and Treli-
gious material. It was followed a few years
later by the School Master’s Assistant, a widely
used mathematics text.

The narrowness of the elementary school
curriculum, and the limited use of text-
books, were illustrated by Noah Webster, an
ardent cultural nationalist, years later in a
letter to Henry Barnard, then Commis-
sioner of Education of Connectlcut

before the Revolution . .. the books used
were chiefly or wholly Dilworth’s Spellmg Books,
the Psalter, Testament, and Bible. No geography
was studied before the publication of Dr. Morse’s
.small books on that subject, about the year 1786
or 1787. No history was read, as far as my knowl-
edge extends, for there was no abridged history
of the United States. Except the books above
mentioned, no book for reading was used before
the publication of the Third Part of my Institute,
in 1785....The Introduction of, my Spelling







reduce our taxes because a productive and
well-managed workforce and entrepreneur
force would result. Rush’s curriculum em-
phasized reading, writing, and arithmetic at
the elementary school level; English, Ger-
man, the arts, and especially the sciences at
the secondary and college. level; and good
manners and moral principles from the be-
ginning to the end of the educational se-
quence.

: leffer'son: Education for Citizenship.

Faith in the agrarian society and distrust
toward the proletariat of the cities were ba-
sic in Thomas Jefferson’s (1743-1826) idea
of democracy. A man of wide-ranging inter-

ests that embraced politics, agriculture, sci-

ence, and education, Jefferson assumed the
state had the responsibility to cultivate an
educated and liberated citizenry to ensure a
democratic society. In “A Bill for the More
General Diffusion of Knowledge,” intro-
duced in the Virginia legislature in 1779,
Jefferson advocated a plan that provided
educational opportunities for both common

“people and landed gentry “at the expense of
all.”"® To_Jefferson, formal education was
largely a state or civic concern, rather than a
matter reserved to religious or upper-class
groups. Schools should be financed through
public taxes. .

Jetférson’s plan subdivided the counties
of Virginia into wards, each of which would
have a freé¢ elementary school to teach read:-
ing, writing, arithmetic, and history. His
proposal also provided for the establish-
ment of twenty grammar schools at the sec-
ondary-level, for which gifted students who
could not afford to pay tuition would be
provided scholarships. There, the students

. would study Latin, Greek, English, geogra-
phy, and higher mathematics. Upon com-
pleting’ grammar school, half the scholar-

ship students would be assigned positions as

elementary or ward school teachers. The
ten scholarship students of highest achieve-
- ment would attend William and Mary Col-
lege. Jefferson’s plan promoted the idea of
school as a selective agency to identify bright
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students for continuing education, as well as

-the traditional idea of equality of opportu-

nity for economically less fortunate stu-
dents. -
Neither Jefferson’s proposal for Virginia
nor Rush’s proposal for Pennsylvania were
enacted. Nonetheless, the bills indicate the
type of educational theorizing characteristic

.of the young nation. Coupled with Frank-

lin’s academy, and its practical curriculum

based on business and commercial princi- P

ples of education rather than classical and
religious principles, these bills demon-
strated the purpose of education to be to
promote good citizenship, social progress,

and utilitarianism. The classical curriculum .

and -religious -influence were, in effect, be-
ginning to decline. Rush and Jefferson (and
to a lesser ‘extent Franklin) were all con-
cerned with equality of educational oppor-
tunity—that is, they proposed "universal
education for the masses of children and
youth, and methods for identifying students
of superior ability, who were to receive free
secondary and college educations at public
expense. o

Webster: Schoolmaster and Cultural
Nationalism.

The United States differed from most
new countries struggling for identity in that
it lacked a shared cultural identity and na-
tional literature. In its struggle against the
“older” cultures and “older” ideas, the new
nation went to great lengths to differentiate
itself from England.” Noah Webster
(1758-1843) called passionately upon his
fellow Americans t6 “unshackle [their]
minds and act like independent beings. You
have been children long enou/gh, subject to
the control and subservient-t6 the interests
of a haughty parent. . .. You have an em-
pire to raise . . . and a national character to

establish and extend by your wisdom and "

judgment.”®

In 1789, when the Constitution went into
effect as the law of the land, Webster argued
that the United States should have its own
system of “language as well as government.”



58  Historical Foundations of- Curriculum

The language of Great Britain, he reasoned,
“should no longer be our standard;.for the
taste of her writers is already. completed,
and her language on the decline.”® By the
act of revolution, the American people had
declared their political independence from
England, and now they needed to declare
their cultural independence as well.

- Realizing that a sense of national identity
was conveyed through a distinctive national

-language and literature, Webster set out to

reshape the English language used in the
United States. He believed that a uniquely
American language would: (1) eliminate the
remains of European-usage; (2) create a uni-
form American speech that would be free of
localism and provincialism; and (3) promote
self-conscious American cultural national-
ism.? The creation of an American lan-
guage would become the linguistic mortar

.or national union; it would, however, have

to be phonetically simple to render it more
suitable to the common people.

Webster directly related the learning of
language to organized education. As.they
learned the American language, children
also would learn to think and act as Ameri-
cans. The American language that Webster
proposed would have to be taught deliber-
ately and systematically to the young in the
nation’s schools. Because the curriculum of
these Americanized schools would be
shaped by the books that the students read,
Webster spent much of his life writing spell-
ing and reading books. His Grammatical In-
stitute of the English Language was published
in 1783. The first part of the Institute was
later printed as The American Spelling Book,

‘which was widely used throughout the

United States in the first half of the nine-
teenth century.” Webster’s Spelling Book
went through many editions; it is estimated
that 15 million copies -had been sold by

'1837. Webster’s great work was The Amer:-

can Dictionary, which was completed in 1825

_ after twenty-five years of laborious re-

search.” Often termed the “schoolmaster of
the Republic,” Noah Webster was an educa-
tional statesman of the early national period
whose work helped to create a sense of

American language, identity, and national-
ity. :

McGuffey: The Reader and American
Virtues. '

William Holmes McGuffey (1800-1873),
who taught most of his life in Ohio’ colleges,
also entered the debate on Americaii cul-
tural nationalism. The author of America’s
most popular textbooks of the period, called
the Readers,- McGuffey acknowledged with
respect and gratitude America’s “obligations
to Europe and the descendants of the Eng-
lish stock” in scierice, art, law, hterature and
manners. America had made its own contri-
butions to humankind, however; they “were
not literary or cultural, but moral and politi-
cal.” The seeds of popular hberty “first ger-
minated from our English ancestors, but it
shot up to its fullest heights in gur land.”®
America had furnished to Europe proof
that “popular institutions, founded on
equality and the prmc1p1e of representatlon
are capable of maintaining governments,”
that it 'was practical to elevate the masses,
what Europe called the laboring and lower
class, “to the great right and great duty of
self-government.”® Thus, .McGuffey bal-
anced the cultural indebtedness of the coun-
try with its political and social promise, the
full realization of liberalism and traditions
of the American common folk. .

It is estimated that over 120 million ‘cop-
ies of McGuffey’s five Readers were sold be-
tween 1836 and 1920.” What McGuffey did
was to combine the virtues of the Protestant
faith with those of rural Amerlca—patrlot-
ism, heroism, hard work, diligence, and vir-
tuous living. The tone was moral, religious,
capitalistic, and pro-American; the selec-
tions of American literature included ora-
tions by George Washington, Patrick Henry,
Benjamin Franklin, and Daniel Webster.
Through his Readers, McGuffey taught sev-
eral generations of Americans. He also pro-
vided the first graded” Readers for our
schools and paved the way for a graded sys-
tem, which had its beginnings in 1840. So
popular were his Readers, and so vivid and
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Barnard, when he. was U.S. Commissioner
of - Education, all worked to introduce: his
ideas into American schools.* His basiccon-
epts of education ecame part of progres-
SIVE_schoog and later appeared .in the
move for curriculum relevancy and human-
istic curriculum. When educators discov-
ered the “disadvantaged” in the 1960s and
later promoted the' ideas of Project Head
Start, and - compensatory ' -education,
Pestalozzi’s theories had special imprint. -

Froebel' The Kinderg’aften Movement.
Frledrlch Froebel (1782-1852), a_Ger-
an for his develop-

ment of the kmdergarten, what he called .

the “child’s garden.” Froebel proposed that
the educational process should start when

children are 3~or-4—vyears old, and.that_it

Jporate
hood educatlon and progressive schooling:
L =

develop _moral character. This s purpose

should be based-on-organized play This ob-
viously suggestéd. a far less formal, rigid, or
authoritarian school environment.

Froebel's kindergarten was a prepared
environment ‘in which learning was_based
on_the children’s_self-activities, ag__,&qlf.
develog ent, and on_the_children’s_trust
and_affection_alon d"affection_along the lines of Pestalozzi.
Songs, _stories, colorful Thaterials, and
games—what classical curriculum advocates
would criticize as wastéful—were part of the
formal curriculum. The children-could ma-
nipulate objects (spheres; cubes, and cir-
cles), shape and construct materials (clay,
sand, cardboard), and engage.in playful ac-
tivities (build castles and mountains;. run
and exercise).” Together these activities
were to comprise the learning environment
and provide a secure and pleasant place
where children could grow naturally.

The kindergarten concept was brought
to America by German' rimmigrants, and the
first American kifidergatten atten was established
in Watertown, Wisconsin, in 1855 by
‘Margaret Schurz. William Harris, Superin-
tendent of Schools in St. Louis; Missouri,
and later U.S. Commissioner of Education,

was instrumental in implementing the idea’

on a broader scale. The kindergarten is now

“specialists who favoréd a core curriculum in

' basedm‘mchem“bulldmg on the chil-

an established part of American education,
and many of Froebel's ideas of childhood—
experlences and methods of play are INcor-

tErent theories of early child-

. Herbart: Moral and Intellectual
Development.  —

A famous German philosojihéf, Johann
Freidrich Herbart (1776-1841) maintained
that the main purpose.of_education was to

could not be developed-from.the three Rs or
the traditional curriculum because of their
mechadnical~nature, Herbart specified two
major bodies of subject matter: Knowledge
interests and ethical interests. Knowledge
interests involved empirical data, factual
data, and theoretical ideas; ethical interests
involved personal convictions, benevolence,
and regard for the social welfare of others,
justice, and equity. Herbart urged that his-
tory, literature, mathematics, and science
find a place in the curriculum at all levels of
education. He also introduced the idea of

“correlation” of all subjects to unify the cur-
riculum, an'idea that influenced curriculum

the 1940s and-1950s.
‘Herbart was 1nstrumental in formallzmg
methods of instruction. Instruction, to be

dren’s previous learning and on their inter-
ests and needs, was a psychological process
that included ‘the following steps:-

" 1. Preparation: The teacher considers previous
learning experiences and - stimulates the
readiness of the learner.

2. Presentation: 'The new lesson is summarized.

‘3. Assoctation: The new lesson is related to ideas
or materials previously studied.
. 4. Generalization: Rules, principles, or generali-
" " zations of the new ideas are mastered by the
learning.

5. Application: The new lesson is given meaning
by testing and applying the new ideas to
specific instances.™
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Speaking of Herbart’s contribution to the
instruction of teachinig, John Dewey said:
“Few attempts have been made to formulate
a method, resting on general principles, of
conducting a recitation. One of these is of
great importance, and has probably had
more influence upon the learning of lessons

- than all others put together; namely, the

analysis by Herbart of a recitation into five
successive steps.”®

Herbart’s - formal steps of instruction
were not only adopted by classroom teach-
ers, they'were applied to teacher training as
well. In theory, teachers were asked to pre-
pare their lessons by thinking of five steps,
and asking: What do my students know?
What questions should I ask? What events
should I relate? What conclusions should be
reached? How can students apply what they
have learned? To a large extent, these in-
structional  principles influenced the
teaching-learning principles
pressed in How We Think; they still serve as
guidelines for teachers who use the develop-
mental lesson approach

Spencer: Utilitarian and Scientific
Education.

Herbert Spencer (1820-1903) was an
English social scientist who based his ideas
of education on Charles Darwin’s theories

Dewey ex-
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and classical subject matter in education as
nonscientific and unrelated to' contempo-
rary society. Rather, he advocated a curricu-
lum fit for industrialized society—one that
was scientific and practical (utilitarian). He
believed that traditional schools were im-
practlcal and ornamental; a luxury for the
upper class that failed to meet the tieeds of:
the people living. in modern society.

‘For Spencer, the major. pueredm
ation was to “prepare for complete living.”
Curriculum needed to.be.acranged accord-
ing to this purpose. Spencer constructed 2
~cufriculum by prioritizing human Activities
so as to advance human survival and prog-
ress. His curriculum included the following
activities, in- order of importance: Activities
that (1) sustain life; (2) enhance life; (3) aid
in rearing children; (4) maintain one’s social
and political relations; and (5) enhance lei-

sure, tasks, and feelmgs % .ot

In his famous essay, “What Knowledge Is
Most Worth?,” Spencer. answered his own

question. I_:I;,w;imed t science was

the most 1mEortang knowledge for self-

presegvano;;awn‘dfor securing.the necessities

_oflife—even though itxeceived scant atten-

tion in the curriculum. Spencer also be-

lieved that st —W ¢ told what
to think but should rather be encouraged to

uscover as_much as possible.*
Although many. of Spencer’s ideas about

of.biological evolution and survival: Qf_the--rellglon, evolution, and social progress cre-

fittest_$pencer maintained that social devel-
opment takes place according to the evolu-
tionary process by which simple societies
had evolved to more complex social systems,
characterized by an increased variety of spe-
cialized . professions and occupations.* Be-
cause of ‘the laws of nature, only intelligent
and productive populations would adapt to
environmental changes. Less intelligent,
weak, or. lazy people would -slowly disap-
pear. ‘The doctrine had immense implica-
tions for education based on excellence, the
notion of social-economic progress, and the
idea of intellectual development based on
heredity.

Spencer also criticized religious doctrines

ated a furor—and they still do among reli-
gious and political observers today—the
ideas fitted well with those of thinkers in the
second half of the nineteenth century,
which ~ was characterized” by industrial
growth, colonial expansion, and manifest
destiny among European countries and the

United States. Spencer’s Ww
learning_also_influenced”twentieth-century

curricularists, both_. Deweyite progressive

educators_and later acadefiic_disciplinary_
W

educatqrs His ‘demand for a curriculum

steeped in science and linked, with political |

survival and economic competition had spe-

cial ' meaning during_the Cold War-Sputnik
r—”"‘" SR

era and still does—in llght of present-day







sed a law requiring every town to choose a
school board to be responsible for all the
schools in the local area}Eleven years later,
the Massachusetts legislature created the
first state board of education, and Massa-
chusetts organized the public common
schools under a single authority. Connecti-
cut - quickly followed the example of its
neighbor.* These common schools were de-
voted to elementary education with empha-
sis on the three Rs. )The movement was
pearheaded by Horace Mann and rooted in
the ideas of ought.

‘As a member of the Massachusetts legisla-
ture, and later as the first Massichusetts
Cominissioner of Education, Horace Mann
skillfully rallied public support for the com-

- mon school by appealing to various segments

of the population. To enlist the business com-
mumty, Mann sought to demonstrate that
educatlon has a market value” with a yield
similar to “common bullion.” The “aim of
industry ... and wealth’ of the country”
would be augmented “in proportion to the

diffusion of knowledge.”** Workers would be’

more diligent and more productive. Mann
also established a stewardship theory, aimed
at the upper class, that the public good would
be enhanced by public education. Schools for
all children would create a stable society in
which people would obey the laws and add to
the nation’s political and economic well-
being. To the'workers and farmers, Mann as-
serted that the common school would be a
great equalizer, a means of social mobility for
their children. To the Protestant community,
he argued that the common school would as-
similate. ethnic and religious groups, pro-
mote acommon culture, and help immigrant
children learn English and the customs and
laws of the land.” He was convinced that the
common school was crucial for the American
system of equality and opportunity, for a

. sense of community to be shared by all Amer-

icans, and for the promotion of a national
identity. -

Although the pattern for establishing
common schools varied among the states,
and the quality of education varied as well,
the foundation of the American public
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school was being forged through this sys-
tem. The schools were common in the sense
that they housed youngsters of all socio-
economic and religious backgrounds, from
age 6 to 14 .oy:15, and were jointly owned,
cared for, and used by the local community.
Because a variety. of subjects was taught to
children of all ages, teachers had to-plan as
many as thirty or forty different lessons a
day.® Teachers also had to try to keep their
schoolrooms warm'in the winter—a respon-
sibility shared by the older boys, who cut
and fetched wood—and cool in the summer.
Schoolhouses were often in need of consid-
erable repair, and teachers were paid miser-
ably low salaries.

In New England, the state legislatures en-
couraged the" establishment of school dis-
tricts and elected school boards, and state
laws to govern the schools. But it was on the
frontier where the common school flour-
ished, where there was faith in the common
person and a common destiny. The com-
mon one-room schoolhouse “eventually led
to one of America’s most lasting, sentimen-
talized pictures—the ‘Little Red School-

_house’ . . . in almost every community.” It

had problems and critics, but it symbolized
the pioneers’ spirit and desire to pr0v1de
free education for their children. “It was a
manifestation of the belief held by most of y
the frontier leaders that a school was neces-
sary to raise the level of American civiliza-
tion.”*

This small school, meager in outlook and .

thwarted by inadequate funding and insuf-
ficient teachers, nevertheless fit with the
conditions of the American frontier—of ex-
pansion.and equality. It was a “blab school,”.
according to Abe Lincoln, but it was the.
kind of school in which the common per-
son’s children—even those born in- log
cabins—could begin their “readin,” “writin,”
and “cipherin,”” and could advance to limit-
less achievements. It was a school local citi-
zens could use as a polling place, a center
for Grange activities, a site for dances, and a

. location for community activities; it was a

school controlled and supported by the local
community.
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The traditions built around the common
school—the idea of neighborhood schools,
local control of schools, and government
support of schools—took a firm hold on the
hearts and minds of Americans. America’s
confidence in the common school helped
fashion the public schools later in the nine-
teenth century; it also influenced our pres-
ent system of universal education. -

"The Elementary School 'Curriculum
Evolves. There was no agreement on an
appropriate or common curriculum for the
elementary school. The trend, throughout
_the nineteenth century, was to add courses
to the essential or basic subjects of reading,
-spelling, grammar, and arithmetic. Reli-
gious doctrine changed to “manners” and
“moral” instruction by 1825; the subject
matter of textbooks was heavily moralistic
(one reason for the popularity of
McGuffey), and teachers provided extensive
training in character building. By 1875 les-

sons in morality were replaced by courses in
“conduct,” which remained part of the
twentieth-céntury curriculum. The tradi-
tional emphasis on curriculum was slowly al-
tered, as more and more subjects. were
added—including geography and history by
1850; science, art (or drawing) and physical
education:by 1875;.and nature study (or bi-
ology and zoology), music, and home and
manual training by 1900. Table 3-1 shows
this evolution of the elementary school cur-
riculum. :

Secondary Schools.

The common school created the basis for
a tax-supported and locally controlled ele-
mentary school education. The American
high school was established upon this base.
By 1900 the majority of children aged 6 to
13 were enrolled in public elementary
school, but only 11.5 percent of those aged
14 to 17 were enrolled in public secondary

TABLE 3-1 Evolution of'the Elementary School Curriculum, 1800-1900
1800 1825 1850 1875 1900
Reading Reading Reading Reading Reading
: Declamation Declamation Literary selections Literature .
Spelling ‘Spelling - Spelling Spelling Spelling
Writing Writing Writing Penmanship . Writing |
Catechism Good behavior Conduct Conduct Conduct -,
Bible Manners and ‘Manners
morals ' ' _
Arithmetic Avithmetic Mental arithmetic Primary arithmetic Arithwietic
Ciphering . Advanced arithmetic e
Bookkeeping . Bookkeeping ;
Grammar ..Grammar Grammar ‘Grammar
" Elementary language Oral language " Oral lanigauge
Geography "Geography Home geography Home geography
' Text geography Text geography
U.S. history U.S. history History studies
o Constitution
Object lessons Object lessons Nature study
Elementary science Elementary science
Drawing Drawing
. Music
B Physical exercises Physical trammg
Play
Sewing Sewing
Cooking

Manual training

Source: From E. P. Cubberley, The History of Education (Boston: Houghton Mifflin, 1920), p. 756.

Note: Italics indicate the most important subjects.
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TABLE 3-2  Percentage of Students Fnrolled in Secondary School and-College,’ 1900-1980 .

* .14-17 Year Olds-Enrolled

17 Year Olds Graduating *

© '18-21 Year Olds~ -

in Secondary Schools *High School " Enrolled in College

1900 BT 6.5 39
1910 15.4: 8.8 5.0
1920 32.3 16.8 79-

1930 514 29.0 11.9

1940 73.3 50.8 145

1950 "+ 76.8 59.0 26.9

1960 ot '86.1 65.1 . 8137
1970 - - 93.4 - 76.5 - 45.2-
1980 .93.7 744 46.3

Source: From ngest of Educational Statistics, 1982, 1985-86 (Washingtor, D.C.: U.S. Government
Printing Office, 1982, 1986), Table 35, p.-44; Table 9, p. 11. See also Allan C. Ornstein, Education
and Social Inquiry (Itasca, Ill.: Peacock, 1978), Table 5.10, p. 177.

schoo_ls (and only 6.5 pércent of the-17-year
olds graduated). As shown in Table 3-2, not

until. 1930 did the secondary school enroll--

ment figure exceed 50 percent. By 1980, the

- percentage of elementary aged children at-
tending school was 99 percent, and the per-
centage of secondary aged children. was 94
percent (and 75: percent were graduating).
The great :enrollment revolution -for ele-
mentary schools took place: between. 1850
and 1900; for high schools it evolved: be-
tween 1900 and 1980.

The Aoademy. )
l(:In the early nineteenth century, the acad-
ly began to replace the Latin grammar
school; by the middle of the _century, it was
dominant. It offered a wide range of curric-

ula, and it was designed to prov1de a practi-
cal program\(for termmal students) as well

as'a college preparatory course of study By
1855 more than 6000 academies had an en--

‘rollment totalling 263,000 students* (more
than two-thirds of the total secondary school
erirollment of that period).

“One of the main purposes” of the acad-
emy, according to Eliwood Cubberley, ‘was
the establishmeént of . subJects ‘having
value aside from meéré preparation for

college, particularly subjects’ of modern,

nature, useful in preparing youth for the
changed conditions of society. . .. , The
study of real things rather than words about

thmgs, and .useful. things. rather than sub-

Jects merely preparatory to college. became

prominent features of the new course of

study.” .

By 1828 as. many as ﬁfty dlfferent sub-
jects were offered by the academies of the
state of New York. The top fifteen, in rank
order, were: (1) Latin, (2).Greek, (3) English
grammar, (4) geography, (5) arithmetic, (6)
algebra, (7) composition and declamation;
(8) natural philosophy, (9) rhetoric, (10)
phllosophy, (11) U.S. history, (12) French,
(13) chemistry, (14) logic, and (15) astron-
omy. .By 1837, the state Board of Regents
reported ‘seventy-two different subjects @

_Although mno typical. acadenty existed,
with so many different course offerings, the
academy. inadvertently served the  major
function of preparing students for college.
The traditional curriculum, or the classical

-side of the academy, continued in the new

setting, Writes Elmer Brown, “The college
preparatory course was the backbone of the
whole system of instruction” in. the better
academies. Although practical courses were
offered, “it was the admission requirements
of the colleges, more than. anything. else,
that determined their standards of -scholar-
ship.”* And, writes Paul Monroe, “The core
of academy education yet remained the old
classical curriculum . . . just as the core of
the student body .in. the more flourishing

academies remainied the group preparmg.

for college.”™ .
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The era of the academies extended to the
1870s, when academies were replaced by
public high schools. The academies, never-
theless, served as finishing schools for
young ladies—with courses in classical and
modern language, science, mathematics,
art, music, and homemaking. Also, they of-
fered the “normal” program for prospective
common school teachers by combining
courses in the classics with principles of ped-
agogy. A few private military and elite aca-
demic academies still exist today.

The High School.

Although a few high schools existed in
the early half of the nineteenth century (the
first one was foundéd in:1821 in Boston)

the high school did not become a major -

American institution until after 1874, when
the Michigan court ruled, in the Kalamazoo
decision, that the people could establish and
support high schools with tax funds if they
consented. There was some initial resis-
tance—the fear that the taxes for the high
schiools would only benefit a small portion of
the youth' population—but after the court
decision, the high school spread rapidly and
compulsory ‘attendance laws were estab-
lished on a state-by-state basis. The idea of
high school attendance for all youth, based
on the notion of equality of educational op-
portunity, was a-major educational reform.

‘Students were permitted to attend pris
vate schools, but the statés had the right to
establish minimum standards for all. ‘By
1890, the 2525 public high schools in the
United States enrolled more than 200,000
- students, compared to 1600 private second-
ary schools, which had fewer than 95,000
students. By 1900 the number of high
schools had soared to 6000, while the num-
ber of academies had declined  to 1200.%
The public high school system, contiguous
with "common schools,
though as late as 1900 the high schools were
still attended by only a small percentage of
the total youth population, the inclusion of
terminal and college preparatory students,
as well as rich and poor students urider one

had evolved. Al-

roof, was evidence that the American peo-
ple had rejected the European dual system
.of secondary education.

The high schools stressed the college pre-
paratory program, but they -also served to
complete the formal educations of terminal
students. They offered, in addition, a more
diversified curriculum than the academies.
-At the turn of the century, high schools be--
gan to offer vocational and industrial
courses as well as commercial and clerical

. training courses. Despite all their problems

and criticisms, the public high schools
evolved into democratic and comprehensive
institutions for social and political reform.
They produced a skilled workforce in an ex-
panding industrial reconomy, and they as-
similated and Americanized millions of im-
migrant children in .our cities. They
emphasized that our society, unlike’ most
others, could afford.to educate the masses
of 14 to 18 year olds: When the high school _
became -a-dominant institution, a student
could attend a publicly supported and su-
pervised. institution from age 5 to 18. The
high’ .school, moreover,. was a bridge to
college and the university. oo

The Secondary School Curriculum
«Evolves. The curriculum of the. Latin
grammar school was virtually the same at
the beginning and end of the colonial pe-
riod. Table 3-3 lists the most popular,
courses. As indicated, Latin Greek, arith-
metic, and ‘the classics were ‘stressed. The
academy introduced ' greater variation—
courses for practical studies, for exam-
ple—in the curriculum. By 1800, the acad-
emy offered about twenty-five different
subjects. (the table lists the seventeen. most
popular courses). Between 1850 and 1875,
the peak period of the academy, estimates’
are that some 150 courses were offered.”
The twenty most popular ones in rank or-
der were as follows: (1) algebra; (2) higher
arithmetic; (3) Enghsh grammar; (4) Latin;
(5) geometry; (6) U.S. history; (7) physiol-
ogy; (8) natural philosophy; (9) physical ge-
ography, (10) German; (11) general history;
(12) ' rhetoric; (13) bookkeeping; (14)




TABLE 3-3  Evolution of Secondary School Curriculum, 1800-1900

1800-1825 1825-1850 1850-1875 1875-1900
Latin Grammar School
Latin Latin
Greek . Greek
Arithmetic Arithmetic
Classical literature Classical literature
' Ancient history
Academy and High School

Latin Latin Latin Latin
Greek Greek Greek Greekt
Classical literature Classical literature English literature - English literature
Writing* Writing* Composition* - Composition*
Arithmetic* Arithmetic* Arithmetic* Arithmetic*

E Higher arithmetic .
Geometry Geometry Geometry Geometry
Trigonometry, Trigonometry Trigonometry Trigonometry

. _ . Algebra Algebra Algebra
Bookkeeping* Bookkeeping* Bookkeeping* Bookkeeping*t
English grammar English grammar English grammar English
Rhetoric Rhetoric Rhetoric Rhetoric*
Oratory Oratory¥
. Debating Debating¥

Surveying* Surveying*
Astronomy* Astronomy* Astronomy . Astronomy*
Navigation* Navigation*t '
Geography Geography Physical geography

Foreign: language*
(French, Spanish,
German)

Philosophy

A}
4

Natural philosophy

Foreign language*

(French, Spanish,

German)
Philosophy

History
Greek history
U.S. history

Natural philosophyt
Meteorology
Chemistry
Physiology

Botany
Zoology

Foreign language
(French, Spamsh
German)

Mental philosophy

Moral philosophy?

General history

Greek history}

U.S. history

Physical geographyt

Meteorologyt

Chemistry

Physiology*

Health education

Botanyt

Zoology*

Biology

Physics

Foreign language
(French, Spanish,
German, Italian)

World history.
Ancient history
U.S. history

Civil government
Political economy
Manual training*
Hore economics*
Agriculture*
Music

Art

Physical educanon

Source: Adapted from Calvin Davis, Our Evolving High School Curriculum (New York: World Book, 1927), p.
38; Committee of Ten, Report of the Commitiee on Secondary Studies (Washington, D.C.: National Education .
Association, 1893), p. 4; Newton Edwards and Herman G. Richey, The School in the American Social Order,, 2nd
ed. (Boston: Houghton Mifflin, 1963), p. 250; and Gerald R. Firth and Richard D. Kimpston, The Currwular
Conlinuum in Perspemve (Itasca, Ill.: Peacock, 1973), PP- 102—104

*Considered as part of Practical studies.

tAll but disappeared; limited enrollments.
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French; -(15) zoology; (16) chemistry; (17)
English literature; (18) geology; (19) bot-
any; and (20) astronomy.*

There was no real philosophy or aim to
these courses, except that most were college
preparatory ‘in nature, even though the
original aim of the academy was to offer a
practical program. It was believed then that
a broad program with several course offer-
ings was the hallmark of a better academy.
The curriculum just expanded.™

After 1875, the high school rapidly grew
and the academy rapidly declined. The sec-
ondary courses listed in Table 3-3 between
1875 and 1900 were high school courses.
The curriculum continued to expand. The
great variety in course offerings would ‘al-
legedly -allow the students to find where
their interests and capabilities might be.*

THE TRANSITIONAL PERIOD:
1893-1918 o

From the colonial period until the turn of
the twentieth century, the traditional curric-
ulum—which émphasized classical studies
for college-bound students—dominated at
the elementary and secondary levels. The
rationale for this emphasis was that the clas”

sics were difficul It, and were thus the best
source for intelle ctuahzmg and for devel-

oping_mental abilities (a view later sup-
ported by the mental discipline approach to
learning). The more difficult' the subject,
and the more the students had to exercise
their minds, the greater the subject’s value.
Such ideas of knowledge and subject matter,
as well as mental.rigor, were.rooted-in, the.
hllosophy of perennialism.

\I6ng with™the classics, More and more
subJects were added to the curriculum. As a
result the need was growing to bring some
unity or a pattern for curriculum organiza-
tion out of the chaotic and confused situa-
tion, especially at the secondary level, where
subject matter was expanding the most. Ac-
cording to two educators, “subjects taught
varied from school to school. There was no
uniformity as to time allotments, and grade

placements of topics or subjects pursued”
differed from school to school.®®

A companion problém existed. Most chil-
dren, even as late as the turn of the century,
completed their formal education at'the ele-
mentary school level, and those students
who did go to secondary schools usually
ended their formal education upon gradua-
tion. As late as 1890, only 14.5 percent of
the students enrolled in high school were
preparing for college, and less than 3 per-
cent went on to college.”” Hence, the needs
of more than 85 percent of these students
were still being overlooked for only the top
15 percent; the discrepancy was more lop-
sided if college entry was considered. Re-

. formers began to question the need for two

curriculum tracks at-the elementary level—
one for high school-bound and the other for
nonhigh school-bound children—the dom-
inance of college over the high school, and
the emphasis on mental discipline and the
classics.

Reaffirming the Traditional Curriculum:
Three Committees.

With these unsettled questions as back-
ground, the National Education Association
(NEA) organized three major committees
between 1893 and 1895: The Committee of
Fifteen on Elementary Education, the Com-
mittee of Ten on Secondary School Studies,
and the Committee on College Entrance Re-
quirements. These Committees were to de-
termine the specifics of the curricula for
these schools. Their reports “standardized”
the curriculum for much of this century. In

. the words of Ellwood Cubberley, “The com-

nglttees were_dominated_by.-subject-matter
specialists, possessed of aprofound-faith-in
mental discipline.” No concern for student
“abilities, social needs, interest, or capabili-
ties . . . found a place in their . .. delibera-
tions.”58

The Committee of Fifteen, THe Com-
mittee of Fifteen was heavily influenced by

“Charles Eliot, president of Harvard Univer-

sity, who had initiaped vigorous discussion
on the need_for school reform in the years



preceding, and by William Harris; then the
U.S. Commissioner of Edlication, a staunch
perennialist, who believed in strict teacher
authority .and discipline. Both Eliot and
Harris wanted the ‘traditional curriculuni to
remain intact. Eliot’s plan, which was
adapted by the Committee, was. to reduce

the elementary grades from ten to eight..

The Committee stressed the three Rs, as
well as English grammar, literature, geogra-
phy, and history. Hygiene, culture, vocal

music, and drawing were given sixty .min-

utes, or one lesson, per week. Manual train-
ing, sewing, and/or ‘cooking, as well as alge-
bra and Latin, were introduced in the
seventh and eighth. grades.

In general, the ‘Committee resisted the
idea of newer subjects, and the principles of
pedagogy or teaching: that had character-

~ ized the reform movement-of the European
pioneers since the early 1800s.. The Com-
mittee also rejected the idea of kindergarten

and the idea that the children’s needs or in- .

terests should be considered when planning
the curriculum.® Any idea of interdisciplin-
ary subjects or curriculum synthesis was fe-
jected. Isolation of each branch of knowl-
edge, or what John Dewey, in Democracy and
Education; and Ralph Tyler, in Basic Princi-
ples of Curriculum and Instruction, later re-
ferred to as cogp_:g;gl_(lallzatlon” of sub-
Jject matter, was considered the norm; it still
'is today, it most schools. :

The Committee of Ten. The Committee
of Ten was the most influential of the three
committees. Its recommendations best
illustrate the tough-minded, mental disci-
pline approach supported by Eliot, who was
the chair. The Committee selected nine aca-
demic subjects around which to organize the
high school curriculum. As indicated in Ta-
ble 3-4, they were: (1) Latin; (2) Greek; (3)

English; (4) other modern languages; (5) -

mathematics (algebra, geometry, trigonom-
etry, and hlgher or advanced algebra); (6)
physical sciences (physics, astronomy, and
chemistry); (7) natural history or biological
sciences (biology, botany, zoology, and phys-
iology); (8) social sciences (history, civil gov-
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ernment, and political economy); and (9)
geography, geology, and meteorology.
The Committee recommended four dif-

ferent programs or tracks: (1) classical; (2)
Latin scientific; (3) modern languages; and

(4) English. The first two required four
years of Latin; the first program empha-
sized English (mostly classical) literature and
math, and the second program, math and

science. The modern language program re-

quired four years of French or German
(Spanish was. considered not only too easy,
but also not as important a culture or lan-
guage as French or German). The English
program permitted four years of either
Latin, German, or French. Both of these
programs also included literature, composi-
tion, and history.

The Committee of Ten took a position
and claimed that the latter two programs,
which did not-require Latin or empha51ze
literature, science, or mathematics, were “in

practice distinctly inferior to the other

two.” In taking this position, the Commit-
tee indirectly tracked college-bound stu-
dents into the first. two or superior pro-
grams and noncollege-bound students into
the latter two or inferior programs. To
some extent, this bias reflected the Commit-

tee’s composition—eight of the ten mem-

bers represented college and private pre-
paratory school interests.
The Committee’s unwillingness to recog-

nize the value of art, music, physical educa-
tion, and vocational education was based on
. the theory that these subjects had little men-

tal or disciplinary value. In analyzing the ef-
fects of the Committee’s action, Daniel and
Laurel Tanner wrote: “The choice of these
subjects and the omission of others from
consideration was enough to, set the course
for secondary education” for many years
and to indirectly set the tone at the elemen-
tary level, too. As “might be expected,” the
Committee suggested that “the nine subjects
be taught sooner” and that all subjects ex-
cept Latin and Greek be taught at the ele-
mentary- school level.®

.Even-though very few students at that
time went to college, this college prepara-







tory program established a curriculum hier-
archy, .from elementary school to-college,
that promoted ‘academics and- ignored- the
majority of students, who were noncollege
bound. Today, even though we- offer voca-
tional, industrial, and/or technical pro-
grams, the academic program is still consid-
ered superior to, and of 1more status than,
the other programs.

The Committee on CoIIege Entrance Re-
quzrements. When this Committee met in
1895, it reafﬁrmed college dommance over
the' high school, in terms, of admission re-
quirements and classical subjects for mental
training at the high school and college.lev-
els. Consisting mainly of college and univer;
sity presidents, mcludmg Eliot, the Commit-
tee recornmended to strengthen. the college
preparatory aspect of the high school cur-
riculum, believing that it best served all stu-
dents. It also- made. recommendations re-
garding the number of credits required i in
different subjects. for college admission; it
served as a model for the Carnegie Unit, a

_means for evaluating credits for college ad-
mission, imposed on the high schools in
1909 and still - ;in_existence today in most
high schools.

Pressure for a Modern Curriculum.

-Gradually, demands were made for var-
ious changes to be made in the scliools to
meet the-neéds of a changing society. The.
pace of. 1mm1gratlon‘ggd industrial develop-
‘mentled.a_growing number of educators to
questlon the classical curriculum_and the
censtant err emphasis_on & n_mental d1sc1plm&an¢
incessant ¢ 1t drill. Thls shift in curriculum was
influenced by the scientific movement in
psychology and education in the late nine-
teerith century, particularly faculty psychol-
ogy (that is, enhancing the “faculties” of the
child through activities and stimulation of
the senses); the social theories of Darwin,
Herbart, and Spencer; and the impact of
“Pestalozzi; Froebel, and others on peda-
gogy-

Increased pressure against the traditional
curriculum was evident at the turn of the
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century—with the educational ideas of John
Dewey and- Francis Parker, the Gestalt- psy-
chology and child psychology movements
(which focused on the whole child), the

learning theories of behaviorism and trans-

fer learning (which involved connections be-
tween stimuli and responses) and the pro-
gressive movement in schools and society.
The argument eventually appeared that
the classics had no greater disciplinary or
mental value than other subjects, and that
mental discipline (which:emphasized rote,
drill, and memorization).was not conducive
to the inductive method of science or com-
patible with contemporary educational ‘the-
ory. Wrote Edward Thorndike, the most in-
fluential learning psychologist of the era: .

The expectation of any large difference in gen-
eral improvement of the mind from one study
rather than anaother seems doomed -to disap-
pointment. The chief reason why-good thinkers
seem superficially to have-been made -such by
havmg taken certain school studies is that good
thinkers have taken such studies. . .. Now that
good thinkers study Physics and Tngonometry,
these seem to make good thinkers. If abler pupils
should all study Physical Education and Dramatic
Art, these subjects would seem to make good
thinkers.?
: 2
Even Latin came under attack, by none
other than old-time perennialists. In- 1917,
for example, Charles Eliot, a former advo-
cate of Latin, was saying Latin should no
longer be compulsory for high school or
college students.”® Abraham Flexner, a
former teacher of the classics. who had be-
come a celebrity with his exposé. of the
American medical schools claimed . that
Latin had “no purpose” in the curriculum,
and that the classics were out/of step with
scientific deyelopments.* Flexner, who had
become a strong advocate of utilitarianism,
argued that tradition was an inadequate cri-
terion for justifying subject matter. In short,
society was changing and people could alter
the conditions around them; the.stress on
psychology and science and the concern for
social and educational reform made evident
the need for a new curriculum.

M
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Flexner: A Modern Curriculum. In a
famous paper, “A:Modern School,” pub-
lished in 1916, Abraham - Flexner
(1866—1959) réjected the traditional curric-
ulum of the secondary school and proposed
a “modern” curriculum.for .contémporary
society.. Flexner’s curriculum .consisted - of
four basic areas: (1) science (the major em-

phasis of the curriculum); (2) industry (oc- |

cupations " and -trades - of the industrial
world); (3) -civics (history, economics, and

government); and.(4):aesthetics (literature,"

languages, art; and music).”* Modern lan-
guages would replace Latin- arid Greek.
Flexner concluded, again, that unless a utili-
tarian argument could ‘be made for a sub-
ject, it-had little value in the: curriculum—
regardless of traditional value.

- Flexner’s concepts of. utility.and modern
subject: matter .tend to resemble Spencer’s
views on science-and subject matter.- The
difference ‘is that Flexner’s timing was on
the mark; and" Spencer was ahead of his

time. Flexner was tuned to the changing so- -

cial and political times diiring which many

educators were willing to listen'to_ his pro-
posals. In 1917, for examiple, Flexner’s
“Modern School” was established at the Lin-
coln School of Teachers College, Columbia
University. The school combined the four
core areas of study, with emphasis on
scientific inquiry; it-represented Dewey’s
type of progressivism and science of educa-

tion, and it also reflected the fact that Dewey -

was now teaching at Columbia University.

Dewey: Pragmatic and Scientific Princi-
ples of Education. The same year Flexner
published his modern school report, John
Dewey (1859-1952) published Democracy
and Education, in which can'be found all ele-
ments of his philosophy as wellas their im-
plications for the educational process.®® The
book represented Dewey’s attempt to link
democracy t6 education and to present de-
mocracy as a social process that can be en-

hanced through. the school. For Dewey,

schooling was a.(social_process” that could
fit'into either 2 totalitarian state or a democ-
racy. Thus, the aims of education went hand

involved;
"evolved- influenced the aims of education.

in.hand with the particular type of society
+ conversely, the' society that

Dewey argued that subjects. could. not be,
placed.ina value hierarchy and that attempts
to do so were misguided. Any study or body
of knowledge was capable Q expandmg the
cl&dﬁs‘experlence and “experiencing’- _hat

is,.being stimulated to develop and internal-
1ze intellectual capabilities—was the.process

~of educating the child. Traditional subjects

suchas Latin or Greek were no more valuable
than music or art.
One subJ ectthatr may be more 1mportant to

‘Dewey is science. Sciénce, for Dewey, was

another name for knowledge and it repreg
sented “the perfected outcome of learmng—
its consummation. - . . What is known, cer-
tain, settled” and what “we think with rather
than that which 'we think about” is science or
rationalized knowledge Dewey considered
scientificinquiry to be the best form of knowl-
edge for'a society, because it consisted of the
“special ... . methods which ‘the race has
slowly worked out in order to conduct reflec-
tion under conditions whereby its proce-
dures and results are tested.”” Heé thus ele-
vated the place of science in educatxon
What is relevant to educating an individ-
ual to function well as a free person in a free
society remained constant for Dewey His
emphasis on the “method of inquiry,” which
is really synonymo with* ‘intelligent be-
havior,” is as valued today as it was:seventy
years ago. Indeed, the connection between
an enlightened citizenry, social change, and
scientific principles advanced in Dewey’s
book played a major role in the theories of
education that were evolving durlng [l‘llS pe-
riod. :

Commission on ‘the Reorgamzatton of
Secondary 'Education. In 1918 'the’ NEA

- Commission’ on the Reorganization of Sec-

ondary Education published the famious
Cardinal Pririciples of Secondary Education,” a
highly progressive document. Influenced by
Flexner’s “A' Modern School” and Deéwey’s
Democracy and Education, the Commission
stressed the whole child (not just the cogni-
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efficiency. meant: eliminating‘ small classes,
increasing the student-teacher ratio, cutting
costs in teacher salaries, and so on, and then
preparing charts and graphs to show the re-
sultant lower costs. Raymond Callahan later
branded this idea the “cult of efficiency.””
The effects were to make curriculum mak:
ing more scientific, and to reduce teaching
and learning to precise behaviors with cor-
responding activities and learning experi-
ences that could be measured. These ideas
were cultivated by Taylor’s faithful follow-
ers: Bobbitt and Charters. . .

Bobbitt’s book, The Curriculum, pubhshed
in 1918, is considered by soime observers as
the first book devoted solely to: curriculum
as 'a science and to curriculum in all its
phases.” Bobbitt outlmed_the_meaples.,of

currlculum-plarmmg=by-focusmg, on an ac-
tivities _approach, which he defined as “a
series of things which children and youth
must do and experience by way of devel-
oping abilities.to do things well and make up
the affairs of adult life.”” To Bobbitt the
Jpurpose of curr@gﬂm was_to ou_tlgg what
knowledge was important for each. subJect
\

and_then-.to_develop-vaLious _activities to
train_the learner and enhangﬂl;_qr..h\
Tperformmnce

Bobbitt understood the 1mportance of
analyzing the process-of curriculum mak-
ing. Adherence to the traditional curricu-
lum, which emphasized, subject matter, did
not provide educators m
veloping_curricula. Bobbitt described the
probléms as he set out to organize a course
of studies for the elementary grades:

We need principles of curriculum making. We
did not know that we should first determine ob-
jectives from a study of social needs. We sup-
posed education consisted only of teaching the
familiar subjects. We had not come to see that it is
essentially a process of unfolding the potential
abilities .of [students]. ... We -had not learned
that studies are means, not ends.” '

Bobbitt further developed his objectives
and activities approach in the early 1920s in
How To Make a Curriculum. Here he outlined

é)f_r_lences: In his book om CuFriculum
tru

more than 800 objectives. and related activi-
ties to coincide with student needs., These
activities ranged from the “ability to care for
[one’s] teeth, . . . eyes, .« . nose, and throat;
..ability to keep the heart and blood ves-
sels in normal working condition, ... to
keep home appliances in good working con-
dition . . . to spelling and grammar.”"
Bobbitt’s methods were quite sophistica-
ted for the period. Moreover, lls_gmdelmes
for selecting objectives canbe applied today:
(1) elsiminate objectives that are impractical or
cannot be accomplished through normal liv-
ing; (2) emphasize objectives that are impor-
tant for. success and adult llvmg, (3) avoid
objectives opposed by the community; (4)
involve the community in selecting objec-
tives; (5) differentiate between objectives that
are for all students and those that are for
only a portion of the student population;
and (6) sequence the objectives in such a way

~as to establish how. far students should go

each year in attaining them—that is, estab-
lish criteria for achievement.

Taken out of context, however, Bobbltt s
list of hundreds of objectives and activities,
along with the machine or factory analogy
that he advocated, were easy to criticize.”
Nevertheless, Bobbitt’s insistence’ that’ cur-

riculum _making_was a.specialty’ based, on
scientific methods and procedures was im-

portant for elevating currlculum_m.EHBf\~ ;
study? or what’he called a “new spec1allza-

tion.” His offer was that educators try his

method with the intention of improving it

or suggesting a better ‘one. He was one of

the first to propose the idea of a curriculum

specialist, with special training.

Charters advocated the same behaviorist,
precise’ approach, which he termed a
“scientific” approach. He viewed-the curric-
ulum as a series of objectiy_e‘s_gl_a_t_sgldigts _
m@ aseries of lezlrmT_i%gi-

on-

ction, Charters, who was influenced by

the machine theory of business, envisioned

curriculum as the analysis of definite opera-

tions—a process he termed Job analysis—

such as. those involved in running a ma-
chine.™
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ers often begin “with the statement: of aim,
none has been able to derive a curriculum
logically ‘from his statement of aim.” In al-
most every case, a “mental leap [is made]
from the aim to the subject matter, without
providing adequate principles such as
would bridge the gap . .. and lead us from
aim to selection of materials.””” Charters at-
tempted to bridge the gap by proposing a
curriculum derived from specific objectives
and precise activities. He considered objec-
tives to-be observablé and-measurable, an
outloek.that is similar to today’s notion that
behavioral objectives can be sound and
definable. He felt the state of knowledge at
that time did not permit scientific measure-
ment that would specifically identify the
outcomes of the objectives, but he set out to
develop a method for selecting-objectives,
based on social consensus, and for applying
subject matter and student activities to'anal-
ysis and verification. Although Charters did
not use the term evaluation during this pe-
riod, he was laying the groundwork for cur-
riculum evaluation, which surfaced twenty
years later. v

As prime initiators of the behavioral and
scientific movements in curriculum, Bobbitt
and Charters had a profound impact on
curriculum. They (1) developed principles

for curriculum making, involving aims, ob-

jectives, needs, and learning experiences
(which they called activities); (2) highlighted
the use of behavioral objectives, which has a
legacy in various contemporary educational
ideas, such as the use of instructional objec-
tives and curriculum evaluation; (3) intro-
duced the ideas that objectives ‘are derived
from the study of needs (later ‘called needs
assessment) and that objectives and activities
are subject to analysis and verification (later
called evaluation); and (4) emphasized that

«curriculum making cuts across subject mat-

ter, and that a curriculum specialist need

not necessarily be a specialist in any’subject,

rather aprofessional in method or process.:
Finally, Bobbitt and Charters taught at
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the University of Chicago when Tyler was a
graduate student in the department of edu-
cation (in fact,- Tyler was Charters’s gradu-
ate assistant). Tyler was highlyinfluenced by
their behaviorist ideas, particularly that: (1)
objectives derive from student needs and so-
ciety; (2)-learning experiences relate.to ob-
jectives; (3) activities organized by the
teacher should be integrated into the subject
matter; and (4)’ instructional' outcomes
should be evaluated. Tyler’s stress on evalu,
ation as a component of curriculum is
rooted in the résearch background of Char-
ters, who helped his graduate student get
appointed to his first teaching and evalua-
tion position in 1929 as Head of Testing and
Evaluation for the Ohio State Bureau of Ed-
ucational Research (Charters had assumed
the Directorship of the Bureau the previous
year). Tyler’s principles of curriculum and
instruction, especially his four ajor com-
ponents (objectives, learning ‘éxperiences,
methods of organization, "andévaluation),

are rooted - in Bobbitt’s and especially -

Charters’s ideas.

The Twenty-Sixth Yearbook.

In 1927, the National Society for the
Study of Education (NSSE), an honor soci-
ety with headquarters at the University of
Chicago, published its twenty-sixth .year-
book in two parts, Curriculum-Making: Past
and Present and The Foundations of Curriculum
Making.™ ) :

The Committee that developed the two
volumes consisted of twelve members, in-
cluding Harold Rugg (the chairperson) and
William Bagley, Franklin Bobbitt, Werrett
Charters, George Counts, Charles Judd,
and William Kilpatrick, among others.
Leaders of curriculum development during
that period were scientific-oriented and pro-
gressive (including Bobbitt and Charters),
and many were affiliated with the University
of Chicago, which emphasized this science
of education.

The Yearbook comprised two parts. The
first part began as a harsh criticism of tradi-
tional education and its emphasis on subject

\
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matter, rote learning, drill, and mental dis-
cipline. It then became a synthesns of pro-
gressive practices and programs—the .best
and most innoyative since the turn of the
century—in public and private schools
across the country. Part Il has.become.a
landmark text. It described the state of the
art in curriculum making up to that period
of time, and’it included a consensual state-
ment by the group on the nature of curricu-
lum making. It is still relevant today.

The Committee recognized the need for
curriculum reform -and the. need for “those
who are constructing our. school curricu-
lum” to determine “an overview . .. [and]
orientation . ... to -curriculum maklng w78
With this idea in mind, the Yearbook out-
lined characteristics of -the ideal curricu-
lum—a curriculum that:

1. Focuses on the affairs of human life.

2. Deals with the facts and problems of the lo-
cal, national, and international community.
3. Enables stndents, to think critically about

various forms of government.

4. Informs and develops an attitude of open-
mindedness. _

5. Considers student interests and needs as well
as opportunities for debate, discussion, and
exchange of ideas.

6. Deals with the issues of modern life and the
cultural and historical aspects of society.

7. Considers problem-solvmg activities and
practice in choosmg alternatives.

8. Consists of carefully graded organization of
problems and exercises.

9. Deals with humamtarlan themes, and pur-
poseful and constructive attitudes and in-
sights.®

This description of the. 1deal currlculum is
basically one that mlght be developed today.
The problems and issues identified by the
Committee are chiefly those that another
curriculum committee could recognize as
important for the 1990s.

In the same vein, Harold Rugg main-
tained that the people should formulate the
aims “and purposes of education through
comimittees or legislative groups; the appro-

-ject matter found to be . .

priate materials and methods of instruction

“through whichto achieve those aims and

purposes [were]. . technical ... . demand-

‘ing spec1al professmnal preparatlon ”. The

role of'trained curriculum specialists was to -
plan the curriculum in advance and to in-
clude four tasks (which were later to become
the basis- of Tyler’s. four principles): (1) “a
statement of objectives, (2) a sequence of ex-
periences [to achieve] the objectives, (3) sub-
. the best means of
engaging in the experiences, and (4) state-
ments of immediate outcomes of achieve-
ments to be derived from the experiences.”
Rugg concluded that curriculu t-
ing scientific methods and-that there was
need “for specialization and for. profession-
al... training,""“‘ Experienced teachers and
specialists in curriculum making should work

‘together to organize the content and materi-
-als within the various fields of subject mat-

ter—what the schools do today.

The Yearbook represented a tremendous
advancement in clarifying problem$ curric-
ulum workers were encountering and in
proposing procedures for the future in cur-
riculum making. It had major influence in
many school districts (both large and small,
as well as city, suburban, and rural), as
illustrated by. the plan that was later called
“The Eight-Year Study,” and by theideas
that Ralph Tyler and Hilda Taba expressed
in their classic texts twenty and thirty years
later. .

Rugg and Caswell The Development
Period.

During the late 1920s, the 1930s, and the
early 1940s a number of important books
were published on curriculum principles
and processes, and on techniques for help-
ing the . teacher in curriculum making.
Harold Rugg (1886-1960), the chairperson
of the NSSE Yearbook, shared the faith of
Bobbitt and Charters in a “science-efcurric-

ulum.” By training Rugg was an engineer,

but, like Dewey, he had a broad view of cur-
riculum that focused on the whole child and
the way 'the child would grz_ipple with the




changing society. In this respect, Rugg was a
progressive thinker as well as a forerunner
of reconstructionism.

In 1928, Rugg coauthored his class1c text,
The Child-Centered School, with Ann Shu-
maker. In an era which stressed student in-
put in planning the curriculum, the authors
stressed the need for curriculum specialists
to construct the curriculum.® He, also,
wrote about the necessity of teachers’ having
at hand an outline of the knowledge, con-
cepts, and generallzatlons that were to come
from classroom instruction. Put in different
terms, Rugg proposed that the curriculum
should be planned by the teacher in ad-
vance.® The important point here is that
Rugg (who was also progressive) rejected
the idea of a curriculum based on the spon-
taneous needs or interests of the child. Such
a curriculum, he believed, would have no se-
quence or predetermined outcomes. Even a
play school had to have objectives and re-
lated organized activities; otherwise, educa-
tion was wasteful. Finally, he advocated co-
~ operation among educational professionals
from different areas, including teachers, ad-
ministrators, test experts, and curriculum
specialists from various fields.

Rugg’s attention in the 1930s and the
1940s shifted almost entirely to the integra-
tion of history, geography, civics, and
economics—commonly called social studies.
Some of his ideas about labor history and
collectivism, and. his criticisms of American
life, compounded by his activities with the
teachers’ union, resulted in a great deal of
criticism- from Establishment groups. Like
Counts and Dewey, Rugg, too, had the dis-
tinction of having an FBI file.s05318¢

During the mid-1920s and- 1930s, most
school districts and state education depart-
ments were developing curriculum guides.
However, the selection of methods and activi-
ties was left to the teachers. Hollis Caswell

(1901- . ), was concerned that this prac-

tice was limited; he wanted to shift emphasis
from formulating a course of study to im-
proving instruction. He envision ed-curricu-
lum making as a means of helping teachers
coordinate their instructional activities with
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subject matter and students’ needs and inter-
ests. He considered courses of study as guides
or sources that teachers could use to plan
their daily work, but not as plans they should
follow 1 n detail. He sought to combine three
major curriculum components: Content,
teacher’s instruction, and student’s learning.

Caswell attempted to assist teachers by -

providing a step-by-step procedure for cur-
riculum making. He and his col leagues
outlined seven points, in question form, that
still have relevancy today:

. What is a curriculum?
. Why is there need for curriculum revision?
- What is the function of subject matter?

. How do we determine educational objec-
tives?

- How do we organize curriculum?
. How do we select subJect matter?

7. How do we measure the outcomes of instruc-
tion?® -

> 00 N e
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Influenced by Bobbitt’s definition of cur-
riculum as “that series of thi ngs which chil-
dren and youth must do and experience,”

" Caswell and Campbell, in their classic text

on Curriculum Development, maintained that
the curriculum must consider-“all elemehts
in the experience of the learner.” They
thought curriculum should synthesize the
fields of philosophy, psychology, and
sociology—what other. curricularists would
later refer to as the foundations of curricu-
lum. To a large extent, Caswell envisioned
curriculum as a field with few limitations on

content; rather, he thought.curriculumrep-

r process that incor-

horated aeniite seps oF ToveimpaCat ot

ganization, instruction, and evaluation.
Caswell and Campbell believed that the

curriculum must address three basic ele-
ments: Chlldrensmterests social functions,
and organized knowledge. The curriculum
was to provide the -proper scope and se-
quence of subject matter at every grade
level. The scope was to represent broad
themes based on social functions (similar to
educational aims), such as conservation of
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| 7 Although critics have Judged Tyler’s
m

94
. havior,* it still works for many. Because it is

and professional - relationship with Taba,
and together they served on numerous re-
search projects involving curriculum and
evaluation. Because Taba’s classic book on
Curriculum Development was published sev-
eral years after Tyler’s book, most people
think that Tyler influenced Taba. Actually,
they influenced each other, but Tyler was
the first to lay out four linear steps, which
Taba further developed into seven linear
steps.

The Tyier model deelcts a ratlonal! logi-
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When a treatise in social science becomes
popular, as this one did, it becomes fair
game for analysis and criticism by others in
the field—as. this one did as well. .
Perhaps the most important reason Tyler
is so influential is- that he worked closely
with a number of influential colleagues, be-
sides Taba, such as Paul Diederich, Harold
Dunkel, Maurice Hartung, Virgil Herrick,
and Joseph Schwab, who accepted many of
his ideas and who also influenced curricu-
lum. In addition, many of Tyler’s students

cal, and s roach 1o curriculum at Ohio State University—such as Edgar
making. Altﬁough it embraces no philo- Dale, Louis Heil; Louis Raths, and Harold

sophical or political bias in the sense that
any subject can _be organized around. the
‘model, %@w@wmm
it emphasizes the needs of the learner),
scientific procedures (its principles are ap-
pH&TiBEm varying situations), and behavior-
_ism (its objectives are the mm
“consideration, in Tyler’s own words).

As the NSSE Yearbook put little empha-
sis on the teachers’ role in curriculum mak-
ing, Tyler said very little about the students’
or the principals’ roles. - - Although Tyler
claims the book ciea\ls_mm_ rinciples_and

Shane—and at the University: of Chicago—
such as Elliot Eisner, Ned Flanders, David
Krathwohl, Louise Tyler, and Thomas
Hastings—were influenced by Tyler and
also became .prominent in.the field. Most
important, a number of Tyler’s other
students—including -Ben Bloom, Lee
Cronbach, John Goodlad, Ken Rehage, Ole
Sand, and Herbert Thelen—were also.his
colleagues for many years.” With the excep-
tion of Eisner, these colleagues continuously
praised Tyleris work in the professional lit-
erature. Like Tyler, these men and women

processes, the work is a_‘‘cookbook” ap-. were (or are): known for their scientific as-

proach to curriculum making. Nevertheless,

the book is highly influential, because of its
rational, no-nonsense, and sequential ap-
\_“CXT’Q In just over 100 pages, Tyler Jaid
out a basic_procedure-to-follow-with-easy-to-
wmes—dlfferem from the

complex and cumbersome writings of other
texts. Tyler gives students a manageable de-

sumptions, systematic procedures, and tra-

ditional views on educatlon

CURRENT FOCUS

The Tyler model, despite its criticism,
summed up the best principles of curricu-

scription, a series of concise steps, through - lum making during the first half. of the

which to plan curriculum.

odel to be inadequate, naive, overly lock-
step, and technocratic, and. 1 have. censured it
or its oversimplifying view of curriculum
making as the collection of small bits. of be-

S1 mgle to grasp, it serves as a startmg pomt

for curriculum students (which was its origi-
nal intention). Remember that Tyler did not
attempt anything more than to provide a ba-

sic guideline for students; his contémporar-
ies inflated thesignificance of the book.

twentieth century. The model has beén util-
ized and adapted by many curricularists, in-
~ cluding some of Tyler’s students, like Taba
“and Goodlad.*® Although Tyler and his
predecessors -did -a great deal toward
outlining a science of curriculum, the major.
concepts and principles of the field remain~
ill-defined and open to dlspute Accordmg
to Bruce Joyce, there are “no agree;l upon
concepts or modes which are known and
used. . .. The  curriculum field has no
overarchmg metasystem,” known to most of
its practitioners, which enables comparisons

-

-
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of and. choices between all alternative ap-
proaches which are taken.” In general, cur-
“riculum people still “do their own thing.””

On the other hand, Elliot Eisner points
out that the “kind of science that has domi-
nated. educational research, ... including
curriculum development. .. uses knowl-
edge provided by the social scientist as the
primary bases for . . . managementand con-
trol.”® This has led to prescriptive models of
curriculum and instruction, uniform meth-
ods of teaching and testing, and outcomes
of learning that can be standardized and
measured. This tendency toward scientific
principles- of curriculum making, and edu-
cational research in general, has resulted in
nonexpressive and nonemotional forms of
education, according to Eisner, and what he
labels as “value-neutral,” “technical,” “cool,”
and “dispassionate objective.”™ The- infer-
ence is that the Bobbitt-Tyler era, and its sci-
ence -of curriculum, has taken the joy, hu-
mor, and fun out of teaching and learning.

Although this analysﬁ\may be construed
as an overstatement, especially by those who
believe in -behavioral or managerial ap-
proaches to curriculum, several curricular-

ists today—like Mike Apple, Dwayne Hueb- -
ner, Herb Kliebard, James Macdonald, Gail

McCutcheon, and Vincent Rogers—have
lost faith in the ability of scientific principles.

and technical madels to so iculum
problems. Like Eisner, they have turned to
various personal, aesthetic, and linguistic
concepts to formulate—or better yet, to
- reformulate—curriculum.'®

Even though we cannot agree on the con-
cepts and principles of curriculum, much
less on a science of curriculum making, the
field of curriculum is expanding, and cer-
tain trends are taking shape. During the
1980s, the notion of international competi-
tion has resurfaced, along with the cry for
tougher standards and educational produc-
tivity. The academic curriculum is also be-
ing expanded and upgraded, and the .idea
of academic excellence is once more being
debated in educational circles. The notion

of a fourth R—computer literacy for stu-

~dents—is also being seriously considered

(the authors would introduce a fifth R, as

" well-——namely, Spariish because of our coun-

try’s ethnic population trends), along with a
renewed emphasis on science, mathematics,
and foreign languages—SImllar to the Sput-
nik period.

The field of curriculum is also maturing.
It is moving beyond schools and including

.programs ‘in- business, industry, military,

government, and health fields. It is -also
incorporating many disciplines, such as phi-
losophy, psychology, sociology, and politics.
Finally, the field is developing an interna-
tional character, and curriculum specialists
are adapting the tools of research methodol-
ogy, -computers, instructional technology,
and systems analysis. In short; curriculum as
a field of study is becoming more interdisci-
plinary, scientific, and qualitative.

CONCLUSION

From the colonial period to around World
War I, curriculum-was a matter of evolving
subject matter. Some reform ideas con-
cerned Eedagoglgllp’gg\lp__es, mainly .asa
result of European influence and the
emerging progressive reform movement of
the mid- and. late nineteenth century. But
these ideas were limited to theoretical
discussions and a few isolated and innova-
tive schools. The perennialist curriculum,
which emphasized. the classics and timéless
and absoluite values based around religious
and' then moral doctrines, remained domi-
nant for the first 150 years of our nation’s

‘history.

The idea of principles and processes of
curriculum began to take shape after the
turn of the twentieth century, along with

emphasis on scientific principles and pro
_rg_s_mLph.llosophy Curriculum as a ﬁeld

of study, with its own methods and theories
and ways of solving problems, has made real
advances ever since the 1920s. Most of the
-advances have actually taken place since
Tyler Wrote his ba51c text on currlculum

|
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