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ABSTRACT

The purpose of schooling is to cducate learners in such a way
that they will be able te contribute to the welfare and strength of
society, and to roalize 2 fuil development of their potentizl as human
beings. In order io do this, curricula are planned #nd caveloped,
teachers are trained, text books and other materials are also

produced.

Tc attair its end-result an educational pregram must be planned
and developed systematically using a curriculum developmant model
of one kind. This fact is onc that has gscaped many pcrsons'
attention in scveral placcs. A curriculum development medel is
said to be in actual use when professionals charged with the task
sharce a sense of commenality cxemplificd by 2 strong nctwork of
its conceptual and methodelogical commitments that geverns their

work. Such a conceptual schome serves te synthesize ali under-

@y

takings and to reveal problem sciutions that arisc in learning.

The major objuctive of this study is tc make an Investigation
intc the Fractices and Processes of Curriculum Planning and
Development for General Zducation in Ethicpia since 1974 with &
focus cn the underlying model.  In so doing, attempts arc made
to gather information from professionals working in thoe Institute ~
for Curriculum Devclepment end Slesearch and officials charged with
cducation policy decision-meking at the level of the iinistry. This
information is obtaincd through questicnnaires and intorvicws from

the twe groups mentioncd.

flesults hardly suggcst that there exists an agreed-upen

curriculum development model which can direct the planning and




development of the educaticnal pregram. In addition tc this, the

meded which is often claimed to b onc in use since 1974 appeers

missing.

In the light of the probloms envisag.d, it seems oxtremely
impoertont that curriculum pieaning and development must follow
an agreed-upon model, set of procedures and pattern, if the
educsticnal progrem is to becceme effective. And this has to be
clearly spcelled out and kniewn. #orcover, curriculum as the means
to express fundamental valucs meeds to toke @ closer stucy which
cuts across nceds of prospective learners, contemporary-socicty,
and the large world of knowledge.  Since curriculum deveicpment is
a continuous arca of study and improvement, and since necds change
in time, curriculun: planning #nd development must be rescarch

oriented rather than being 3 ruie-cf-thumb procedurc.
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CHAPTER |

THE PROCLENM ANC DEFIMITICN CF TERMS USED
INTRCOUCTIO}

Educaticn is cne of the suveral partners thet share the task
of giving the pace of cconomic cnd social advancements provided
that imaginative leadership combined with sound decisions and
realistic plenning is made. Like all cther conscicus una.rtakings,
the plan for an educaticnal program must bz carcfully and
systematically woerked out, thoroughly and paticntly pursued, with

high intcnt and vigor.

For mapy years scvorzl writers have been arguing vchemently
10 the point that those whe make decisicns on educaticn in general
and curriculum issues in particular, necd to lcok cicscly et the
path the system of cduc~tion is fellowing in order to sco cicarly the
dirccticn to which it is leading, and to be cortain that it is not

guing teward undesired dostinations.

Concerned, as it is, with "what should be taught" and tc
"what cnds-in-view", curriculum stands ot the center of ¢ducation.,
Cecausc it is the means by which cducation is transactaed, it is
increasingly seen as a key prablem in education decision-making.
This pcint is brought morc clecarly in Gerdon and Lawton (1978,

P. 224} who contend that "qucsticns cbout curriculum are nearly
alvzys close to the central issue of educational debate, althcugh
they cften appear to be rneglected at the time". The literature
or curriculum cffers much knowledge ond information as regards
the practices ind experiences undortaken in working cut plars

for cducational programs from different perspectives.  Under
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cortain circumstonces, as con Do heerncd from the bulk of the
cvidence, somc idcas and conceptions may nct hove reeccived the
recugnition duc them, while cthers may have been playaed up

bheyond their legitimete worth ana role.

The scurces aveiladle for curriculum thinking 2nd decisicn
making arc quite abundant. Thase, in turn hove given substan=
tive contribution to knowicdge for planning and de cloping educa-
ticnal programs along certain conceptual framewe rks or mcdels.

It is only when this kncwledge is profitably used that productive,
creative, and imagicative thinking in curriculum decision-making
can come about in an educaticnzl atmesphere free of limitations

from doctrinaire positicns.

Curriculum planning and development is & continuous prccess
of study ancd improvement. Indicd, as Viillar¢ 2. Spadling com-
mentea, "Educaticnal programs should stand cr fall, pursist or
be modificd, because of the guality cf their effects upen students”
(In Tabc 1962, p. VII). Seen from this perspective, it is
especially impeortant to explicate and make known the mcdel upon
which the curriculum has beer develecped so that therc will be

ways for improving, revising, and medifying continuously.

This study thercfore attempts, on o more general lavel, to
meke an Investigation inte the Practices and Processes of Curri-
culum Develcpment for General Education in Ethicpla since 1974.
lts mzin focus lics in pointing cut the fact that more thought should
ge te planning and develeping the curriculum along tho [:ehi\/_iour;:l‘

mcdel, and in linking what has transpired with current ideas in the

—
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"missing” model. The "missing

a

¢l is missing bocouse it has

apporently never been sonscicusly adopted and supperted by any

aotuel practice.

BACKGPCUHU

iodern educaticn in Ethicpie has @ history of loss than a
century. In this relatively short pericd the system of cducction
in gencral and the curriculum in particular, has undorgong saveral
stages ~ f developmoent with subscquent influences from abroad.
Documentation in this respect is sufficiently detailed showing the
various forzign influences to which the nation's schocis have been
subiccted. As ncted in the varicus works of those whe have
attempted to write on the development of modern education in

the country, it is very wcil documented that, quite often, &

simplc adoption of curricula, curricular materiels, scheel structure

and the like of these forcigners whe have had the greatest influence

at a particular pericd in history bad been put into cffoct (Teshome
Viagaw 1979; Tedesse Tercfe 1964; Ayalew G/Sclassie 1864; Girma

Amore 1961; 1982).

In the face of such influences, it is little woncder that the
curriculum can be plenned to meet the nceds, cencerns and
demands of the Ethicpian society. HNonetheless, it is also well

to remember the greet effort crlightened nationals (together with

forcign experts) - after & criticel analysis of the cducaticn sector -

- have made with respect to the neccssity of cxplicating the
objzctives of ecucation bofore armbarking on curriculum planning;

the sources to be used to dotermine educatioral cbjectives; the
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need to plen the educeticnal program in view of its 1'ng range
. offects, its feasibility and relevance. As might be recalled this

effort was shown in the Education Secter Review.

I+ this study-Education Sector Review-, interesiingly cnough,
the view pcint which many curriculum theoreticians have becn,
& and still are, promoting in their such time-honored works,* Basic

Principles_of Curriculum and instruction' by Professor Ralph V.

-

Tvler (1946); 'Curriculum Dovelepment:  Theory into practicc!

by Hilda Taba (1962); 'Curriculum Devclopment:  Theery int

Practicc! by Tenner and Tonner (1980); 'Curriculum: A Com-

L prchensive Introduction' by John D, viehkil (1988) - t cite

but few -, has becen reflected. /ccordgingly, the Task Force on
Curriculum and Methodclogy (Task Force 9) had clearly astablished
that "a set of well-conceived and well-articulated nationzi cims or
goals of educetion arc tne guide pests in curricuium plenning and
develcpment'.  Furthermore, it also stated that the scurces frem
which these aims and goals must nccessarily come are 'the necds
ef ihc society, thc needs of the individual, and human kncwledge'
(Ecucation Scctor Feview, Task Force 9, 1872, p. 11). With this
notion in vicw te facilitate the process of curriculum plarning and
development, this samc Task Ferce had offerad four ganerzl aims
of cducztion in Cthiopia as 'Economic; Cultural and VNoral; Social;

and Socio-Political' (ibid., pp. 11-13}.

g This very well indicttos thot there has alrcady been a fertile
theoretical ground upon which the plan for the cducational program

can start.  But, before the proposals of the study were put into
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offeet, the Fcbruary 1974 volution broke cut introcucing 2 new
sccial urder.  Since this time because education had to respend to
changes taking place in tho socicty, @ totally different concception
anc cutleok had to guide the nature of curriculum plenning and

cevelopment.

As most in the ficld agrec, curriculum planning roquires
systemetic thinking that must follow an cstablished set of pro-
cedures concerning decisions on the end - purposes of schooling.
Anc thoese decisions need te be grounded on rational bascs with
a model that guides the whele endeavour. Curriculum, conceived

as the meens to express funcamental values which scciety at a

particular pericd in history upholds, must necessarily employ some
Kinc of model that can sufficicntly direct its planning and
development.  Advancing this position Oliva (1988, p. 160) writes
"using & model in such ar activity as curriculum devaiopmert can
result in greater cfficicncy and procuctivity."  Hence, it can be
said, following a model in curriculum planning ond development

provid:s order tc¢ the process.

THE PROBLEM

Sometime after the 1374 massive upheaval in the counitry,
& separate department within the Ministry of Education widzly
known as Curriculum Depariment (alse called ilationsi Curriculum
Development Center, and in 1929 ronamed as Institute for Curri-
culum Development and Rescarch - ICDT) entrusted to undertake

the task of planning and deveioping curricula and ~urricul~r

matericls has becn establishoc.




As mentioned n The Ethicpien School Syllebusws (1934, p. vil),

Anbessu Dlazen (1985, p. 28}, this department is vesteo with
the resronsibility to plorn curricule, and devise curriculum meterials
(taxt buoks, teachers' guldes, supplementary reading aterials and
the like; for usc in pre-schecl, primary, and secondary schacls all
over the country. In acditicn to these, it is alsc authorized to
jssuc all directives and guidelincs concerning curriculum develop-
ment and chenge. Conscquently, ~f the three curriculum design
modelz which Taylor ana Richarcds (1385) menticn, the department,
as noted in Anbessu Ziazoen (1985, pp. 28, 32, 37, 453, employs
the Ends - Means model {vihich stherwise is alsc known e€ the
'Objectives, the Pehavicurzl, znd Tyler's raeticnale') tc plan and

develep curriculum for genorai ccucation,

In the opinion of this rescarcher, cxcent in Aniessu Biazen
(1985), thc model @inploycd to this end has not been indicated
cisewhere. Even in the iiztin-wide study cesignatec ¢s the
Evaluztive Rescarch on the General Education System of Ethicpia
(ERGESE) the conceptual scheme upon which the curriculum plan
ie founded has not been moenticned. Despite this fact, ERGESE,
in its Final feport, among cthor peints, commented that
"objectives lack clarity 2nd arc hardly attainablc; teaching-learning
tce heavily relies on content, ..M (1979, E.C., pp« 26 - 27).
These inadeguacies and defects could have boen much appreciated
if the modcl used in the process has alse been considerad.

/dtheugh it is claimed that the Ends-Means mogel is employed

to plan and develop curriculum for general cciucation, thore scems




t. he little raticnal justificztion that this model hes beun used.
This, then, calle the ned for bivestigating the actual m ¢zl upon
which the proctices and processes of curriculum planning for gencral

ecucation purposes has bascd itsclf since 1574,

Statement of the Problem. it is the purpesc of this study

(1) to identify the mcdel used for planning and develeping
curriculum for genceral oducation since Ie74; and (2) to examine
the claimed modcl in light of the basic theoretical constructs of the

ohaviocural medel.

Correspondingly, it is the hypothesis of this stucy that there
scem to be significant differcrices botween the model claimed on
the one hand, and the practices and processes uncertaken on the
other. Te this end, somc «f th2 qucstions that this stucy seeks
ie answcir arc:

A On whet bases arz oducaticnal cbjectives cdetermined?

o~

Who cdetermings them?
/hat are the basic sources of data usecd to this enc?
How are educaticnal cbjectives fermulated and stated?
(C) What educational experiences are provided teo attain
these cbjectives?
V/hat arc the mezns used to select content and learning
experiences?
(C) Hew zre the ecucaticnil experiences organized?
What guiding critcria are employed to orgenize content

and learning experiences?

-~
Tey
e

N

How is the cducsticnal program evaluated?

\/het evidence is considered valid in gveluating the

No

ecucational program?




By way of answering thesc cuestions, it remains t be seen
whether or not the medel in use is in confermity with the Dehavioural

model,

importonce of the Study. This stucy is felt to be important

for the following major reescons.,

First, it is gcnerally accopted that curriculum decisions hold
central positions in any formaily organized cducational undertaking
= whether in tetalitarian or in more democratic socictics.  This is
because when planning ecucaticnal pregrams not only are present
situations analyzed, but futurc ¢ nditions sre forecast as well.,

Tc plan for the wreng future ot the very least, penealizes learners.
As the enormous literature in the ficle justifics decisions like "what
should be taucht" and tc "what cnds - in view" can be cictated by
the social philosophy, or the cducational philosophy of 2 nation or
even both.  Inhcrent in such cocisions ~re the vaiuc cricntations
cf thise running the systam o the one hend and these charged
with curriculum planning or: the other. Diffcrences in valuc com-
mitments have revealed @ gocd deal of variation that range all the
way throughn conceptions of curriculum, to the naturc of curriculum
planning, ancd the model that the plan should follow. Consequently,
cifferent models have becn proposed and put into effect for planning
the educational program of 2 school systcm. Viewed from this
perspective, it scems necessery to examine one's own 2xpericnces

SC as tu identify the weaknzssas of the model under operaticn and

thereby propesc cne that zppears feasible and mere realistiz.
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Cocond, today as it meny ciher naticns, In Ethioplz ted, S /
the cucst for excellence in acduczticn s a frequent! y=heard public /

cemanc.  The means tc mect such a demend is by wey of planning
ccucaticnal programs thot arc morce suited and attuned to hclistic
covelepment.  This task reoquires sufficient knewledge in the ficld.
Emphasizing the importance of kncwledge about curriculum planning
anc development, Shert {1986) notes that "if there is lack of sub-
stantial knowledge regarding this process on the part of those
charged with the task, it is likely thet the determination of
acducational objectives, the sciection and organizaticn of content,
it; appreopriateness, cepth ~nd coverage would be deciced

arbitrarily".

In precisely similar fashion wcideil (1985) comments, "Curri-
culum planning and develcpment is a complex intellectual  operation

]

invclving obscrvations, study of concitions, collecticn cf rclevant
information, and most of all jucgement." Finally, he concludcs
thzt ‘there can be no trus curriculum ends without an intcilectuael

anticipation and cvaluaticn of consequences,'

-

These imply that curriculum planning is a serious deliberaticn and
a compicx undertaking in which Cecisions must b madc ccnscicusly
and intelligently. If curriculum matters are te be guided by whim

or desire and if cdecisions arc to be made arbitrarily, they do not

only end up in the failure of the educaticnal program but do alsc
rcsult in a loss of society's resources. Thus, to avoia problems

of thise and of other natur>, it appears very necessory to plan

the curriculum along 2 model of one kind. In deing so, it should




aisc be noted that @ good deal of attention necc to he civen tc
the specifics of the educational ciivird nmznt and the rature of the
socicty in which the currictlum is tc oporatc. In general, taking
into consiceration the excrcize since 1974, it is perhaps pussible
to asscrt that much of the dacisions on curriculum are made with
little or no account of the many feceted functions cf cducation
which demand that education should be a step ahead of the sector
. it serves., Therefore, in light of these points, it seems extremely

imporiant that those chorged with the task be aware of this issue.

METHCDS CF PROCEDURES AMD SCURCES GF INFORMATION (DATA)

it is a cescriptive - survcy study that specificaily aims at
examining the extent to which the model in use is in harmony
with the Dehavioural model. To this end, the stucy employs

the follewing methods of procedures to collect and analyze data.

Data Scurce. The sources of data are (1) bocks, periodicals,

-

and cocuments; (2) professionals whe are currently in charge of

developing curriculum and curriculum materials; and those who
heve had 2 similar experionce for a considerable pericd of time but
arc promoted to other depertments within the Ministry and other
sectors in the last five years; and (3) Heads of the various
Cepartments of the Ministry whe et present are in their respective

pusitions and these promoted to other sectors.

5 Data Guthering Tools. Data are gathered by (1) cxamining
availeble and cccessible documents; (2) developing discussion
(interview) items to a total of ten officials of which seven are

at present members of the policy-advisory committee within




the Ministry. The other thro. also have had a similar Cipiricnce
(please sce, Annex 1 for the iters). From these officials information
is chtained by way of discussicns made In their raspoctive offices

.

thrcugh appeintments; (3} dowceloping anc administering structurced

gucstionnaire items to the professional staff (cnly nationals) who

¢

are currently working in the depertment end these who have been

prometec in the last five ycars,

In order to sce whether or not the Ends ~ Means model is the
cne under practice, the content of the questionnaire itcms are
framed in accordance with the Dasic notions and assumptions of
those who premote the peint <f view (please see, Annex 2}, To
this «ffcct, a questicnnair: consisting of nincteen items is doveloped
and distributed to a total of forty-five prefessionals (out of which
thirty-scven are prescntly werking in the department while the
rest cight are those who have been prometed tc cother departments

within the Ministry of Education and cther sectors).

Sample. Cf the non-proLability sampling technigues, purposive
= 1

somplc is used since the number of the stucdy aroup is limited.

-—

/snalysis of Cata. T this end, the following procecure is

uscct: first, the respenses obteined from the questionnaire items
arce tabulsted, interpreted and @nalyzed. As shown in Chapter
Four, there are cight tables i which the responscs of the study
group are presentcd.  In eoch table the reactions ¢f the profes-
sionals is indicated both in number and percentage. The inter-
pretation, analysis, and thc ensuing discussicn thercefore, are based
cn the results obtzined. MNext,the views of the officials that have
been gaincd from the discussion items arc used to substzntiate the

intcrorctation, analysis and the discussion wherzever decmed necessary.




hodal used in the study wnc faticnole for the choice of the ficdel
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Medel used in the stucdy. Jimeng the throc principal curri-

culum design models waich Teylor and Richards (1985, pp. 57-72)
have pointed cut as the Cbjuctives, the Process, snd the Situational
mecels; the Behavioural mocel (whe other name for the Gbjactives

model) is chusen for use in this study.

Cther things being cquel, this model as advancud by Prefesscr
Tyler and his prcponents, offers a2 clear statement of the basics
of the study of education and the relaticn of the principles involved
te the practice of curriculum planning and develcpment.  Moraover,
accordiing to thesc authoritics conducting needs assessmant in one
form or another, provides a frcus for a censideraticn of high-level
valucs in that this procedurc tokes into account the prospoctive
leariners, contemporary-society, ond the nature cf knowledge as

ootenticl sources and influcnces in curriculum decisicn-making.

in esscnece, this medel propeses four fundamental and
organically interwoven aspects in any serious ttempt to work out
a plan fer an ecucaticnal program,., These, as prescated by
Tyler (1949) arec:

.  Determination of cducational cbjectives;

. Selection of educationzl experiences (for the attainmont

cf these objectives);
. Crganization of ccucaticnal experiences; and

. Evaluation of the cutcomes of the ecducational program.




Although professcr Tyler cid not micike use of 2 diagram to

descrine the process in his moaal, however, adapting Pupham

Pakcr's (1970, p. 87) as well as Abebe Bekcle's {1874, p. 36)

Aal
Al

ilustrations, the modal reprosenited schumctically mcy appear
somewhat s follows:
SOURCE OF CURRICULUWN !
Learncr . Seclety Subjoct maticr
: A list of Tantative Educational Thjectives
© Philescphy of Pesycholcgy of |
: Ecucaticn Learning :
cducaticnal Ubjectives
' Selection of Educational Expericnces '
| . -y . - .
. Organization of Educational Expericnces
z
Evaluation of the Cutcomes of the Program

Figure 1. A Schema »f the Behavioural ivodel,

e s s i



The plan for the ecucaticral program thot cmeracs as a final

precuct of this synthesizing proc:ss, as the advecates of the mocel
argue, is not a once - and - for all plan; rather is subject to

improvement, revision and chenge by way of conducting systematic
studivs and eveluation, Fence, the asscrticn ‘curriculum lanning

and development is & continucus precess of study and improvement'.

Rationae for the chciq; of the #ecdel. As moust in the ficld

agrao, ceducaticn is an intenticnal activity and the scheol 2
purpcsive social institution. VYicwed from this perspective, it can
be said, iIf ccducaticn is to mect fis intended purposc, then it

1

follcws that the curriculum has to be deliberately planncd, system-

atically crganized and consciously pursued,

Curriculum planning and development is a complex under-
taking thot must employ on agraed upon procedure in ordar to
determinc the end purposes of cducation. This task in turn
demands that ¢ geod deel of attention be given te the three
pctinitinl sources and influcnces if the knowledge schocls promote
is to prove its cfficacy beth to the develepment of the individual
and the scciety at lerge. Tho Echavioural model therofore preposcs
that curriculum planning and devclopment nceds to basc itszIf on
a broacer consideration of thase sources in order to workout a
fuosible, realistic, and relevant sct of intended learnings that

can eventually produce socially cffecient citizens,

Understood properly, this model has an important bearing
te curriculum planning wnd dovelopment for general cducetion

purpese in the Cthiopian context.  This is because, in deveieping




nations like ocurs, cducatics is rogarc cd as 2 means of liberating
peopic from the ages-old sulturz! and ecencmic backw raness,
neverty, ignorance, ciscese enc tho like. Uncer such circ-
umstances, schocls must cppropriatcly resporid to the burning
needs and concerns of thc socicty that cry for solutioris.
Perhap:s, these may best be attained by way of presenting
learners with the true pictuec of the sccial environment irn which
thay happen te live and at the same time coffering substantive and
worthwhile knowledge thot can nave @ transfer valuc, Unless the
curricuium provides worthwhile knowledge from wnich’ Loth learners
and sccicty profit, it has to he admitted, all efforts weuld be
doomed tc failure and become woste of resources too. T herefore,
to a naticn like Ethiopia, it is hardly possiblc to plan the curri-
culum with an almost exclusive precccupeticn of gither one cr two
of the rcferents noted above. In other werds, planning an
cducticnal pregram that primerily aims to fulfill necds and
inturosts of lcarners, or onc that secks solution te preblems of
socizty, cr one that cultivates the intcllect of learners alene,

appears of little use in our context.

“espite somc of its criticisme (which have been cdiscussed
in Chapter Twe), many writers (Tabe 1962; fiawes. 1878; Tanner
and Tanner 198C; Mcileil 1985; Cliva 1988) strongly assert that
nc other model has proved to be as cffective and comprehensive
as thc Dehavioural Model. il its advocates belicve that it is
the best-known mocel for answerinc neot only perennizl curriculum
guestions but alsc te plar vicbic, realistic, and attainable

vducational programs.

-
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By and large, it may bo saic, because it has many
advantages over the other mocels, becausc it addrasses itsclf
toeward educating a socially officient citizen, and becausc of its
imiplication to thoe practical study of ecducation as well as curriculum
planning and development, it is choscn as a framc of reference in

this study.

Celimitation/Limitations of the Study. In view of the major

issu¢ thc study is after, nc attecmpt is made te examine programs
relzted to Pre-school education, Speciel education, Technical and
YVocational cduceticn, Teachcr =ducation, and the School ocxperiment

on Polytechnical educaticri.

The high turncver of persens from the Institute for Curriculum

Davelopment and Rescarch, anc the Ineccessibility of some decuments

has put limitations from cbiaining information as expeccicd.

CEFIRUTICGH CGF TERMS USED

2ehavioural liodel:- is @ model preopesed and adverced by

prefesser falph Tyler for the planning and developmont of
curricula. In the literature it is knewn in different names such
as the Cbjectives hedel, the Ends-Mcans Model, and also Tyler's

ationzle,

Elementary (Primary) Scheol:- is the first level of fermal

schooling that lasts for 6 years (grades 1 - 6).

Secendary (Junior znd Senior) School - is the next level

of foermal schooling consisting of junicr secondary - grades 7

end 8 - , and senicr secondary - grades 9 to 12.
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Ceneral Education - is that part of the plan for the cducational

R
A0

program designed to provide learners with a common universe of
agiscourse, understanding, and competence before they undertake

any kind of specialized cducation.,

Frofessionals - refers to those persons entirely zngaged in

curriculum development in the Institute for Curriculum Dovelopment

anca Rescarch.

fwtherities (Officials, Department Heads) - refirs to those

persons who are in charge of running the varicus departments
of the Ministry of Education and whe at the same time are members

of the Policy-Acdvisory Committce of the Ministry.

Transiticnal Curriculum - rcfers to the curriculum that has

replaced the one befere 1974 and is still in operation in all schools
except those seventy schools where Polytechnical Education is
under experiment. (The term is not known in curriculum

literature).

CRGAMIZATICM CF THE REMAINDER OF THE STUDY
This study is compcsed of the following five chapters.

Chapter one deals with the Introducticn, Background, the
Problem, Statemont of the Problem, Importance of the study,
Metheds of procedure and Scurces of Information, Delimitation/

Limitaticns of the study, and Definiticn of Terms usad.

Chaptcr Two is a brief account of Review of ‘the Literature

and is subdivided inte thrce main headings.




Chapter Three presents an overview of the practices and
processes of curriculum planning im Ethiopia since 1974, Chapter
Four is Interpretation, Analysis of data and Discussion of the

Fincdings; and finally Chapter Five, Ceonclusicns and Recommendaticns.




CHAPTER 11

REVIEY CF THE LITRATURE

in this chapter a bricf 2account of threc main topics namely,
"Cefiniticnal Issucs of the Term Curriculum, Some Ceonceptions
in Curriculum Planning ancd Deovelopment and, The Proccss of
Curriculum Planning and Development for General Education

using the Behavicural Mod:l , is presented.,

DEFIRITIONAL ISSUES OF THE TERM CURRICULUM

Cbviously the most fundamental concern of schooling is curri-
culum. Despite this fact, as documentation in the field justifics,
Curriculum cefinitions, mcanings and concepts have remazined
changing cver the years. From these changes several differing
definitions of the term have also emerged.  To illustrate this
point 2 few examples of eminent writers on curriculum is in

crcicr.

Cne of the first to attempt 2 definition was F. Bcbbitt.

in his widely referred and cften guoted work - The Curriculum

(1918) -, Cobbitt defined it as 'that scries of things which
chilcrcn and youth must do =nd experience by way of develop-
ing abilities to dc things that make up the affairs cf acdult life
and to be in all respects what ~cultssheuld be' (In Caswell and
Campbell 1935, p. 67; in Tanncr and Tanner 1980, p. 24).
According tc Bobbitt, since the whole purpose of ecucation is
'the preparation of the learner for life', the curriculum would

then toke as its primary purpose the ability to develop those




experiences which are considered worthwhile by the grown-ups.

Hext, taking a similar apprcach, Caswell and Campbell
(1835, p. 66) wrcte thot Curriculum is cempesed of zll expers
icnces children have under the guidance of teachers. ilere, too,
experiences of all kind are Lound within the domain of curriculum.
Such definitions, it can bz argued, that embrace 'expericnce' with
all its uncerlying qualificzticns os the central theme of curriculum
give or suggest little hint 2s to the types of experienczs that
should be properly provided by the school and those thot could
be promoted by other agencies outside the schcol. In other words,
definitions of this type are so brozd that they regard curriculum as
mere cxpericnced with little or no mention of their systematic
deliberation as well as the knowledge component these so-called

expericrices are to promote.

Thircd, Smith, et.al., (iS57, p. 3} conceived curriculum as
"2 sequence of potential cxpericnces setup in school for the
purpose cof disciplining children and youth in greup ways of
thinking anc acting " These authoritics approach curriculum
from the view point o_f culturc. Thus, they write, “the curri-
culum is always, in every sccicty, a reflection of what pceple
think, feel, believe, and do' (ibid.). Although it is truc that
the curriculum operates within a given socicty, and at 2 particular
period in history, it should howcver be noted that therc is a
recognizeble debate in the literature concerning such cenceptions
of curriculum. Since thesc arguments are founded on diverse

greunds no attempt will be madc to discuss them here.




Fourth, it is cther curriculum writers cententicn that
curriculum be undcrs_t(f':c‘, 46 s written document" (Leauchamp
1575, ;2. 1C€3); "e selection from the culture of socicty" (Lawton
1575, . 8); and a plen of activitics deliberately orgonized so
that purils will attain by learning certain educaticnal wads cr
obicctives' (Hirst 19784, . 132). Fr.om these definiti ns, again
it is not cifficult to sce what cach writcr meant Dy curriculum.

Such distinctions not only make curriculum ct mplex, but mey alsc

leact - scrious conceptual ancd practical difficultics.

Fifth, heving gone through the varicus definitions that have
been proposed by many authi rities in timc, Tanner e&nd Tanner
(1980, p. 38) suggest what thoy called a 'tentative working
cofinition' as 'that reconstruction of knewledge and expericnce
systematically develepes uncer the auspices of the schadi (or
university), to enable tne learncr to increase his ~r her control
of knowledge and exeperience.  Unlike the other dcfinitions here
three peints seem tc have daserved attenticn; (1) curricuium
embraces beth knowledge and experience; (2) curriculum nccds to
be planncd anc developed systematically; anc (3) it is regarded
as having scme ends-in-view (in this casc, presumebly, increasing

learncrs control of knowled e and experience).

Finally, thcre are cther authorities who vehemently argue to
the p int that curriculum must bLe viewed in a more comprehensive
anc Lreader manner. This is because curriculum in its part and
in its totality has to fulfill cortain educati nal functi~ns serving
as an instrument to thc socicty that aims to promote knowlecge,
valucs, beliefs, skills, and attitudes of some kind by way of its

formally e¢ {ablished institutions - schools -, to its most precious




resources - learners.  Tventually the advocates of this view define

| curriculum as "2 plan for an cducaticnal program" (Tyler in Giroux
et. al., 1981, p. 17; Taba 1962, p. 11; Teylor and Richards 1985,
p. 3; Squires 1987, p. 2; Cliva 1988, p. 10). According to these
zuthcrities, curriculum issuzs 2rc central te educaticn and, therefore,

. are characterized by a2 multitude of consideraticns.

in most trecatments concerning this view, curriculum is taken
to be at the heart of the educaticnal enterprize. Hencg it is
arguccd that curriculum issucs must deserve care and attention for
they cannct be simply takcn for granted or justificd in terms of

- what is 'natural' and 'normal'.  Thus it is reasonably certain that

curriculum is 'the means through which ecucation is transacted'.

;,‘{_/ "Without curriculum®, ncte Tzylor and Richards (1985, p. 2),

. "education has no vehicle, noting through which te transmit its
massage, to convey its moanings, to exemplify its values." Viewed
from this perspcctive, the proponents of this standpoint tend to
reflect the fact that a definiticn of curriculum neecinet be
restricted te explaining the term as mere experiences, subjects to
be stucied, or as being synonymous with cducation. Central to
an uncerstanding of curriculum is that it shculd necarly 2lways

be conceived in its totality rathcer than in isclated fragments.

This is so because no curriculum grounded in either of the ways
described so far can possibly be adequate encugh tc comprehen-

; sively explain the conceptiors underlying its essence.

Sc far, it has been peinted out that many writers in time

have attemptec to define or at leust to describe curriculum.




Unfortunately, the definitions thet have been preoposec are found
to be as varied as the numercus writers who hove advanced them,
Ore way of eaplaining tho raticnale for this absencc of com-
monality is difference in theeducational ideclogy that tach writer
holcs. In common parlance, on ideology is a system cf belicfs and
valucs held in common by members of 2 sucial group (or inclividual)

irrespective of their (or the individual's) social class, political

or cconomic positions.

Similarly, an ecucaticnal ideclogy cen be taken to mcan "a
system of belicfs that gives gznerzl direction to the ccucational
policies and activitics of those who hela those beliefs" (Taylor
and Richards 1985, pp. 31-33; Scrimshaw (1983) in G. Squircs
1987, p. 11; Bernestein (1978) in Cherryhclmes 1982, ©. 28).
Incorperzatec in the explaneations cof educational practices and
envircnments arc the princizbes |, rules and ideclogics censtitutive
of those practices. Becausc these beliefs are about human nature,
socicty, knowledge and ecucztion, it ic likely that thesc beliefs
influence onc's conception «f curriculum. In the face of thase,
perhaps, it may be possible to 2ssert that curriculum embodies
a set of principles and values that comes from somewhere and
one that represents @ particular view. Hence, the meaning of
and knowledge about curricuium is not neutral for curriculum,

in tha finzl anclysis, is a question of values.

in this study, the dcfinition and interpretation accepted by
the rescarcher and the one {0 be utilized in the ensuing discus-

sion is that of Professor R.Y. Tyler and his proponents.




SCME CUNCEPTIONS I CURRICULUM PLANNING AND DEVELOPMENT

It is perhaps belabouring the obvious in saying that curri-
culum planning has been vicwed from different vantage points.
This is mainly due to the divergent standpoints people heve
concerning the functions of schools, Bocause the meeaning one
attaches to scheoling naturally influences cne's cocepticn of
curriculum there has been, and still exists, a garden veriety of
vicws as rcgards curriculum planning and development, For
instance, to scme, curriculum plznning is virtually a pelitical

b=
<

ffair; to others, it is the scic prerogative of those conventionally

-~

lzbelled group of pecple known as curriculum experts. Still meore,

to others promoting acecomic excellence, transmitting cultural

heritage, developing each learncr's pctential to its maximum limit,
. remaking or recrcating society, are issues that curriculum

planning should concern itsclf. In the confines of this stucdy,

it is not possible to do more than sketch the basic icdcas under-

lying the fellowing three points.

e -
g

o Curriculum Planning. Schocls, like other social institutions

S—

are a product of the scocicty ir.1 wﬁich they exist, and hence tend
to-fulfill @ number of educztional functicns. The curriculum, it
_\dant)e said, is the instrument to serve these functions. Curri-
‘ ‘eulum planning, therefore, should take place by locking at the
whole canvass and follewing an established set of procedurcs if the
N\ educational pregram has to fulfill both its intended purposes and .

2lso be able to respond to changes in society. Curriculum
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planning, accerding te Hass (1963, p. 5) is

“ The process «f gatherinig, sorting, selecting,
balancing and synthesizing relevant informaticn
from many scurces in grder to design

= those expericnces that will assist lecarners

in attaining the goals of the curriculum.

it involves the consideration and use of
planned goals and cljectives.

This view clearly advarced the position that curriculum
planning is a complex undertaking that requires orderly thinking
invclving a functional rclaticaship betwecen the steps it passcs
through. / Moreover, it is als 2 deliberate and sustainced cffort
whoereby bits and pieces of information from one or two scurces
cannct be grafted together in an additive fashion. ather, it
is » conscious effort in which priorities are sct and value
judgements arc made after a carcful analysis and synthesis of the

infoermation cbtained frem cifferent scurces.

Agein, accerding to this line of thinking the phrasc curri-
culum development refers to 'developing the plans for an
educaticnal program, including the identification and selection of
educ-tional objectives, the sclection of learning experiences, the
crganization of the learning expariences, and the evaluaticn « f the
educaticnal prcoram' (Tyler in Giroux ct.al., 1961, p. 18;

Taba 1962, p. 18; Smith, ct.al., 1957, p. Vil).

The potential adupters of this view propose that behind all
curriculum planning there are decisions., Ameng cothers, thase
include such issues @s scurcce -f the curriculum, sccial forces
and influences, the scciclogy of knowledge and the like.

Furthermore, it.s contended that curriculum planning has




cortain characteristics. /s cited in Eecher and Maclure {1978,
=, 20) Center for Educatiornal Research anc Innovaticn (CECD

1375, p. 13) has outlined throo of these characteristics as

follows:

First, the task of curriculum development
must bc instituticnalized, at least to

some extent: second, it must be a process
of change intended to lead to improvement,
and must incluce #n clement of feedback anc
evaluation (toking o broad interpretation

of thesc); and finally, it must be capable
of being cescribed in relation to actual
practicc of schocl and classroom.

In advancing this nction Gecher and Maclure note that these
features allew '‘curriculum planning to embrace a range of different
activitics, cach of which attempts to offer some relational means of
changing the curriculum, ... fcr what is decmed to be tha better!
(1978, p. 20). Reflecting their growing awarencss, many writers
have put censiderable effort in arguing that curriculum shculd be
planned conscicusly since it will be unrealistic if the knowledge
that schools coffer on the one hand, and the social realitics on
the othcr ge astray. Too often, in peinting this fact, it has been

concluded 'systematic curriculum planning and development is

found to be morc effective than trial and error' (Gliva 1988, p. 44).

Curriculum Planning 2s Politics. In an attempt t¢ show the

cffect of politics on education some writers toke curricuium planning
as being more of a political affair than a prefessional undertaking.

Uf those whe hold such viewrs = Eowley (1971); Becher anc Maclure
(1978); Hawes (1978); Apple (1979) are few among many. According

to these persons, since the content of cducation at schecls, to a




larger cegree, tends to reflect the vicws of politically dcminant

greups instead of expressing true cducational necds, they contend
that education in general and the curriculum in porticular appear
as & reflection of the political system. In this connectior: Rowley
(1971, p. 36) cbserved that "every educaticnal plan is 2 political
document." Similarly, “illiams (1961, p. 28) commentec, 'the common
prescription of education @s the key to change, ignores the fact
that the form anc content of education arc affected, and in some
cases determined, by the actu*i systems of political decisions ...'.
Aithough this is not the place 1o go into the techniczlitics of how
pecple think or consider curriculum as a political decument, it may
however be worthnoting the influcnce of politics when setting

educational goals.

Curriculum planning and develepment, in its real sense,
makes @ rational attempt to set ecucaticnal ends at 2 level which
can be attained snd alsc best suited to the sociceconomic needs
of a country, particularly when decisicns are made in accordance
with what is pessible in the time and with the rescurces aveailable.
But, "Unchecked political interventions from non-ecucation
sources can threaten the guality of ecucational programs" (Steller
1980, p. 161). Uncer such circumstances the purpose cf education
will be to confirm and perpctuate the authority of the day. In
many cases, as Steller contends, it has been found that ‘educational
policy makers often tend to respond more quickly with more vigor

to political demands than tc true ecucational nceds.' Consequently,




"The difference between what special interest groups and
cducational professicnals perccive as curriculum needs could

be vary wide" (ibid., p. 162).

The implication of what hes been seid above s that basing
curriculum issues on merc (olitics for the most part, naglects
the great intcllectual efforts made by educators in the ficld for
years and eventually turns toward orienting learners intc scme
kind of authoritarian philcsophy. But curriculum as many believe,
cannct and need not be imposed by any one individuel or group

upcn others.

Scen from this perspective, it may be argued, curriculum
is the most impertant sccizl poiicy that should be made on valid
grounds. Though it scunds sensible and is alse an advantage
to the whole arcna of ecucation, the contention that “incopen-
dence from politics would keep out the selfish aims end cerrupt
tactics of the politician® (Salisbury 1967, p. 410) secms hard to
justify for no education can be neutral from the politiczl under-

takings of its time.

Curriculum Planning as = Co-operative Endeavour., /Among

the several controversies in curriculum planning and development
one ¢f much discussion zrid heatec debete is the idec whether
curriculum planning shculd Be left to groups of people called
‘curriculum experts', or that it shculd be a2 joint venture calling
the participation of cthers from different fields., In effect, two

differcnt stendpoints have been revealed. On the onc hand,




there arc those who stroncly argue that curriculum planning end
development is purcly the tosk of specialists, therefore, neither
teachers nor any other grouy need to take part (As cited in
Caswcll and Campbell 1835, p. 73 Bacley and Whipple are the

Champions of this view).

Cn the otherhand, many writers on curriculum forcefully
argue in an cppesite dircction.  Cerrespondingly, they advance
the position that curriculum planning should be taken @s 2
cocperative c¢ffort and cshould czll for the participation of many
perscns from various fields, “Those include education rescarch
workers, subject-matter specinlists , psycholegists, sociclogists,
educators, teachers, and pzrents. One rezscen for such wide
participation is to avcid cpposition or halfbeartud suppert from

those in other ficlds as well as the general public.

Curriculum planning, as Herrick (1950, p. 37) belicves,
is essentially the result of co-operative effort and by its very

nature must draw upcn mainy kinds of competencies.'

If the concepticn that curriculum planning as a co-operative
endeavour is accepted, it appears necessary to menticn the
importance of teacher participation in this respect. No matter
how intelligintly the curriculum plan may be worked cut by other
groups, without teacher participation it is hardly possiblc to
assume thzt it would be cffective in actual classroom practice.
According te the proponents of this standpoint teacher participation
'‘ensurcs teachar cwnership ¢f curriculum, and continuity oetween

develcpment and implementation' (Corter, 1987, p. €). Eccause




tcachers are the interpretors 2nd the guide in the implemaentation

of the educational program, it is true that they nced to have a
part in curriculum planning. To this end, again Tanner and Tanner

write:

... teacher involvement in curriculum
development is an irrevecable fact of
educational life. Tha classrocm is a
fertile field for theory development,
and is practically a virgin field for
that matter. ... (Tanner and Tanncr
19806, p. 674).

But in order to maximally benefit from teacher participation
it has to be admitted, tcachors must have adequate knowledge of

and sufficient expericnce in curriculum work,

In rcality, there are, at lcast, threc major ways in which
such knocwledge may prove its importance: first, it enables
teachers tc undertake in conscicusly planned curriculuim revision
and improvement; naxt, it crables them explain their practices
to others; and finally, it helps them react apprepriately to

pressurces ceming from cutsice.

THE PROCESS OF CURRICULUN PLAMNING AND DEVELOPWEMNT FOR

GENERAL EDUCATION USINC THE BEHAVICUPAL MCDEL.
Among the many attempts that curriculum thecrcticians make
to improve education and thereby-facilitate the task of devising
the plans for educational programs, one of the mest significant is
the effcrt they make to plan curricula using cert2in frameworks
or models.  Efforts in this dircction, as mentioned carlier, have

resulted in three principal models namely, 'the Cbjectives (which
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in this study the designation Eebavioural is used); the Prccess,
anc the Situational Medels!. This section, thercefore, sceks to deal
with emjy onc of these mocceis - the Behavioural mocel - with the
reguisite steps and procedures necded te plan and doevelep the

curriculum for generzl education.

Casic Assumpticns of the idcdel. Gefere undertaking this

point it is important to ncte that just like curriculum the definition
of eclucation is one that has taxcd many in the field. /ficress the
literature a2 gocd dezl of varietion has been documentsd. /As
mentionecd carlier, cbvicusiy @i differences in this regard are
reflections of the educational ideclogies of their originators. Thus,

by examining definitions of <ducaticn it may be possible to analyze

what has been conceived as assential to the process.

In essence, the Behavicural model bases itself on Freafessor
E.W. Tyler's conception of educeation, in which education is
agefined as 'a process of changing the behaviour pattorns of
people! (1949, pp. 5 - 6). To aviod disputes over the term
behaviour, Tyler used it in 'thc breac sense to include thinking
anc! fecling as well as cvert acticn' (ibid., p. 6). Similerly,

Tyler's proponients, addressing the same issue note:

The cheif activity cf ecucation is to change
individuals in some way; to add to the
knowledge thcy posses, to enable them to
perform skills which ctherwisc they would
not perform, to develop certain under-
standings, insights, and appreciations
(Taba 1962, p. 194).

From what has been suggested by Tyler and those whe share
his view point, it is rcasonably certain to assume that education

entails changc in the behavicur patterns of the potential lcarners.




And this change eventually menifests itsclf in a variety of encounters
which learners may come acress. Dy and lorge, thesc changes take
diffcrent forms as in thought, feeling, skills, knowledge, attitude,
haoits and the like. Preperly understood all are the chizracteristic
features of the educetive proecess, and this is the imperative of

the Oe¢havioural model.

This model, besides giving order to the intricate task of
plenning for the educaticnal program helps to concepiualize the
process by showing established set of pr:;ccn’ures.{ Maorcover,
the modcl zalse preposes that bofore embarking on a curriculum
Flen 2 good many types of informaticn need to be considered in
order to make edequate cicisions. Vith such contentions, it
generally recungnizes the fullowing peints as its major concern:
(1) making prcfound necds assessement; (2) examining the
petential scurces of data that ensble to determine eclucaticnal
purposes;  (3)  selecting and organizing cducational experiences
that cventually lead to the attzinment of these purposes; and
(8) making comprchensive as wall as systematic evaluation in
erder to appraise the worth cof the educational prcgiram. In the
remzining part of this sccticn cach of these concerns are treated

in turn.

Neccs Assessment, This is an important first prucccure

that lays the ground work for curricuium planning arc development.
Therafore, assessing needs in one form or a wther, has been found

necessary to identify ceducational purposes.




Though defined in sceveral ways, in the breoadest sense,

necds assessment is "a process for identifying programmatic
nceds that must be addrzssed "y curriculum plenners® {(Cliva,

1988, p. 242).

Since the term ‘necd' may roveal several meanings, pre-
sumably, by restricting its use 1o a gap between actuzl and
desired bechaviour confusicn may likely be avoided. To ihis

offect, NMclNcil (1985, p. 93) writcs:

In the context of curriculum, & need can
be cdifined as = conditien in which a
discrepancy exists bcotween an acceptabic
state of learner bDihavicur cr activitics
and an cbscrved laearner statc.

Thus, by cbtaining infcrmaticn through this procedure, curri-

culum planncrs weuld be by far better off because as Unruh
belicves ... pricr to invcivement in making major decisions, it
is nccessary to identify nccds end concerns through seme
systematic way of involving 2 diverse constitucncy. Assigning
pricritics can cnly be done after ‘icentifying these needs,'

concluces Unruh (In Steller 1980, p. 163).

In view of this point it can be said, if those charged with
educaticn arc tc meke realistic, feasible, and adequate decisicns,
needs asscssment appears tc be = crucial task. This is because,
by ssessing necas decision makers would be in a better position
to define the objectives of ecducation ond thereby previde the

ground upeon which the curriculum can be planned.

Ferhaps at this juncturce, it scems reasonable tc peint out

the fact that asscssing nceds for the purpese of general education




3 ciffer markedly from thet for spucialized education cr training in
a specific arca.  This distinction is brought out clearly Ly Mauritz
Johnscn Jr. who starts his proposition in saying: 'Tho basis of
curriculum sclection differs for troining and for education'.
Accordingly, hc describes the two terms - training and education -

first, and then explicates how tc go abcut to both ends as fellows:

Training is the process of preparing an
individual to porform defined functions
in & predictable siwation. The selection
of curriculum content for training is based
on an analysis of the specific functions
~ to be performed and the specific situations

in which they arc to be performed.
Educaticn is the process of eguipping an
incividual to perform undefined functions
in unpredictable situctions. The selection

- of content fcr ccducation is based on its
having the widest possible significance
and greatest possible explanatery power

- {1 a Giroux, et.al., (eds.), 1981, p. 82).

This concepticn, thercefore, cssumes that it is cssential to
take & guod account cf the basic ideas underlying each aspect

while assessing necds.

Unce the idea that assessing nceds in a systematic and

prcfound manner before sctting ecucational ends is accepted, it

is true that ecmploying this procecdure is not a one time cperaticn,
rather a continuing and periodic activity. Decause needs, be it
that of learners, society, or subject matter are not static. Hence,
if education is tc respond tc change, a therough nceds 2ssessment
should be in order, for no cducational program can claim to have

. "reached & state of perfection in which it ministers all needs®

(Cliva 1988, p. 247).




Understood as such this procedure presupposes four com-
plementary and interdependent steps.  These, as cutlined by

nichleil (1985, g. 93), are:

rFormulating a sct of tentative geals
statements; assicning prioritics to
differcnt goals; dctermining the
acceptability of learner performance
in coch of the preferecd guals; and
translating high priority gcals into
plans.

Sources For Determininc “ducational Objectives. Perheps,

before dealing with the possible sources from which data essential
tc determine cducational objectives can be obtrined it is necessary

te be clear with the concept of educaticnal objectives.

The ecucational literature uscs a proliferation of terms, rather
lousely, often interchangably, tc signify the ends-in-view of
ccuczticn. Ecucaters speak of "aims", "encds", "outcomes",
"qoals", "purpeses", and "objectives." \Viritcrs such as Elcom,
Clesser, Fophem, Mager, Tyler, and Gagnc, use the terms geal,
purposc, aim, and objectives intcrchangably. On the cther hand,
educators such as Cordlad. and Amoons employ the terms geal or
cim to denote a "remote encé for the guidance of an cducational
activity" and objcctives to indicate “the kinds of behavicur chenges
in the students to be brought ebcut through learning cxperiences"

(Abebe Bekele 1974, pp. 25-26).

Since there is little or no agreement among these in the ficld
as to the preferred usage of these terms, it appears hard to give
a definition that can be acceptec by all. Nevertheless, on the

basis of the conception of cducation offered by Tyler (1949, pp. 5-6)




and agreecing with Abebe bBokele (1974, p. 26), ecucational objectives

can b censtrued as

statements which incdicate the kinds of
behavicur a sccicty wishes its youth to
acquire through schoeling in order to
understond and sclect those values which
are derived from its coenception of geod
life. In shert, educational cbjectives
dennte what students are tc know, believe
or co.

From this conception, it then becomes logical to raise the question
‘what are the sources for determining cducational cijectives?’
According tc Tyler and these whe share his position, curriculum
planners necd to identify ccducaticnal objectives by gethering data
from threc sources: The learncr, centemporary-life cutside the
schocl, and sulject matter specialists. Before taking up ecch

of these in turn, it is nccessiry to"sce how cach seurce came to

be regarded as the sole means to determine educational purpoeses.

Conflicting views Cver the Scurces. A roview of the history

of curriculum reveals that differont positicns have boen heid te
determine the objectives of educaticn,  The first of these fcllows
that the cptimal devclepment of the lcarner is the buosic goel of
educaticn. Thus it lccks at the learner in his werld with his
intercsts, motivations, capacitics, and his day-teo-cay interactions

with the environmoent as the sources of ecucational « bjectives.

The cther position finds its basic orientation in the larger
scciety. It, thercfore, locks tc the “social functions", or

fproblems of living”, cor in the words of Short (1986, pP. 3) the

"pursistent life situations" doescribod as "those situations that sccurc

in the life of the individual in many diffcrent ways as he grows



zt each developmental lzvel within the framework of persistent life
situaticns and then set up learning activitics dosigned to help them
sclve these problems.  Conscauently, these situations provide the

basis of educational uhjectives.,

The third pesition conceives the msjor ficlds of crganized Dody
of knowledge or what are known &s the disciplines as thc primary
source of educaticnal objectives. These disciplines, according to
the champicons of this positicn, arc the rcsults of the work of
generations of scholars, Thus, 2s a rcsult of mastery of skills,

C
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from infancy to maturity". According to this line of thinking,
~ curriculum planncrs have the task to examine present living in
? the socicty sc as to discover the situations and problems which
persist in the lives of all individuals., Furthermcre, curriculum
planncrs alsc seek to discovaer the problems faced by learncrs
ciiwralizations, and understandings of the varicus subjocts
embodicd in the disciplines, it is believed that the intcilect is
r cultivated and learncers acquirce increoasingly more mcaningful
insights into the problems ~f prosent day living and cventually
F' deveiop a system of velues which would help them sclve these

prcblems.  In this case too, curriculum planners, with the help

rendercd by specialists, docide the objectives of ecucation.

As shown in the preceding overview, the basic philosophical
cricntaticn of cach group has led to child-centered, swcicty-

centerec, and subject centered curricula in time.

Bringing Considcrations Tocether., Many cducaters and

curriculum theereticians scem to a2ccept the fact that no single

source is adequate cnough tc provide valid information to
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cietermine educaticnal ebjectives.  Although some writers, for
example Tanner end Tanner (1980) claim that these three mein
sources have becn well recegnized by John Dewey (in his carly
writings), however it is Tyler who has unambigiocusly stated and

very well treatcd (both in depth and breadth in his Bosic Principles

of Curriculum _and Instruction [949). This same position is shared

by, for examplc, iational Ecucation Association (1964); Mcieil
(1969, 1985); Tcll (1970); Hass (1983); Taba (1962); Lowy (1977);

Glive (1988); L.tM. Tanner (1983); Huenccke (1982); Klein (1986).

When educctionzl objectives are determined cn the buasis of
data gathered from these throe scurces, they cen hardly be
considered as matters of indivicdual ¢r group preferences.
Inherent in the emphasis given to prior determination of
educational objectives is that (1) their explicaticn provides
the foundaticn for curriculum planning and develepment since
ebjectives give direction and guildancs to other cspects;

(2} until they are decterminec there would be no way of telling
tc whet end the educaticnzl svstem is performing and even
knowing what its mission is, Pointing tc the importancs of
determining educational objectives as a very crucial task, Tyler

(1948, p. 3) commented:

.« If an cducaticnel program is to be
planned and if efferts for continued
improvement are to be made, it is very
ncecessary to have some conception of
the goals that arc being aimed at.
Thase educational cbjectives become
criteric by which matericls arc
sclected, contort is outlined,
instructional procecdures are
devceloped, and test and exam-
inations preparad.  All aspects of




the educational program are really means
to accomplish basic educationzl purpeses.

Given that the determinaticn of educational objectives is
inceed an Important first siep that presupposes an acccunt of
the threc sources, the guestion becomes how do these scurces
satisfactorily discharge the necessary information tcward expli-
cating thc purposes of schocling? A brief account of cach is

presented here under.

The Learner as Data Source. Despite the controvarsy on

how studies of learners cen be used te determine acducational

~

objectives, a gocd number of ecucators agree to the fact that
they can, and co, provide relevant deta to this end. In
acdition tc those cited in Abebe Dekele (I1S74 p. 32) - Goodled
(1969 p. 125); Dowers (1963, pg. 266 - 268); Rehage (1965,

op. 29 - 49); Brackenbury (IS67, pp. 89 - 108)-, other writers
cuch as MchMeil (1985, pp. 106 - 101), Tanner and Tanner (1980,
pp. 142 - 186) have also cxpressec their position in suppert of

this puint.

Since stucies of learncrs embody both their needs and
intercsts, it appears nacessery to identify the menner in which
needs cnthe one hand, and interests on the cther provice

sucgestions to determine eclucaticnel ¢ bjectives.

As has becn stated previcusly, problems and coubts over
the term need cen possibly be cvoided by confining its meaning
to "something that, if it werc to be missing, one would want to

have replaced" (Barrow, 1984 p. 79), or to "thc gap between

w4
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the present stete of an indivicdual and desirable objectives ...

(Taba 1962, p. 286). Thus, invastigations that attempt to find
cut gaps betwecn the acceptable and the present status of
students, accorcling to Tyler (1949, p. 8), "arc necessary
studics to provide a basiz for the selection of objectives which

shculd be given primary emphasis in the school's program",

The other term which is coined with 'needs' is 'interests'.
Several educators also believe th=t learning makes no heacdway
without interes., but interest, per se, dces not determine
objectives. However, identifying interests of prospective

learners could serve os a starting peoint, for students tend

5
to learn and thus become involved more in those things which
interest them. In this connecticn, it is believed that the

i ! cffectivencess f the educaticnsl program depends on how well
it is adapted to the interests of learners, ycar by ycor, 2s

: thoy preceed from one level te another, and also as they grow

toward maturity. Emphasizing studies of learncrs as having
important implications in tho identification of eclucaticna

cbjectives, Tyler contends thet objectives should:

first, stress thusc things that are
important for students to learn in
orcer to participate constructively
in contemporary society; second, be
scund in terims of the subject matter
invelved; ond finally, be in accord
with the cducational philosophy of
the institution (Tyler 1976, p. 63).

At last, he recommenc's thet clearly, 'the curriculum rationale

should strongly emphasize, in curriculum planning, scrious attention

should be given to the interests, activities, prceblems and concerns




of the students' (ibid., p. 6.).

Coentemporary-Society as Data Source. Human necds and

aspirations, anc dovelepmenits in scicnce and technology arc

factors that have the potenticl to influence cducation and
which eclucation will, in its turn, be called upon te act.

There can be several reasons s t. why schocls offer different
subjects at different times in history, Esscntially they & so
mainly fcr society is dynsmic - that it changes and evolves.,
Again changes in convictions as to what ycungsters need to

lcarn reveals shift on the purposes of education. This is because
schocls, like all other socizl instituticns, are a precduct of the

socicty in which they exist, hence tend to reflect in their

Cbjectives the nceds, desires and aspirations of that scciety.

Viewed from this perspective, it mey be said, a stucly of
contemporery society can sucgest the kinds of knowledge,
concepts, attituces, skills, v.lues anc the like students are
tc learn and acquire at a particular time. But, how do thcse
sceietal needs get identified so that thcy would be used to

determine ecucational purposcs?

In general, therc are twe ways in which societal needs,
demands as well as concerns may be reflected. The first is by

way of conducting comprehensive and systematic stuclies, In

this endevaver, attempts are made to gather pertinent information

from the large valuc system of the society, from its educational

traditicn, and from current problems that cry for solution. To

this cnd, Tyler (1943,

PP« 19 = 20) suggests that curriculum




planners need to develop a classification scheme thet divides life

’ o - 3 .
inte verious spheres, such as health, family, recreation, vocation,

-
. consumption, civic roles and the like,' From a study of society
— emerge many potential educatiocnal objectives.
In the second casc, necds are determined by the spokesman
. of the scciety (this can be the central government, the ruling
party, or parliament - depending on the situation). Under such
conditions these needs arc cxpressed cither explicitly or implicitly
- in legislations, proclamaticns, declarations, and other legal enact-

ments that appear from time to time. These documents, thcrefere
are suppesed tu contain what the sanctioning bedy presumes te be
the preblems of the socicty which have to be met by zducation.

- Ho matter how one goes about identifying societal neecs, it
is inescapable that contomporary life outside the school must be
considered if what is to be offered at schools is likely to ke

profitable to the society.

The position that society deserves to be one scurce feom

which suggusticns te determine the purposes of schocling,

according to Tyler (1949, p. 17), rests cn two major points:

First, becousc life is continuzlly changing,

it is very necessary to focus @ducational

cfferts upcn the critical aspects of this |
complex life and upcn those aspects that
are of importance today sc that we de not
waste the time of students in learning
things which were important fifty years
ago but nc lenger have significance at
the same time that we arc neglecting
areas of life that sre now impertant

and fcr which the scheols provide nc
preparation.,




The other is 'transfor of treining.' In a2 world tcdioy where
both the individuzl and secic ty are incressingly permeatod by
developments in science snd technolegy, many educators are of
the opinicn that the only bohavicur that is truly learned is the
onc that learncrs carry on with censistency so much s¢ that it :
becomes part of thcir repertoire of behavicur,  Here tce, Tyler
notes: "the learner must sce the way in which what is learncd
can Dz used, and have the opportunity to continue employing the
Icerned behaviour in the varicus situaticns he/shc encountcers®
(Tyler 1976, p. 63). Thus, the study of centemperary life not
only suggcsts information on "what to tecach"” but zlso sces the worth
of what is to be taught in reintion to its relevance both tc the

learner and the society.,

Subject Specialists ss Data source. The views of subject

\

specialists, as the predominant scurce of infcrmation, to determine
educaticnal ~bjectives was the virtually unchellenged aspect in the
€ducational world for sev.pal decades.  ldentifying cducstional
cbjectives on the views of these persons alonc has revesled many
preblems upon the totzl educational progrom in that it has led,
(1) to an almost exclusive precccupation with fragmented subject
areas; (2) tc problems rclated with tronsfor of training, and

(3) to problems of repetition with little or no reinforcament - to

mention, but few.

Even when used as one source of date, subject matter
Specialists have alse becn criticized on several grounds, of which

. the followlng constitutc the most scricus ones; "the cbjectives




they propose are too technical, too speciclized, or in other ways
arc inappropriate for a large number of school students; they do
not list the cbjectives specifically; mest of them begin with some
outline indicating their conceptions of the subject ficld itself 2nd
move on te indicate ways in which it cen be used for purposcs of

general education" (Tyler 1549, pp. 26 - 27).

But, if suggestions thit can be of help toward the anticipated
enc is tc be drawn from these porscns, the gucstion thot they
shculd be asked, according te Tyler, is "What can your subject
contribute tc the educaticn of ycung pecple who are act to be
specialists in your field ...". "if these specialists cffer ~dequate
answer to such qussticns, Tyler belicves, "they can make an
appropriate contribution, becausc, presumably, they have 2
conisiderable knowledge of the specialized ficld and many of them
have had oppertunity both ic sce what this subject has conc for

them #nd for these with whom they work" (ibid., p. 26).

Thus far it hes been mede clear that the determination of
ecducaticnal Ubjectives is 2 complex task that reGuires attending
tc the threc scurces of deta. In general, those involved in
curriculum planning and development need to be capablc enouch
to devise strategies for achicving the necessary informaticn from
¢ach source without bias to cither., When working to this end, it
has to be admitted, knowing which source to consider may be
difficuit, but at thce samc time cverlooking or even neglecting a
significant onc may be a. mere ‘surious arror. Hence, the proposition,

‘Ainy curriculum ... thzt attempts te pit cne factor against the




othars is doomed to fail" (L.il. Tanner 1583, p. 39). i

Validetion of Cbjectivis. COnce the array of possibly feasible

)

cducaticnal objectives are idendificd, thay have te bo vaiidated in
orcer to climinate the unimportaint énd contradictery ~nes.  To
this ond, Tyler advised tho usc of sccial and ecucaticnal philesephy,

and <ducational psychelecgy as screening devices.,

Validating the tentative lists cf objectives is belicved to be
an important task bocause as Tyler cauticns, "un educaticrnzl pregram
is not cffcctive if s¢ much is attempted that little is accomplished"
(s4e, . 33). Thercefore, in order to sclect those objectives thzt
arc importznt, atteinable in scme significant degree in the available
school time, end consistant with cach other, it is nocessary thet

they must be validated in view of the two screens suggcested.

Using the first cdevice qu.sticns such as 'what cught tc be
learned' , end 'should the schocl develep young people to fit intc
thc present scciety as it is ¢ docs the school have @ revelutionary
missicn te davelep yound pcople whe will seek te improve the
socicty?' can be answercd adeguately only with respect to
philoscphy. Meoreover, Ruhage (1965, pp. 29 - 49) asserts that
"some concepts about the worth of the individual, about the nature
of good life, about the place of caucation in helping ycung people
to find that geod lifc, about the role of formal schocling in this
regard, and about the rcle of school in society" (in Abcbhe Bckele
I1S74, p. 35) are issues rolzted with the social and ecucational

philcscphy a nations' schools are committed to.

The second screening device is educational psychology (cr

sumetimes callcd psychology of leerning).  Since educationsl ends
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are results to be achieved from student lcarnings, it is necessary
thot they should be sclected with acequate knowledoc of this
discipline. Thus, effective application of this screeén demands
sufficicnt kncwledge in educationzl psychelegy, in human growth

and development by the group charged with this task. Tyler

(1949, pp. 38 - 43), pointing to the impertance of such knowledge

wrote in some detail thot it:

enables us to distinguish changes in humen
beings thaet cin be oxpected to result from
a learning process from these that can not,
to distinguish gezls that arc feasible from
these that are likely tc take 2 very leng
time or almest impossible of atteinment at
the age level contemplated; gives us seme
idea with grade piocement - the length of
time required to atiain an objoctive anc the
age levels at which the effort is most
efficiently employed; deals with the con-
diticns requisitc for the learning of certain
types of objectives; provides information

on imnortant psychological findings like
that most learning cxpericnces pri iuce
multiple cutcomes, leernings ‘which are
consistent with sach other-which orc
integrated and ccherant-reinforce cach
other while those that are compartmentalized
or inconsistent not only require greater time
but may actually interfere with each cther;
involves a unified formulation of @ theory
of lcarning which hzlps us to outline the
naturc cf the learning process, how it
takes place, unduer what conditions, what
sort of mechanisms operate and the like,

In genecral, the proposed list of tentative cducaticnal objectives
befere they take their final form must be carefully screened and
validated in view of their 'congruency with velues and functions,
comprchensiveness, consistency, attainability ond feasibility’
(Mcheil, 1985, p. 201) sc that thcy would properly guice and

dircct the ensuing tasks.




Fermulation and Statement of Ecucational Ubjectives. Very many

cducnators Tyler (1949); Tobz (1962); Lewy(1977); Saylcr ct.zl.,
(1981); NcNeil (1985) - to cite fuw, agree to the point that

ecducational objectives shouid be formulated and stated unambigiously -
sC¢ that they would not maan different things to different people;

et a moderate level of gencrality - so that they would not appear

too vague; and contain substantive clements - sc that they incicate
bith the behavicur te be developed and the area of life in which

the behaviour will cperateo.

Although therc are scverzl ways of fermulating and stating
educational objectives, as for w:ample, 'indicating things which
thc tcacher is to do; listing topics, concepts, generclizaticns or
other clements of centent that sre to be dealt with; stating

. ceneralized patterns of behavicur which fail to indicate the zrea
of lifc or the content tc which the behavicur applics', the most
useful cne is 'tc exprcss them in terms which identify both the
kind of behavicur to be develeped in the student and the centent

or arca of life in which this chavicur is to operate’ (Tylcr 1949,

)

-

PP. 46 - 47; Taba 1562, pp. 12, 356 - 352; Sayler et.al. 1681,

PE. 160 - 163; Cliva 1988, pp. 168 - 169).

#s noted above, clezrly fermulated objectives hava two .
dimensicns - the behavioural and content aspects. To cnable
curriculum planners to effoctively accomplish this task, Tyler

. ccommends employing a graphic two-cdimensional chart as shown
in the fol'. wing illustraticn. iote, however, that the example
given (in Biological Scicrice) is applicable to any subject arca at

any gradsz level.
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ILEUSTRATICH CF THE USE CF A TWC - DIMENSIONAL CHART IM STATING OBJECTIVES FOR A HIGH
SCHOOL COURSE IN BICLCGICAL SCIENCE®

“Behavioural Aspect of Objectives
_ 1 - Sk g 5 6 7
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¢f important with interpret - |apply study znd | mature attitudes
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“antont e . informaticn study
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the Liclogical science ccurse but in connection withcach of these kinds of behaviour tc shcw the particular
arcas (f co.nte.nt cr experiences to which the behavicur is to apply (Tyler 1949, p. 51).

¥ Cotree:  Tyler,

B

R.W. Zasic Frinciples of Curricuium anc Instruction: Chicage: University of Chicago
Fress, 1949, p. 50.




Selection and Organization of Educational Lxperiences

The foregeing cdiscussion has briefly pointed cut how the
ends tc be attained by the educational program are to be
cdetermined, validated, formulated and stated. In the absence
of well articulated and sufficiently clear educational cbjcctives,
it is hardly possible toc sclect and organize educational
experiences. As a result, prior determination cf cducational
objectives is regarded as the most crucial task from the point
of view of the Behavioural medcl,

In this section, the sclection and organization of ecucational
experiences is to be considered. The term 'educaticnal cxperience’
as used here refers both to content and learning cxperiences as

exemplified in the mcdel.

Selection ¢f Centent and Lcarning Experiences

Curriculum consists of both content and learning experiences.
However, it should be understood that these two terms are not
syncnymous. The content of curriculum, by and large, refers to
the compendium of infcrmation; that is related body of facts,
laws, thecries, and generzalizations having a long range potential

and utility aimed at bringing desirable change in learner behaviour.

l.earning experiences on the cther hand, are the specific
kinds cf activities by which the content is learned and as such
they arce reflectcd in learners response - actions and reacticns
they make to the varicus enccuntars in the envircnment. The

distinction between the two torms is perhaps best illustrated by



statements from Tyler (1949, p. €3):

The 'term Icarning experience' is not the
same as thce content with which a course
deals nor the activities performed Dy

the teacher. The term ‘learning experience
refers to the interaction between the
learner and the external conditions to
which he can rcact.

Furthermore, in order to attain the verious type of objectives,
he suggests that considerable itention be given to learning expe-
riecnces tr~t can ‘develop skills in thinking; help in acquiring
information; develop social attituces;' and also 'devclop interests’
(Tylcr 1943, pp. 68 - 79). Since the whole purposc of beth content
and learning experiences is to lead to the attainment of educaticnal
cbiectives, they nced tu offer learners an cppertunity to develop

their capacitics sc as to meet the anticipated ends..

Criteria for selecting centent. Theorists show marked

differcnces with respect to esteblishing a set of criteria that cnable
the selection of curriculum content. Feor instance, some prize
thosc content which reflcct the values of the planriers, while
others select content on the basis of their likely contribution to
specific purposes holding the view that an activity can b

justified on the results it produces.  Since each curriculum
crientaticn tends to give pricrity to different criteria, the
discussion here would concern itsclf to a curriculum to be

develeped using the Behavioural model.

Although the range cf content to be learned is infinite,
several writers have attempted to previde a set of criteria in

the light of all pertinent considerations. To illustrate,
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MehMeil (1985) suggests that thosc responsible for curriculum
development for an ontire school system must select general
categories of Cpportunity called 'domains or arcas of study’.
Examples of sets of domains are 'symbolic studics; aczdemic
disciplines; and the personal, the social, and the acadzmic!

(l‘nC“C“ 1985 Pe 115).

Tabe tou developed such criteria as 'validity and signif-
icance; consistency with sociz| reclities; balance of breadth and
depth; provisicn for wicc renge of objectives; lcarnability and
acaptability to expericnces of students; anc appropriateness to

the nceds and interests cof learners' (Taba 1962, pp. 267 - 289).

Contents arc judged as good or bad when they mect the value
expectations of the educaticna) Pregram. Therefore, if the content
to B¢ selected is to become profitable it needs to pay attcntion to
the objectives of the ecucctional pregrom. The criteriz which
Teba advances supplies the basis for examining the extent to

which knowlcdge organized uncer different subjects do justice

tc the desired perspective,

Since the content of curriculum should enable lecraers te
develop knowledge and perspective which is commensurate with
the overall objectives of the pregram, “an exclusive usc of any
ene criterion or of a limited! set of criteria involves o dangur of
an unbalanced curriculum® (bid., p. 267). In arder to develop
those sot of intenced learnings that are fundamental anc of greater
worth only those which survive the test of these criteria need to
be selected gu thot they would vwventually help tc attain the

anticipated results.
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In general, with regard to sclection of content it can be
saic! that during the process dicisions sheuld be made on the
basis of the objectives tha cducstional program is after.  This
can be carried out by develeping an objective-content matrix.
in such 2 matrix cne dimensicn can be deveted to a list of the -
behavicural cbjectives of the curriculum and the cther to the
content components. The list of objectives, thereforc, scrves
as a guide to curriculum devciopers to fecus on preparation of

certain types of materials.

Selected DBehavioural Tbjectives from Home Econemics.

§ = Content
Cbjectives Mutrition :
Recognition of terms The student would be familiar with

such tcrm as vitamins, oxidstion,
prctein, virus, immunity and

opicdiemic.

Identification of The student would identify scurces

cliseases; ways of spreading discase;

discases caused by lack of vitamins.,

specific facts of informaticn about food; communicable

Application of The student would explain the
principles to novel consequences of enzyme changes con
situotions. the digestive system.
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Organization of Educational £xjcriences. Frobably ono of the

instainces in which a planned sct of intended learnings differs

from thcse that take wlace cutside the schocl lies in the conscicus
effort made to crganize the cducationzl cxperiences of the curri-
culum. Vithcut effective organization, learning may become chactic

and isclated.

Thus, it is by way of effective crganization of educational
experiences that the anticipated change in the behavicur cf icarners
is mcst likely to take placc. Therefore, organization is reccgnized
as onc of the impertant aspects in curriculum planning and

develcpment.,

Organizing experiencces has several ecucaticnal functions,
Among cothers, its primary functicn is to rclate content and
learning experiences so that they would produce the maximum
cumulative effcct. Hence, the cenclusion; 'erganization greatly
influences the efficiency of instruction and the degree tc which
major cducational changes arc brought about in the learners'

(Tyler 1949, p. £3).

Nc doubt, it is true thot crganizing cducational experiences
facililates the efficiency as wcll as the effectivencss of the
curriculum. cCut, how shouid cne ge about toward this enc?
Frobably, all curriculum theorcticiens agree to the fact that when
considering crganization the relaticnship over time (vertical
rclations), and from cne area to another (horizontal relations),

needs to be taken care of.

Considering the relationship between content and learning

expericnces from cne weck 0 the next, from onc semester to
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the next, from onc ycar to the next sc that the subsaquent
expericnces build on the carlicr cnes is known as verticel
organization.  An example would be the way in which the
exporicnce in mathematics in grade two ere related tc those
in the first grade, and these in the third grade are again
related to those in the first and second grades, and sC on.
Vertical organization should cxtend all the way until learners
reach a stage whereby they recuire speciaiized education.

in gencral, each level cf scheoling should build upon the werk
of the preceding level with cunscicus efforts made tc organize
experiences across the levels so as to produce the me> imum

cumulative effect.

Herizontal organizaticn, on the other hand, refers to
reiaticniships among the experiences in the several subjects
within the same grade. For ecxemple, to what extent should
content and learning expericnces provided in grade Three
English language reinforce these of primary science or of
social studies?. Thus, considering the rclationships among
cducational experiences in thc several subjects and areas of

the learners life is within the domazin of horizental orgenization.

Since the purpose of crganization is to maximize the tctal
cffect of the various educationa! experiences, obvicusly it
must employ certein criteria, identify the clements, and make
explicit the organizing principlcs. A brief account of each is

presented here under,




Criteria_for Effcctive Organization.  Vithout having a sot

cf criterfa clcarly in view, educational expericnces can hardly be
crganized to bring about desired effects. The threc major
criteria that must be considered to this end arc 'Centinuity,
Sequence, and Integration' (Tyler 1946, pp. 84 - 86; Tabz 1582,
Pp. 292 - 300; Sayler et. al., 1981, p. 21; Doll 1970, pp. 144 - 147;
Oliva 1988, pp. 503 - 510).

Continuity, as ncted by these authorities, refers to the
established order of events and indicates how long certain
events should be allowed to centinue. In @ sense, it is a vertical
matter in that it affects the contincusncss with which certain
expericnces shall be had during consecutive pericds of time, In
other words, it describes the extent t¢ which the szme kind of
concept, or skill recurrs and continues to be jracticed and
ceveloped over a pericd of time. Thus, it is considered as a

"maior factor in cffective vertical crganization' (Cliva 1988).

Sequence, indicates the orcer of time in which educational
expericnces are to bLe had, and as such deals with the qucstion
'what is to follow what zmong the cstablished experiences'. Though
relatec to continuity, 'sequencc as a criterion describes the
reiteration of learning experiences not simply as a repetition of
material, but as a return to 2 similar concept or idea ot 2 mere
advanced level' (Saylor ct.al., 1981, p. 21). Therefore, sequence
can be taken as the order in which the educational expericnces are

erganized cver time.

Integration is the horizontz| relationship of curriculum

experiences, and correspendingly, the organization of thcse




CSépericnces should be such that "they help the studont
increasingly tu get a unificc view and to unify his behaviour

in reletion to the elements cealt with "(Tyler 1949, . 35).

Similarly, it is recognized that lezrning is more effective
when facts and principles from one ficld can be related to
ancther, especially when applying this knowledge. In gencrel,
if the cducational experiences to be provided to the prospective
learners are to effect desirablc changes, then these criteris

must sericusly be attended to.

Organizing Elements. These are often described as "the
threads, the wrap and woof of the fabric c¢f curriculum
organization' (Tyler 1949, pp. 86 - 09; McHNeil 1985, pp. 149 - 150).
These organizing elements, the refcre, are 'concepts, skills, and
valucs', and serve in achicving cc ntinuity, sequence and

integraticn,

Quite often there is a tendency, on  the part of scme
authcrities, to assume that crganizing elements are selected in
licht cf the purposcs of the ecuceticnal pregram, Accerding to

MciNeil (1985, p. 149).

¥hen the curriculum goals are technical
and vocational, skills are an appropriate
element to usc, Vhen the curriculum
geals emphasize moral and ethical domains
with an integrative funttion, valucs are
the preferred clement for organization,

While this may be truec for such purposes, it is well to
remember that focussing cn these elements when planning

curricula for general educaticn is unavoidable. -Becausc
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general education aims at providing a common core of concepts,
skills, attitudes, beliefs and habits tc learners before thoy
undertake any specialized ecucation. So, when working to

this enc, tu cverlook cither crnic cr twe of these elements will
have a corrcsponcing effect in establishing continuity, scquence,
and integration,

Organizing Principles. Thase are generalizaticns that can

be made regarding the way in which experiences cf onc level are
effectively related to thosc of ancther level, and those in cone

area are related to those in ancther. Viewed as such, it is
apparcnt that an cffectively planned curriculum does not provide
the same cducaticnal experiences at ecach level, rather it indicates
that subsequent experiences be built upon the earlier cnes but that
they go in greater depth and breadth intc the mattcrs with which

they deal.

Either in past or in current discussicns, decisions regarding
which crganizing principles are valid, significant, and basic have

nct been found easy to make. Tyler, after a critical review of

crganizing principles that range 21l the way thrcugh 'lcgicel;
increasing range of activities included; the use of description

followed by analysis' finally suggests:

Since there arc so many possible organizing
principles, it is important that in werking
upon any particular curriculum, possible
principles of crganization are ¢xamined and
decisions made tentatively to be checked by
actual tryout of the material to see how far
these princinles prove satisfactory in
developing continuity, sequence and
integration (Tyler 1549, pp. 96 ~ 98).
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Evaluaticn of the Educaticnal Program

Evaluation is an integral part of curriculum planning and
development. As conceived by the advocates of the Cehavioural
mcdel it can teke place at varicus stages of program development
to scrve specific purposes. Many writers have deslt with the
differcnt meanings, purpcscs and aspects of evaluation. In

this study, cnly those points rcflecting the wicder perspective

will be prescnted.

Cronbach, taking a full account of the range of functions
evaluaticn cen serve in educaticn, defines it as "the collecticn
and usc cf information t¢ meke decisions about an ecucational
program' (In Groenlund (ec.), 1968, p. 38). And this program
may be a 'set of instructicnal materials distributecd nationally,
the instructicnal activity of a single scheol, or the educational

experiences of a single pupil',

Taking intc account the types of decisicns to be made, and
the kinds of information to be considered during ceveluation
Cronbzch concludes: "It beccmes immediately apparent that
evaluaticn is a diversificd activity and that no one szt o

princigles will suffice for all situations' (ibid.).

To Tyler end these who share his viewpcint, the cefinition
they assign to the term cmanates from their concerntion of
ecucaticn,  Describing the nced for evaluating cducaticnal

programs Tyler writes:

It should be clcar that evaluation then
becomes a process of finding cut how

far the learning experiences as developed
and organized cre actually procducing tne
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desired results znd the process of
evaluation will involve identifying the
strengths anc weaknesses of the plans.
This helps to check the validity of the
basic hypothesis upon which the
instructional program has been crganized
and devceloped, and it alsc checks the
cffectiveness of the particular instruments,
that is, the teachers and cther conditions
that are being used to carry forward the
instructional- program,.  As a result of
evaluation i$ is pcssible to note in what
respects the curriculum is effective and
in whzt respects it necds improvement
(Tyler 1949, p. 105}.

This same view is clsc advanced by Taba (1962), Doll (197C);
Lewy (1977); Squires 1987;; Clive (1988); McHNeil (in Gircux,

Procedures of Evaluation., Evaluation plays an important

role, in providing useful infcrmation and feedback to those in
charge of planning end developing the educaticnal program, and
making them aware how well the program is operating in

relaticn to the targets sct.

\ccording to Gronlunid (1985, p. 10), because cvaluztion
always includes value jucdgement concerning the desirability
of the results, cne of its distinctive features is "the use of
a wide variety of procccures". As an outgrowth of this
ccncerne - he has made an attempt to depict the comprehensive
naturc of evaluaticn - in which the role of both measurement

and non-measurement technicues are embedded within the process.




THE RCLE CF EVALUATIOI! TECHNMNIQUES AND VALUE
JUDGEMENTS IN EVALUATIGN,*

Evaluzticn

Non-Measurement

Tv;gasurcm;__nt L, .
(e.g., Testing) andyor (e.g., Cbservaticn):
plus - plus

Value Judgcmcnts
(e.g., Gocd k.armng
process).

o o s ———————————

This implies that, properly used, evaluction procadures can
coentribute to curriculun: lanning and development on the cne

hand, znd to improve pupil learning, on the cther, by:

(1) clarifying the intended lcarning cut-
cemes; (2) pro vicing shcrt-term goals
to work teward; (3) cffering feedback
concerning learning progress; and

{4) providing information for cver-
coming learning difficultics =- -
(Grenlund, 1985, p. 8).

As has boen stated previously, objectives determin: how
the intended set of learnings «re to be selected and orgenized,
and ultimaotely they again serve as evaluaticn criteriz

(evaluation itself becoming @ method of scarching as well as

LI urcc. rcc:  Gronlund N.E. Moasurement and Evaluation in Teachin

S5th editicn. iNew shing Company,

1985, p. 6.
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of ascertzining results). From this, it follows that 'the process
of ¢valuaticn begins with the cbjectives of the educational program!

(Tylcr 1945, p. 110).

Conceived this way, it can be said, any evaluation cf the
curriculum must be in terms of its statcd objectives. If the
cefinitions of objectives suppoert the effort to enquire into the
effects of the cducational pregram, it is likely that evaluation
procedurcs would indicate the degrec to which the anticipated
changes have occurred. But, if otherwise, it weuld hardly be
possible to translate evidence ebtained from cvaluation procedures
in @ way thct can help curriculum improvement cr revision,
Conscquently, Tyler concludes; "The procass of evaluation may
forcc perscns who have not previcusly clarificd their cbjectives

to a further process of clerification® (ibid., p. 111).

In the manner suggosted by Tyler (1543; In Chase and Ludlow
(eds.) (1966); Taba (1962); Gronlund (1985); and Gronbach (In
Crenlund (ed.), (1968), there are several ways of obtaining
evidence cn how cbjectives are being realized. These incluce,
'paper and pencil devices, collection of actual products of
stucents, student records, sampling and the like. At last, it
can be said, any way of getting evidence about the kinds of
behaviour represented by the cducational objectives is an
appropriate evaluaticn procedure . Thus, as in any invclved
undertzking, certainly, the total jeb of constructing and
employing evaluaticn procedures needs tc be concucted
systematically, consciously, and deligently to make possible

a careful study of the curriculum.




Functions cf Evasluaticn, Evaluation is 2 process in which

results arc assesscd and the successes of both parties (learncrs

on the ¢cne hand, and the program on the other) can be appraised.
2ut, to cffectively serve these various purposes, evaluation should
nct be viewed as a collection of technigues , rather as a process
guided by a number of gencral principles. Teo this effect, Gronlund

nctes, it is vital that these principles emphasize the importance of:

(1) identifying the purposes of evaluation;

(2) selecting appropriate evalustion techniques;

(3) using 2 veriety of cvaluation techniques;

(4) being awarc of the evaluation techniques’
limitaticns; and

(5) regarding evaluaticn as a process of cbtaining
information ¢i: which to base educaticnal
decisicns (Gronlund, 1985, p. 21).

When preperly administered and carried out at every staye
(planning, development, and implementaticn), evaluaticn serves
or can serve many rather central functicns in the schocl and in
the development of curricuium. Correspendingly, indicating some

of its important functions Taba nctes:

First, cvaluation enables to valicdate the
hypothcses upcn which the curriculum is
bascd. In @ sense all curriculum plans
and approaches to instructic.. ere only
hypothescs whese efficecy needs to be
tested (Taba 1962, p. 314).

Since no ecucational progrom can clzim to be perfect, Taba
is right in saying that the proccss of curriculum develcpment
and instruction, need a periocdic check to indicate the points ot

which improvements in the program can be made.

Next, cvaluation provides infermation on the weaknesses and

strengths of the pregram by 'assessing the achievement of




students' (ibic.). Decause curricula arc planned to impart
knowledge, concepts, attitudes, values, skills cnd habits of
one kind, and because learners @re not only the focal peints
of curricula, but at the receiving end toe, indeed stucent
achievement is onc among the many ways of ascertaining the
efficacy of the total ecucaticnal program. These functions
can be raalized only when evaluation is considered as an
indispensable aspect cf program develepment thaot must be
carried out centinucusly. Thercfore, curriculum planners
and classroom tcachers must cmpley a wide variety of
techniques to assess the success of beth learners and the

curriculum.

Mciieil (1981) reflecting his position to this same end
writes thet, in.a general sense, curriculum evaluation is
an attempt to throw light ¢n twe questions: ‘(1) de plonned
learning oppertunitics, programs, ccurses and activities ns
developed and crganized actually produce desired results?
and; (2) how can the curriculum cfferings best be improved!

(In Gircux et.al., 181, p. 253),

cvaluation NMocels. Unfortunately, the bulk of the literature

deals with few models of curriculum evaluation. Monetheless,
three different approaches have been known to have become
dominant in the field. These are concerned with: (1) achievement
of desired cutcomes; (2) assessment of merit, and (3) decision-
making' (Lewy (ed.) 1577, p. 10). It should be clear that these
mcdels do not necessarily roflect zlternative appreaches te

evaluation, rather they cemplement cne ancther. 'MNone of
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these medels', as Lewy argucs, 'became me nolithically cdeminant
in the field of evaluation practice' (ibid.). In the fcllewing
paragrephs a brief account of each as advaenced Ly its originator

is prescnted.

The first model - Achicvement cf Desired cutcomes - is the
ene proposed and advanced by Professor Tyler. Based on his
conception of ecucaticn 2nd propuosal for planning and developing
the curriculu, - this medel is regarded as cne of the best-kncwn .
mocicls of ecducaticnal evaluation, Lewy's attempt to illustrate the

model schematically loocks some what as follows: *

Ecucotional Objectives

~

(a} 7 N EEE)
1L A
Learning Experiences «—(b) —=Examination of
Achicvement

In this model, it is clcarly shown that the three foci-
educational cbjectives, Icarning experiences, and examination of
achievements -, are strongly connected tc onc another. Accorc-
ingly, the full ancd systematic stucly of the relationship amcng
these aspects brings cne closer te the overall notions of curri-

culum evaluation.

In this schema, arrow (&) refers tc the correspondence
between the objectives and educational experiences selected and
organized for actual school practice; arrow (b) refers to
examination of the relaticnship between the actual ecucational
experience and its outcomes; finally arrow (c) refers to the
appraisal of the cducational cutccmes in view of the anticipated

cbjectives,

*Source: Lewy Arich (ed.) A Honcbeok of Curriculum and
Evaluation. New York : Lcngman Inc., p.it.



The second modal - Asscssment of merit or otherwise known
as the NMerit of an Entity - approaches eveluation in breoad and
general terms as 'the examination of the merit of a given entity'.
The entity te be evaluated may be, 'e curriculum as well as any

other thing' (Lewy (cd.), 1977, pp. 11 - 12).

Admittedly, Scriven's approech to the practice of cveluation
is most appreciated for his contribution of two major conceptions
- Formative and Summative cvaluaticn. Scriven emphasized that
'one may pouse questions concerning the merits of 2 program
during the process of its development or, alternatively, after
the process of program devolopment has been completed”. The
major point of this statement is that any cvaluaticn of an
ecucaticnal program necds to undertake both formative and
summative cvaluation for cach has its own merit in appraising

thc efficacy of the curriculum.

Cn a more general level, it can be said that formative
evaluzticn results previde program developers data that may
be of use to detect preblems and thereby correct them
accordingly. Thus, depending on the validity of the information
gained revision and imprevement of packages will be in orcer.
Summative evaluation, on the other hand, takes plece at the
crid of the process of program development and is strongly
believed to "summarize the merits of the program.' Results
Gained from this proucedure, "may serve the consumers of the
program in deciding whether they should use the program at
ell, or under what conditions they should use it" Lewy(ed.),

1577, p. 12).
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The third evaluation mode] - Decision-iaking, cleims that
"evaluation is worthwhile only if its results affect future actions'.
This noticn as advanced by Alkin (1970), assumes that ‘evaluation
is a process of ascertaining the decision arcas of concern, selecting
appropriate information in crder te report a summary of data useful
for decision-mokers in sclecting ameng alternatives! (In Lewy (cd.),
1977, p. 13). Evaluation, frem the peint of view of this model,
goes well beyond assisting the decision maker in that it 2iso calls
his attention te the existence of alternatives even if the decision

maker himself does not perecive them.,

Thus far, an attempt has been made to provide thc major

intents of each of the modcls., As has been stated previously,

. it can be said that in rcality there is no cne evaluation modgl
that can in a sense be of absolute use. An 2lmost exclusive

precccupation with cne model of evaluation mey give risz to a

preblem that may prevent rerforming a series of substudics at

the varicus stages of program devcelopment and implementation./

CRITICISMS AND ADVANTAGES OF THE BEHAVICURAL MGDEL

Criticisms. FProfessor Tyler's model for curriculum planning andg
development, as notec! earlier, appcars in the curriculum litecrature
with different names. Despite its wide acceptance, its ackncwledge-
ment as 'the Lest or onc of the best known models fur curriculum
development', and abeve all, in the provisicn it makes to view,
analyze and also interpret education in general and curriculum in

particuler, has remained a point of centroversy,
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First, there are those who, for cxample, attempt to comment
that pricr determination of the chjcctives or ends of the eclucational
program and pursuing to mect them-as in the name the Objectives
or Ends-Means model-dictates the nature of curriculum planning
and development (Stenhousc 1975, Pp. 53, 56; McMeil 1985, n. 99).
In & similar vein, cthers cecmmenting on the definiticn f <ducation
'as change in the behaviour patterns of learners', say that it is
teo narrcw and behaviouristic althcugh Tyler and his proponents
have very well expliceted this rcint (Tanner and Tanner 1980,

P. 91).

The other point of controversy stems from the four fundamental
questions that Tyler proposes for the planning and davelopment of
educational pregrams. The opponents, here argue that these
questions arc presented in a 'linear anc sequential menner' (Tanner

and Tanner 1586, p. €4: hicheil 1985, p. 102).

Finally, there are alsc those who criticize the modcl on the
greunds that it brings together 'three warring socts' {lcarncrs,
scciety, and knowledge) tc detirmine educational pUrposcs
(Tanner and Tanner 1580, . 86; Mcheil 1985, p. 102). Nuedless
tc mention, many writers heve argued (whether intutively cr
conscicusly) over the point that educaticnal programs that focus

either cn one or two of thest scurces arc defective.

In essence, these and cther criticisms, beyond cveeling
misunderstandings and misinterpretations of the Model's intent,
are undoubtedly reflections of the ecucational ideelogies these

critiques advance.
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Advantages. The DBehavioural model appears, to have several

advantages over the others for the following reasons,

First, to understanc this model it is neccssary tc analyze
its concept of education and the curriculum. Tyler and his
propenents, in this moc:l have precisely and unzmbigicusly
stated whot they basically meant by education and curriculum.,
Cther things being cqual, it is this conception of cducation that
Is réegarded as thc logical storting point in curriculum decision

-making.

Education, as a matter of rule, neeris to bring about desirable
change in the behavicur patterns of prospective learncrs. As all
thoese writers who altogether premcte this modcl belicve, education
refers to 'the aggregate of all the processcs oy means of which
a persen develops abilitics, attitudes, and other forms of
bechavicur of positive value in the sccicty in which he lives!

(Good 1985, in Abcbe Bekele 1586, p. 39).

Unless the fundamental idea to be pursued is sct clearly
it scems rather hard to presume thet subsequent decisicns would
be logical, orderly and rational. Though the importance of
unambigicusly stating a dcfinition for clarity of thought and the
tasks that follew can't be overcmphasized, it would appeasr witless

to start with nc ends-in-vicw,

Secondly, this model explicates the threc potential sources
fer cetermining educationz! ends. All advocates of the modcel
répeatecly caution against using cny singular source as the

basis toward identifying the purposes of scheooline . The list
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of tentative objectives drawn from studies and analysis of thesc
sources are later on screcncd and validated using philosophy
(sccial and educationzal), anc izsychclogy of learning., Unfor-
tunately, such considerations scem to be missing in most

treatments concerning curriculum in other modcls.

Finally, this model again offers a more comprzhensive and
broacer view of evaluction,  As established in the mecel,
evaluation is not only confincd te being an important cperation
in curriculum dovelopment but is alsc recognized as z continuous
process that takes place in the cerly peart of the development of
the cducational program; appears at every stage and zspect; and
finally at seme later point so that the intendod change in behaviour
may be appraised es a whole. Using infromation that has been
chtaincd thrcuch various means anc ways, curriculum revisicn,
improvement, as well as change will be in order. Fut diffcrently,
the mocel very well takes into account evaluation results before
instituting either revision or improvement on the aducaticnsl

progiram.

In general, the Behaviourzal medel specifies the majcr phases
ana a scquence for carrying them out. This model, 'zs presented
in thc Tyler Rationale,' writcs Huenecke (1982, p. 290), 'geined

rapid, long-lasting and wicc spread acceptance.,!




CHAFTER Il1

AN OVERVIEW OF THE PRACTICES AND PRGCCESSES OF CURRICULUM

FLANNING FOR GE?*IEF{/';-.L ECUCATION IN ETHICFIA SINCE 1974

In this chapter a bricf account of thc practices and processes
cf curriculum planning and development in the country since 1974
is presented. Its major intent is first, to discuss and illustrate
the precedures followed; and secondly, to detect some of the

important pressurcs which aave rcactec on the curriculum,

The Need for changing the Cld Curriculum. Curriculum as the

means through which ecucation is transacted must undargo
revision end improvement in crder to meet changing necds and
demands. In reality there erc several factors that call the
need for changing and reshaping it. These include "sccial
changes, political revolution, cconomic transformation, advances
in knowledge, and recvaluzation of the past" (Tayler and

Richards 1985; Gordon anc Lawtorn 1978).

As can be imagined, the nced for changing the <id curri-
culum in Ethiopie has ¢ssentially ccme up as an outgrowth of cnly

one of these factors, namely pelitical revolution.

Change in political ideclogy and the resultant change in
power, of September 1974 in Ethicpia, in the last sixtecn yuars
has cxerted a consicderable influence upon education. At the
very least, changes have cccurred in the objectives of educaticn,
in the meaning accerded curriculum and consequently in subject
offerings- tc cite but few. To illustrate, first, it has been

statcd that the aim of education is "to produce an individual




with cil=round-develcped personality ..." (Curriculum Department

1967, p. 10). Second, Curriculum is defined as" an ecucaticnal
state decument which is to bo strictly followed by all schecls L. ."

(ibid., p. 121).

Cnce ogain, due to the revolution and power change curriculum
plenning has alsc suffercd from 2 number of problems, nct the least
of which is absence of clearly articulated educational pelicy as well
as a cenceptual scheme cr rodel thot can direct this endevour., Teo
this ¢nc, it has been noted, until the enforcement of the program
of the Naticnal Demecratic Fovolution (MDR) in April 1976, curri-

culum planning was entirely based on

The cbjectives of Ethicpia Tikdem cf July
1974; Ethicpian Sccialism proclamation of
December 1974; the Declaration of
Economic policy of 1975; the Land Reform
proclamaticn of 1975; the Urban Lands and
Extra Houses Proclametion of 1975; and
other ensuing doclarations (Ministry of
Education 1985, pp. 11 = 13; Curriculum
and Supervisimn Derartment 1981, p. 15).

Thus, it can be said that thcse were the first guides which
were taken as stepping stoncs in reshezping the old curriculum,
On the bases of these documents, people of diverse backgrounds
and caliber were drawn from various sectors "for the job of
replacing the curricula, text books, teacher's guides, and
cther instructicnal materials thot were in use beforc 1974"
(Curriculum and Supervision Department 1981, p. 2).  Surprise-
ingly, this task was underteken in the face of 'strong opposition
from Ethicpian Tcachers Associaticn and with little enthusiasm of
cthir cducated persons' {Curriculum and Supervision Cepartment

1961, pppe 2, 13; Ministry of Education 1976 E.C., p. 63).
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Instead of founding the rcform in cducation on firm ground§
such as evaluating the strangths and weaknesses of the then curri-
culum and thercby institutc improvement and change through time,
a totally revolutionary approach was empleoyed. This kind of
undertaking, in the hordest and crullest analysis, is more disruptive,
and less orderly fer it condemns everything of the past as having
little or nc contribution in develcping the new. But, guite on the
contrary, many writers on curriculum hold the view point thet
curriculum change entails & number of issues. For instance,
persons such as Hawes strungly argue that curriculum chance
'requires community suppert, costs money, depends on pecple not
paper, and requires planning' (1978, pp. 18 - 24). In a similar

vein, Taba too argues that curricuium change

reqguircs o systematic sequence of work
which deals with zall aspects of the
curriculum ranginc from goals te means;
involves creating conditions for pro-
cductive work;: invclves a large amount
of training; involves human and
emotivnal factors; requires many

kinds of competcncies in cifferent com-
binattens at diffzrent points of

work; and requires skilled leadership
(1962, pp. 455 - 45€).

These arc but few of the issues involved in any serious
attempt to curriculum change. /s oppoused to such concepticns,
the sc-called curriculum chence i Ethiopia began by virtually
condemning earlier practicas. In more specific terms it has

been clzimed

The content was highly academic and as a
result therc was little attempt to train
productive citizens; it encouraged the
cdevelopment of wreng attituces so that
students cdespised the traditional




handlicrafts, ways of production and
procuctive culture as a whole; the
methodclogy was poor in which the
splrit of enquiry and research were
missing; the system of evalu: tic
emphasized memcerization and rote
learning, and cvaluation was a means
for the selection of the few who were
to serve the regime in its various
organizationzl activitics; znd the

like (Curriculum znd Supervision
Depertment 1981, pp. 1 - 2).

It must be noted that thosc charged with thc task radte
werk cut the Mew Role of Education merely upon the aforcs

menticned accounts as briefly discussed here under.

The ilew Rcle of Educaticn. Using the 'guides' menticnzg above,

the effort that had alrcady began to reshape the old curriculum
as carly as September 1974, produced three new educational
cbjectives which read as 'Educaticn for production; Educzticn

for Scientific Research; and Education for Socialist Consciocusness'
(ibid., p. 3). But, thes: same objectives - if they can be called
such - were also held by the communist party of China that
conceived cducation as ‘@ means of fostering socialist conscicusness
anc culture through develeping individuals intellectually, morally,

and physically'. Furthermore it is also stated that;

Education is tc unite thought and action,
theory and practice, mental and physical
lzbor, and is tu play its part in three
kinds of sccial practice; The struggle
for production, the class struggle and
scientific experiment. Ecducation is to
scrve the ends of proletarian nolitics
nct the pursuit of individual goals and
aspirations (Mauger, et:al., 1924, In
Taylor and Fichards 585, p. 21).
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With little doubt, it can be said, the cbjectives of Zthiopian
Education have not at all been determinec in the strict sunsc of
the term, but cither have been 'borrowec! or supcrimposed cue to

the ideolegical influence.

As frequently ncted, thc other 'important' document which
had a strong bearing, for determining cducaticnal objectives
and curriculum work is the HDF program of April 1876, /Although
few actual details are recerded as tc how this program gave
sufficient guidance for curriculum planning and development,
hewever, it is strongly believed that the statements of this
program were of great help. Since it is worthy of note the

major point of the program is presented at some length.

There will be an educational program that
will provide freg ccducation, step by step

tc the broad masses. Such a procram will
aim at intensifying the struggle agezinst
feudalism, imparialism, and burcaucratic
capitalism, All nccessary measures to
climinate illiteracy will be given for the
development of science, technology, the

arts and literaturc., All necessary cfforts
will be made tu free the diversified culturcs
of imperialist cultural cominat.on and from
their own rcactionary characteristics.
Cpportunitics will be provided to allow them
to develop, advance and grow with the aid of
modern means @nd resourccs ( Frogram of the
National Demeeratic Rewvclution, April i576

P. 15}

Despite the many shades of interpretations that are likely
to be advanced from this very general statement, almost all
documents tzke it as 'the corncr stone that has essenticlly
provided the direction towerd the whole endevor in education
as well as for planning anc! developing the curriculum' {Curri-
culum and Supervision Depertment 1981, PP. 3 - 4; Ministry of

Education 1976 E.C., pp. &1 ~ 63).



The Development of the "Trarsitionz" Curriculum. The 'tronsitional

curriculum (the onc which still persists in elementary ond seconcary
scheols, cxcept those scventy pilot schools where the curriculum
for polytechnical ecucation is under experifent) was devcloped in
view of the threc educctionzal cbjcctives and the new role assigned
to ecucation. There is cvery justification for scying that the
process of the devclopment of the 'tronsitional' curriculum followed
neither any esteblished sct of procedures nor was founded con the
bzscs of the evaluation results ¢f the old curriculum. It was
rathcr patchwork, and piecemeal in its appreoach, characterized by
mcre inclusicn and exclusicn of content in the same old curriculum

of the cdey.

Hcwever, despite the many preblems faced right from the
very start, it has becn noted, "Winistry of Education with full
and committee suppert of the government went on te propare the
transitional curriculum by crganizing experts into different
subject penels, cach vested with responsibilities of its own"
(Curriculum and Supervision Department 1981, pp. 13 - 15).

To this end, at the beginning '720 teochers from schocls all over
the country and other 55 cxperts both from government and
ncn-government agencics' were recruited for this undertaking on

the bases of the following yardsticks;

. Educationz] qualification and expericnce
in & specificd subject orea,

. Progressive attitude in generzl and com -
mitment towarcs the Ethiopian
Revolution,

. Strict adhcrence to the principles of
Marxism-Leninism,

. Genecral knowledge of the psychology of
children and adolescents and human
growth and cevelopment,




. Knowledge of wmethods of teaching,

. Some form of teaching experience,

. Personal requcest to work on the progra:

. Sincere appreciation of the various
proclam:tions that were being issued
periodically and consequently (ibid.,
D2 ¥13).

From the outsct it may appear that persons of various back-
grounds have participated to werk out this plan. /As the criteria
clearly show the call was rather for those whose line of thought
is in conformity with the crder of the day. Accordingly, those
sclectad on the basis of the aforcmentioned ground were then
brought tagether under subjoect groups as shown in Figure 2 to

carry out their new tasks as demended.
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Alonig this scheme each pancl was also cntrusted to.

preparc detailed syllabus for the subjcct
arca for cach of the grades 1 - 12 including
specific clsjectives, content, mathodology
and structure, order of presentation of
content, pericd alletment for the specified
content; write books -~ curriculum, student
text, tcacher's guides, workbook whencver
there is a nzed, supplementary materials;
prepare auciovisual aids corresponding to
content in the written instructional
matericls; preparc protetype equipment @nd
supplies; and preparc evaluation instrumcnts
(ibid., p. 15).

Even later on, that is after the establishment of a scparate
center (Department) for curriculum, 2 similar practice is underway.
The scheme employed for the process of curriculum develepment

is the ocne shown in Figure 3.
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in the course of time, this procedure wos again revised

so that it weuld replace the MDR program by the program of
the Vorkers Party of Ethiopia (WFE) which was introduced in

September 1984, Accordingly, the newly employed procedure

for curriculum development locks somewhat as shown in Figure 4.
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in summary, it would not be unfair to say that at the beginning
the mein issuc was that of cxcluding content which appeared con-
tradictory tc the 'new' mecde of theought from the then curriculum.
Since it was a politically charged atmosphere in which there had
been rieither a clear socizl philoscphy nor an educaticnal policy
that cen guide curriculum cevelopment the whole task was sponta-
neous and patchwork characterized by crisis managzment. Eo,
until the enfercement of the MDE program and the coming into
being of the first draft of Educational Directives, little pregress
was made in 'changing' the curriculum. Even after these two
documents were put intc effect, becausc decisions concerning
ecucation in gerneral, and curriculum in particular were made by
riun-educative forces, it is very difficult to talk of any systematic
curriculum development, for ecucation was increasingly scen as an '
instrument to promote, nerpetuate and advance the order of the
day. At the same time one can hardly find documents thot
specifically deal with curriculum planning and development
proper in the strict sense of the term. Instead, it can be argued,
almost all documents are entircly concerned with and doveted to
school expansion, increase in student populaticn, matcrials
produced and distributed to scheels, achievements in literacy and

other issues.

teverthless, it is worth noting the progress that has been
made, at least theoretically, as regards the nature of curriculum
planning and cdevelopment in the last few years. This recognizable
progress is very well depicted in a draft work entitled "Curriculum

Guide! 1987. In this material, more thought seems to have been




given to the nature of curriculum planning and develcpment with

a focus on two points; first, 1o assist thosc prefessionals who

jein the Department (curriculum) with the basic concepticns under=
lying curriculum work. Second, to enable professionals working in
the various panels concerring the importance of planning and

developing syllabi and other curriculum materials in an integrated

way by keeping in touch with cach other.

Ferhaps at this point it clso secms necessary to mention the
attempt macde to incicate the imociel' used to plan and develop
curriculum in the Ethicpian context. Although it remains to be
scen whether or not this is 2 nmodel", the "Ethiopian Curriculum
hvocel" locks some what as shown in Figure 5. HMote, however,
that Figure € and 7 are extensions of this same mocel and are

presented te show the tasks as well as the responsibilities of each

committee.
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CI'APTER IV

INTERPRETATION, ANALYSIS OF DATA, AND

DISCUSSICH CH FINDINGS

in order to validate the major ideas and the basic questions of
the study, data obtained from the questionnaire, and information
gained through interview items are presented in this chapter.
This part of thc study is thercfere concerned with interpretation;

analysis of data, and discussicn ¢n the fincings.

Analysis of Data and Discussion on Findings

Fcllowing are eight tables in which the reactions of respondents

tc the items raised in the questicnnairc are presented.

TABLE |

Experience of Professionals in Tcaching and Curriculum werk

e viel it

Range in rimary secondary lPrimar 11* [Curriculum
years Fc. {2 [No. [ % L IN<. 3 LT |
| R 10 |22 318 16 . 13 14 31
6~ 10 35477 g |18 4 £ 3 25 56
1 =15 § 32 2 4y 1 2 5 11
16 - 20 - § - Z 4 - - 1 2
21 ancd above =1 - - - - - -

Total ; 45 100

As shown in Table | above, professionals charged with the
task of planning =nd developing the curriculum for gencral
education, seem to have had 2 good deal of teaching experience

: *TTI - Teacher Training Institutes for Primary Schocls



at different levels of schouling in the country, It has been

founc that twenty-two percent had taught in primery schools
for 1 - 5 years; seven percent for 6 - 10 years, and two
percent for 11 ";,,Asfyears. Cn the other hand eighteen percent
had taught in secondary schools for 1 - 5 years; another
eighteen percent for 6 - 10 vears; four percent for 11 - 15
years, and another four percent for 16 - 20 years. Similarly,
thirteen percent had taught in primary teacher trainging
institutes for 1 - 5 years, nine percent for 6 - 10 ycars and

two-pcrcent for 11 - 15 ycars.

Furthermore, as can be understood from this same table
it app.ars that there cxists wide difference with regard to the
experience of these professicnals in their current under-
tekings. Accordingly, thirty-ocne percent seem to have worked
fcr 1 - 5 ycars; fifty-six percent for 6 - 10 years; cleven
percent for 11 - 15 years, and twe percent for 16 - 20 ycars
in curriculum develecpment. This diffcrence may perhaps have

some influence on their work.

Tc a question pcscd to find out whether or not the profes-
sicnals use or arc given a curriculum cevelopment model,
fifty-six percent said ‘'yes', thirty-one percent said 'Ne' and

the rest thirteen percent did not at all attempt the item.

Ferheps on the basis of what the study group has reflected,
it may be argued, profcssionzls in the department have little
oricntotion concerning the modcl employed. Cuite on the contrary,
most writers on curriculum belicve that any plan for an educa-

ticnal program must basc itsclf on either of the threc models




hoted carlier, if it is to be profitable. Therz is an cbvicus

reason for helding such conceptions.  First, ‘curriculum

designs are the ond results of curriculum decisions' (Tanner and
3 Tanner 1980, p. 683), therofore, it is essential that the model

to be pursued must be clearly articulated and known sinca it

guides the whole enceaveur in curriculum work.

Next, it would be difficult tc sce any direct link between

the cbjectives of the program and its outcomes, if the curriculum
is not, or has not been, planned using a model of one Kind.
Last, but nct least, any curriculum planned and developed without
a clearly established model may likely be subject to ANy pressures,
Subsequently, therc will be littlc rational justification to ceal with
revision, improvement and accordingly sclve problems that arise

. within thc program. Becausc there is more than onc model upocn
which curricuium plans can be crected, the reactions made by
thirty-one percent and the other thirteen percent szems to backup

the earlicr contenticn, thet is, iradequate orientation about curric-

¥y

culum development models.

But, on the other hand, it is quitc possible to argue frem

» a cdifferent direction as regards the professionals responsc

pertaining their conception of curriculum model. That is, probably |
A Figure 5 (Chapter ill) dopicting 'curriculum decision-making |
structure' in the Ethiopiar contcxt, but labelled as the "Ethiopian ‘
Curriculum Model" might have been a source of confusion since all |
of them have mentioned it in their respcnse te 'raticnale fer the
cheice of Model'.
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By and large, since any adequate design of curriculum
should define the important componcerits of the model it uscs,
determine the pattern of thzair relationships te each other,
and the ensuing tasks to be performed, it seems unlikcly to
take the curriculum decision-making structure as a curriculum
Model. This is becausc, a curriculum model anc its attendant
theery, according te some writers, should be capable cf
(1) @ccounting for all the factors that arce involved in curriculum;
(2) cdzfining the ccherence of these factors both to themselves and
tc their action points; and (3) predicting and centrciling the
educaticnal behaviour cf the lcarner" (Macdonald, ct.al., (eds.),

1965, pp. 17 - 18).

TABLE 1

Suggestions about the Curriculum Development Medel and

. en vays of Determing Educational Cbjectives
” 3 len
Alternatives |;fsgon(c &
One that focuses on the disciplines 13 29

(acacemic subject arces)
Une thet focuses cn fulfilling the
nceds and interests of learncrs
Unc that focuses on problems of sccicty 34 /1
Une that pays equal attributc tc all
the three mentioned above

Total 45 100

As shown in Table I! many (seventy-one percent) of the
respondents have demonstrated that the model they use is cne

that focuses on ‘social problem solving:




In view of the response obtained and as learncd during
discussion from autheritics, curriculum planning and develepment
since 1974 has virtually been glarced toward solving problems of
Ethicpian people. This asscertion scems te be in accerd with the

sccial philesophy that has bien enforced over the last sixtacon
years. Confirming this pesition, professicnals again in response
te 'Raticnale foer the choice of the model' have said; The bases
for the choice of the mecel arc the goals of Ethiopian education
(ecucation for production, class struggle and conscicusncss, and
scientific research). Vith this focus, fermal cducation is cxpected
to procduce individuals that a2re armed with knowledge, attitudes,
values, skills and abilities which would enable them to solve

the problems of society. Thus, in every subject arca (at bcth
levcls cf the school system) all pessible effort is made in
develcping syllabi, student text and supplementary reading
materials that are in harmeny with these goals. Furthermore,
since the orientaticn is that educaticn sheuld reflect the
pclitical, economic, and culturzl life of the society, much attempt
is madc to meet this end. From this then thcy conclude that the

medel in use can be termcd as social problem solving.

In general, this centention seems to be in accord with
Macdenald, et.zl.,((eds.) 1965, p. 53) who argue that choice
of models fcr curriculum planning 'is centered in the nature
of the Dasic orientation cnd in the resultant structurc of

curricular opcrations derived from this crientation’,




To the item dealing with 'ways of determining educztional
uvbjectives!, all (hundred iercent) of the respondents agree
to the point that educaticn2l cbjectives arc determined by way
of legislations, proclamaticns, declarations, government and
party programs, sccial and eccncemic policies that appear from
timc to time. This practice, as all prefessionals have witnessed
is one that had began cerlier (as early as September 1974) and
is still «n gcing. This sam: opinicn has also been reflected by
all «fficials during discussicns, To this end, it has becn «
expressed that the reform in educaticn, the process of the
develepment of the 'transitional' curriculum and that cf present

undertakings are illustretive of this fact.

Moreover, explaining the clarity of the 'given cbjectives of
educaticn' in guiding their cffert tc plan and develop the curri-
culum, the decere of their feasibility and attainability, the

i rofessionals have ferwarded the following comments:

First, they can hardiy be conceived tc mecan the same thing
to different persons becausce they are vague, too general and
broad. Duc to the various shados of interpretations that are
likely tc be drawn from thesc 'three phrases' they have remaincd
as points of dispute cven among members of the same subject

pancel.

Sceond, they are more politically attuned than expressing
true cducational needs and concerns. This tendcncy, zs the
respondents notc, can be detectod from a closer examination

of the content of the varicus subjects offered at schools.

Third, cven the five sc~c .lled National Aims of Education

(which were later cn drawn from the 'goals') are of little




help in guiding our cffort, because the guiding social philoscphy,
inciscriminately, is supposcd to be perpctuated across all grades
anc subjects. This problem is faced to a greater degrec during
content sclecticn, commentcd th: respondents.  Thus, they
conclude thaet ncither the 'geals' nor the 'aims' are of help to

dircct cur effert to plan and dovelop the curriculum.

~s has becen previnusly stated although they often apear to
have descrved little or no attention at different places and
times, 'the question of weys 2i.d means of determing educational
objectives is nearly always close ta the central issuc of
cducaticnal debatc.' According to Dewey they must be
determined from 'the educaticnal functicn.' In Dewey's words
"th¢ educative process in it integrity and centinuity should
determine them ... . For education is itself a process of
ciscovering what valucs arc worthwhile and are to be
pursucd as cbjcctives (in Tanner and Tanner 1580, . 75). To

give clearity tc this conception, Tennemn writc:
= Y -

In ... any scheme where €cucational
objectives are determined from out-
side the ccucrtional function or
precess, e ecucational cause is
surrendercd. ... The incessant
external pressure on schools to
censor coertzin matiricls, to avoid
centroversial issues, to indectrinate
for certcin encs, or tc minister to
narrew and special interests-all are
examples that impinge on the educative
process ancd te scrve tc make it non-
ecducative or misecucative (ibid.).

Finally, they conclude that, 'such pressures stom from

cenditions that are outside the ducative process and run

counter to the concept of ecucaticn as enlightenmentt,




Closely related to this point is the guestion of scurces

or datc bases uscd to determine cducaticnal chjectives., Here
tco the same result has been ~btained. That is, while seventy
-cne percent of the respondents contend, the major source
referred to is 'preblems of contemporary society' the remaining
twenty-nirie percent are of the opinion that it is based on the

dgisciplines.

In essence, the varicus scurces of consideration to determine
cducaticnal objectives have been recognized since the time of

ewey. To this cffect he noted that

the fundamontal factors in the educative
process: are; (1) the learner - the

immature, underdevelcped  being;

(2) socicty certain social aims, meanings,
values incarnate with the matured experience
of the adult; and (3) organized subjcct
matter - the specializaticn and divisicns

of the curriculum (Dewey, The Child and

the Curriculum 1902, PP. 4 - 8, In 1onner
and Tanner 1530, p, 79).

Having menticned these factors, Dewey too cauticned that
they shculd be viewed in 'orgenic interacticn but never one
in isolatien from the other tw2',  VWarning the tendency of stating
these factors 'in their scparatencss, to insist upon cnc at the

expense of the other, to make antagonist of them," he wrote:

¥fhen this happens a really scrious
practical problem - that of interacticn
is transformed into an unrcal, and
hence insolubic, theorctical problem,
Instecad of seeing the educative
process steadily 2s a whole, we sec
conflicting terms. \le get the case
of the child vs the curriculum; of the
individual naturc vs sccial nature,
Below all cther cdivisicns in pedagogic
opinion lics this Oppoesition (ibid. ,

P. 4. In Tanner and Tanner 1980, P. 79)



This conception of Dewey was intelligently elaborated and
changed into the practice of curriculum planning and develop-
ment by Professor Ralph Tyler as explicated in his "Basic

Frincipics of Curriculum and Instruction” (1949).

At any rate, it shouid be cleat that any undue ccnsideration
of these fundamental sources and influences, have given rise
to 'threc basic curricular patterns, that are different from each
other by the extent to which they are used as the initlal and over-

riding referents for planning curriculum',

V/ithin the curriculum ficld, there has been a long term
struggle over data bases essential to determinc educaticnal
cbjectives. Despite the disagrecments, concerning the relative
importance and weight tc be assigned to cach source, curriculum
theoreticians seem to be of cine mind on one thing, that is,
"eriteria for curriculum development should be drawn from these

scurces" (Tanncr and Tanncr 158G, p. 673).
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TABLE (1|

Fatterns of Stating Objectives

! {
Respondents
Alternatives E +
Nc.j %
In terms of Teacher Performance
In terms of the Behavior studocnts are ¢
required to develop 14 31
In terms of Topics, concepts, generaliza-
ticne and cther clements of content 3 7
In terms of buth the Behaviour tc be .
developed in the lcarncr and content in g
which this behaviour will opcrate t 2874 62
Hais : :
Total j 45 1160

As shown in Tablc 11, with respect to patterns of stating
cbjectives, many (sixth-two percent) of the respondents seem
tc hold the view that both the besavicur te &: developed and
the content or area cf life in which this behavicur will manifest

itsclf arc takcn care of.

Infact, when well articuleted and unambigiously stated,
objectives can scrve several cducational purpeses, as irn,
for instance selecting desirable learning experiences; defining
the scope of the educational program and the emphasis tc be

made; and forming one of the major components of evaluation.

Stating cbjectives in the manncr sucgested by many
(sbxty-two percent) of the resnondents implies that there

must e reticnel bases for their formulaticn and statement.

Cne of these rational basis is reccognizing the fact that
ecucational objectives have tw: insparable compenents namcly,

content and behavicur. Thus a statement of objectives tc be




complcte, uscful and mezningful, must consider beth the behaviour

to bo develcped in the learner and the content in which this
behavicur will operate (Tyler 1943, pp. 46 - 74; Tzba 19562, p. 200;
Sayler ct. al., 1981, p. 15C; Abcbe Bekele 1986, p. 47). Fut
differently, this means that any statement of objectives that tells
the behaviour to be developed without specifying or indicating

the area of life where this tchaviour will manifest itself is poor
encugh to guide the selection «f educational experiences, and
evaluation of the cutcomes of the program. Understanding this
point has twe important implicaticns for planning and develeping

curriculum.

First, curriculum objectives should not be stated in the
form of content only (Tyler 1945, pp. 44 - 46; Gronlund 1576,
p. 8, in Abebe Dekele 1986, p. #7). Second, objectives shculd
not be stated in terms cf behavicur only (Goodlad 1566, pp. 46 -
46, in Abebe Cckele 1986, p. 5C). In cither case, therc are
sericus problems that are likcly to be faced. For instance,
when statements of oljectives apicar with lists of tepics,
concepts, generalizations or any other elements of content,
thesce objectives, 'do indicate the areas of content to be
dgealt with by students but they are not satisfactory objectives
sincc they cdo not specify what the students arce expocted to

do with thesc elements'.

Cut the point of view hcld by sixty-two percent of the
respendents whern examined in relation to the findings of one

of the Task Forces of the HMaticn wide study (ERGESE) raveal
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uncomfortable facts. As regards this point it is documented

that

At elementary school level all objectives

cf /mharic languag:, many of Heme-econcmics
and Handicrafts have been fcund consisting
cither content or behaviour only. Similarly,

at the secondary level all objectives of

Amharic and English language, many cof the
objectives of mathematics, physics, Home-
econcmics, ... have alsc been found consisting
cither behaviour cr content oniy (Curriculum
Cevelopment and Teaching-learning Task Forcc
volb 1, Nec. 1, Nehasse 1978 E.C. pp. 215 - 216).
(My translationj.

in the face of thesc anc cther facts, it scems very dcubtful
to believe the response obtained. Probably the only thing that
can be said is through time these professionals might have
become aware (at least theoretically’ that any statement of
educational objectives nccds te include the twe substantive

zlements.

TABLE IV

Suggesticn on Basis for the Selection of Content

Alternatives Respondents
Ho. %
Consistency with objcctives 33 73

__Validity and Significance = =

Balance of Breadth anc Dcpth = z

Learnability anc adaptability
to thc experiences of lcarncrs = o

All of them 12 27

——

Total 45 100

As shown in Table IV, ncarly the majority (seventy-three

percent) of the professicnals seem to believe that the basis



for sclecting content is 'consistency with the stated bjcctives'.
But, according to the proponcnts of the Cchavioural model,
sclection of content and their zccompanying learning experiences

include the ones listed in tabic 1V and others.

In fact, sclection of content 'has always been 2 problem
in curriculum devclopment', argued Taba. To this effect, she
notcd 'today the problem of a rational basis fer selecting

curriculum content is especcially crucial for several rcasons:

First, because <f the ferment in education,
proposals for what te include in the
curriculum or tc exclude from it emanate
from a variety cf scurccs based on 2
varicty of considerations, some of which
are either insufficient, irraticnal,

or both, Second, the explesicn of
knowledge has made the clessical
simplicity cf schcol subjects impossible.

As speciclized knowledge increases, it

is necessary cither to 2dd morc subjects
or to assign new priorities in the

current offerings to make room for new
kncwledge and new concepts ... . Finally,
an improved cducaticnal technology
prcsumably permits zn expansion of

what can be learned in a given period

of time (Tabe 1962, pp. 263 - 264).

Despite these and other problems, writer's on curriculum
strongly believe that for an aducational program to fulfill its
intended purpeses, what is tc be learned in the cvailable scheol
time, nceds to have the potential to illustrate its cfficacy aleng

several dimensions.,

In the context of this argument content is teken as that
organized body of accumulatec knowledge in which concepts,
values, skills, attitudcs, ertistic heritage and the like

that altogcther contribute to tha universe of the curriculum




explains 'denctes not only bits and pieces organized in o

systematic way to make up subject fields but also cvents and
chencmena which eut aceoss the boundaries of subjects.’ L
Hence, in curriculum plonning and develepment decisions

cuncerning the specific content to be included, the how of

making these dccisicns and the principles that underiic should

bec made on raticnal bascs. This conception demands that those
responsible for curriculum development, especially for general

eclucation, ncced to attune tho criteria they set in a more

comprehensive manner.,

TABLE V

Means for Cctermining

g

Learning Experiences

nonddeoe
Alternatives Regponglents
Mo, 3
Considering content with which the
subject would dca ¢ 10 22
Considering activities the tcacher performs 30 67
Considering activities the lcarncr performs 5 11

Censidering learners prior cxpericnces that
would give them the oppertunity to expe-
ricnce the behavicur reguircd Dy the ebjective

Tctal 45 100

Regarding the determination of learning experiences many
(sixty-seven percent) of the rcspondents hold the vicw that
the mezns usecd to this enc is 'considering the activities of

the teacher'.

As previously discussed (in Chapter Twco), learning expe-

ricnces are significantly different from content in that the




former refer to 'the interaction between learncrs and the external

environment to which they can rcact'. This fact assumes that
the means for dctermining learning expceriences lie neither cn
content nor on the activities of the teachoer, instead it demands
an understanding of Icarncrs past expericnces that have the

potential tc evoke the behavicur required by the new task.

T¢ Tyler and those whe promote his view point, 'learning
takes place through the active behavicur of the student; it is
what he does that he lcarns riot what the teacher does.' Viewed
as such, thz task of the teacher would be-that of guiding,
facilitating, directing and supporting student learning so that
lezrners would develop the mode of kncwing and acting as set in
the objectives cf the educational program. Hence, the means to
determine learning cxperiences must scriously take into account
learner's prior experiences and see te it that these cxperiences
are adequate enough to provide them the opportunity to practice

the Lehavicur required by the objectives.

Fointing to the importance of using the perspective of
students for whom lcarning uxpriences are to be designed,

Tyler writes:

The initial activitics should attract the
attention of coch stucent and scem worth
dcing becausc they cen halp him learn
something he w=nts to learn, because
they are interesting to de, ... These
activities should alsc be well within

his present ability to carry on success-
fully s¢ that he can gain confidence in
going on to further activities (Tyler,

In Giroux, et. al. , (eds.) 1981, p. Z6).
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Because learning experiences that are appropriate to attain
a given objective differ widely with the nature of the objective
aimed at, they need to be determined from the point of view of
learners.
TACLE VI
Suggestions c¢n Criteria Employed to Organize Educaticnal

Expericnces.

Altern=atives % Bagponoen
_ Ho. 3
Fclitical ideclcgy p - -
Continuity and sequence 3 7
Continuity and Integration 7350% W
Sequence and Integration - -
Centinuity, Sequence and Integraticn 35 78
Total 45  i1CC

The mejerity (seventy-cight percent) of the prefessionals,
as shoewn in Table VI, scem to believe that they employ the three
criteria which the prcponents of the Gehavioural model recommend

for effective organization of ccducational experiences.

It is true that continuity, scquence, =nd integraticn arc
the criteria tc be met in Luilding on effectively organized group
of learning experiences. /s very well explicated by those who
promote the model, a plan for 2n educaticnal progrom must take
a geod account cf these three criteria in order te provide learners
with experiences that build upon one ancther acress subjects in

the same grade, the ones passcc as well as those coming.



Although the majority (seventy-eight percent) cof thc

professionals contend that they employ these criteria whilc

planning ancd daveloping syllabi and other related materials, it

is highly disputable when vicwed in relation to the other findings
as shown in table IV and V. At the samc¢ time therc scems tc be
some justificetion to accept this contention. This is demonstrated
in their response to the 'How' and "“/hy' of considering vertical

and horizental organization. To this end, thcy have suggested:

In order tc avoid repetitlen, redundency, as well as dugplication

of content, zach subject pancl wourks cut a 'flow-chart’', The
floew-chart' contains the main ideas to be treated in & given subject
arca 7. diffcrent grade levels. Then, flow-charts, «f all subjects
are examined and discusséd in @ mecting whose members are heads
of the varicus subject pancls. ity so doing, bith vertical and
hcorizontal orgeanization across grades and subjects is strictly
cbserved. In this undertaking these criteria are subsumed.

At last, these same respondents cautioned that it is well ©© remember

that such practices are only rccent developments.

On a more general level, it may be said, e geod number of
the prcfessicnals are well aware cn one among the many essential
aspects for effective crgenization of educaticnal experiences.
Howcver, it still remains questiconeble for it requires zn

intensive examination of the syllabi all the way through.
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TAZLE VII

Suggestions on th- Organizing Elcments of Educaticnnl

txpericnces.
r Alternatives tespondents

No., 3
Concepts end Volucs 4 )
Concepts and skills - -
Valucs and skills 7 15
Cencepts, valucs and skills {34 76
Total 45 § 186

\s shown in Table Vil sbove, again the majority (scvienty-six
percent) of the respondents have suggested that the orgenizing

clements they consider are ‘concepts, values and skills.,

According to seme curriculum thecoreticians, 'understanding
organizing clements is a distinguishing attribute of thc curri-

culum expert' (iviclicil 1965, p. 150).

Thus, it may be said thzt the mejority (seventy-six
percent) of the study group probably scem to have recognized
what curriculum specialists call the 'threads, wrap and woof of
the fabric of curriculum corganizaticn.' Because these clements
arc emboedied and embedded within each subject arca at different
levels of schucling, they arc strictly observed in the organization
cf educational experiences. Furthermore, these elements are also
peints of concern in vertical and horizontol crganization of

Icarning expericnces.

In fact, it is possible to find organizing clements in many
ilans for lcarning, irrespective of the model on which the

curriculum has been eracted.  Zut they may be in defective




balance, mostly because 'thesc clements are poorly identificd

or have an inadequate thecretical raticnale' (Taba 1962, p. 422).

An cxamination and analyses of curriculum guides, as Taba
argues, cculd reveal that "while cach involves something of all
elements, these clements can be inadequately related tc the central
emphasis'.  This implies that althcugh these crganizing clements
can be apparent in any curriculum, the degree tc which they are
iniharmony with stated objectives may become questicnable.,  For
instance, if the cbjectives heavily rest on developing loyality to
and appreciation of certain idcals, then valucs serve s tha major

organizing element rathcr than skills or concepts.

But in develcping curriculum for gencral education, the
emphasis should go to neither, rather to all. This is due to the
fact that the main intent of curriculum for general education is
'tc provide for a common universe of discourse, understanding and
competence' (Tanner and Tanner 1980, p. 64}, Sc, it is necessary
that curriculum develepers necd to appropriately identify and
inclucle them when working to this end.

Even if the majority {scventy-six percent) of the raspondents
say that they make use cf theze orgenizing elements it still seems
aucsiionable to believe the degree to which they have apprepriately
utilized them in actual practice without an intensive cxamination

of the syllabus acress yrados.
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TAGLE VI
Vicws on Eviwence considared veild in Evaluating tho

outcomes of the Curriculum,

i
 § - {
: ‘espondents
Alternatives SespoRes |
{ Mo. 3 i
3 !
Change in the Gehavicur Patterns of Ic.-arncrsi
lcarncers 5 11
| Mastery of content of the different subjects i
{ «ffered 32 8. 71
4_Success in _Nativhal Examinations 8 | 18
Total 45 100

¥ith respect to evidence which professionals consider more
valid in evaluating the outcomes of the educativnal program, a
good deal of variation is rec-rdued as shown in the Table VI
above. However, many (seventy-one percent) seem to hold the
view that they take 'mastery of content' of the waricus subjects

offered at both levels of schocling.

As it appears, the pcint of view which these professionals
cld is in sharp cpposition with the basic assumpticns of the
Cehavicural model. Curriculum, as used here, is a plan for an
educational prcgram that aims at intrcducing 2 scries of
desirable changes in the behavicur patterns of learners.
Behaviour, as conceived by the proponents of the model, refecs
to 2 wide spectrum of ideas in which knowledge, attitude, feelings,
skills, values and cther overt actions are subsumed. Taken
together these comprise th: chjective of the educational program.
An cvaluaticn of curriculup, therefore, needs to appropriately

appraise the cver all change brought in learners behaviour.



Mastery of content, success in national examinaticns, cr any other
cvidence is only the manifestaticn of an aspect of the behaviour

and not all of it.

in cvaluating the outccmes of the curriculug, writers on the
subject recommend the use of a wide variety of techniques,
instruments and procedures, in order to validate the degrec to

which the plan is functicning as intended.

Unless understood properiy, evaluation of the cutcomes of
curriculum can become "short sighted and narrow minded if it
deals with the retention of facts and information® and not with
the cverall effects of the zducaticnal pregram upon the learner
(Tenner and Tanner 1980, p. 87). Similarly, when the
objectives and functicns of the curriculum are narrowly conceived,
"eveluative criteria become narrow-minded, and importent
interactive elements in the curriculum tend to be cverlooked

(ibid., p. 717).

o X ; : : /
Finally, in curriculum development and evaluation, important
insights can be derived from viewing the curriculum nct as

an admixiture of isolated cloments' (ibid., p. 718),

Summary of Major Findings

In the following paragraphs only the major findings are

presentcd with few actual deteils.

First, a slightly-above averzge (fifty-six percent) of the
subjects of the study secm to helieve that they plan and develop
the curriculum using some kind of model, while nearly cne-third

(thirty-one percent) did say that there isn't any, and the remaining

- 07 -



(thirteen percent) dis not at all attempt the item.

Second, the attempt to identify the curriculum development
model in usc his resulted on one that focuses in social prchblem
solving. This has been confirmed by many (seventy-cne percent)

of the respondents,

As regards the ways and mecens used to determine Educational
Objectives, all (hundred percent) have accepted the point that
they ere determined centzrally by the sanctioning body through
legislations, proclamations, directives, c¢conemic and development
plan policics, at the beginning; but later cn through government

and party programs.

Again, thc quest to find cut the sources of infe rmation for
determining educational sLjectives has revealed a similar result .
Accordingly, many (seveniy-cne percent) of the professionals
have cenfirmed that 'contempc rary society is the predominznt data

base,

Third, results obtained with regard to pattoems. ~f stating
cbjectives has revealed large diffcrences among the respcndents.
Censequently, many (sixty-tw: percent) centend that thcir
statements of cbjectives include both substantive clements -
Behavicur and content; while some (thirty-one percant) claimed
that they stete them interms of the 'bchaviour students are supposed
to develop; and finally very few (seven percent) say in terms of
'topics, concepts and the like things'. Although many (sixty=-two
percent) seem to have reee gnized the conception which many
writers advance, unfortunately the contention appears quasticnable.

This is because the 'Hation wide study'(ERGEE), as cne of its



findings has incicated that '‘most statements of the objectives in

many subjects, at both levels of the school system, consist of
either of thesc substantive clements and not both (A full acecnunt
of the informaticn and deteils can be found in Abebe Bekcle

1986, pp. 39 - 58),

Fourth, the basis for sclecting centent as mointained nearly
Ly the majerity (seventy-~threc percent) of the respondents, all
tco often relias on ‘consistency with the ocpjectives!', However,
there arc zlso those, but few {twcnty—sevcn percent) whe scem to
Lelieve that content sclcetion must take into account not cnly
'‘censistency with objectives! but 'validity and significance,
calance of breadth and dioth, Icarnability and ada;\tzxizility to
lcarner experiences’,

Fifth, with regard to means for determining I2arning expe-
riences a good deal of variation has been exhibited among the
respondents, Accordingly, many (sixty-seven percent) suggested
'the activitics the teacher performs': some (twenty-two percent)
‘ccntent with which » subject arca deals with and very few

{(eleven percent) 'learners prior expericnces' as means to this end.

Sixth, considercing criteria for «ffective organizaticn of
educaticnal experiences, it has been noted that thc mejority
(scventy-cight percent) of the professionals are of the position
that they employ 'continuity, scquence, and integration'
appropriately, Similarly, suggcsticns on the organizing eclements
have demonstrated that again the majority {scventy-six percent)

hold the view that '‘concepts, values, and skills' arc taken care of.




Finally, as regards cvidence considered vzlid in cvaluating

the cutcomes of the curriculum, the respondents have exhibited

recognizable differences. T this end, many (sevanty-one

percent) are of the opinicn that 'mastery of content of the

different subjects offered! is me re valid. The remaining eleven

and cighteen percent have given mere thought to ‘change in the

behaviour patterns of learncrs' and 'success in Naticnal c¥2aminations'

respectively,




CHAPTER V
CONCLUSICNS ANC RECOMMENDATIOMNS

Un the basis of the analyscs, the cnsuina discussions, and
major results obtained, the following conclusions and recommonda-

ticns are made.
CONCLUSICNS

In the confings of this study, it is not possible t¢ dc more
thoan {1) point cut the mejor importance of Planning and develop-
ing curricula for gencral ccucation following an agreed upon
mcedel; (2) examine whethor or not the model claimed is in line

with thc basic thooretical cunstructs of the Bchavicural model.

As the bulk of the evidence in the field witnesscs, the
increascd interest in curriculum appeared concemitantly with
different conceptual schemes (models) to guide the planning and
development of educaticnal prcgrams, In the strict sense of
the term, because there is no such thing =s unplanncd
curriculum- sove the Hidden-, every formally organized anc
hicrarchically structured ccuc ticnal offering is founded upon

some kind of model.

A curriculum development model, which is the end rosult
of curriculum decisions, car therefere be taken as a cCoOmpPAsSs
tu those charged with the task. However, as many writers
strengly argue, 'selecting 2 curriculum model is not as simple
s syaing "l will take this one" from a range of alternatives.
Rather, it is a "highly profassicnal task which requires knowledge

of varicus possible designs and an understanding of the value




ccmmitments embedc d in each design". Granted this, it can be

s2id, each curriculum developmont moedel grows out of a scrics of
assumptions concerning the cnd=purpescs of schooling, whe should
make what kind of curriculum decisions, data bases or sources to
agetermine educational objectives, sclection and organization of
learning expericnces, and last but mcst important the nature of
evaluating the cutcomes of the pregram.  Thus, a pian for an
educaticnal program, if it is to be prcfitable, needs to provide
ways for continuous revisicn and improvement; and als: be
grounced upon some model to develop the desired set of intended

Icarnings.

/s has been stated pravicusly, the major theme of this study
is examining the Practices and Processes of Curriculum Development
for General Education in Zthiopia since 1974,  Viith this focus,
attempts have been made tc see if the model claimed (Ends-Aieans)
has actually been put into effect in view of the basic noticns
and assumpticns underpinning the Bchavicural mocel. Cn a mere
gencral level, it con he concluded that, (1) undeniably many
attempte have been mace to revise, impreve, and ealso change
syllabi, textbcoks, and cthar curriculum matcrials from the very
beginning, but hardly fuunded »nn any evaluaticn of the past, or
following any systematic procedure;  °2) as it appoars, fcw actual
details are known about the cuncept of a medel in curriculum
planning and develcpment; (3) in the face of the points moentioned
above, and as mest of the results of this study have revealed,

the model cn use his very little te do with the cne cleimed.,




D

Finally, it secms necessary to be aware of the following peint;

althcugh changes in s cicty uxert certain demands upon ec'ucaticn,

s Tanners (198¢, p. 89) note, these gemands, 'necd tr he
interpreted by educaters in light cf the educdtive process.
Otherwise, externally imonosecd Gemands may undermine the

¢ducative process!.




(a)

(b)

(c)

RECOMMENDATIONS

To assist policy making that can direct curriculum planning
and development, important educaticn2l decisions seem to
¢ made ot the outset. That is, since educstion is the
business of all, it must b¢ mace through the involvement
of diverse constituency in which educatbrs, education
research workers, pPsychclogists, sceiologists, teachers,

parents and other Greups can take part,

Concerned, as it is, with 'what should be taught' and to
'what ends in view', curriculum planning and development
must make explicit the modcl upcn which it is ercctec.
Therefore, it is very neccssery that the raticnale fer the
cheice of the model mng its essential aspects necc to be
clearly spelled cut, fir such explicaticn enables th. ose
charged with the task to werk out the plan competently
and also institute improvement, revisicn, or change on some

valid bases,

Any attempt to revisc, improve, modify and change the
curriculum nceds t- base itself upon rescarch findings
that recognize and take - full account of the cverall
implications it will have on learners, lcarning, knowledge,

ard the sceicty at large,

Finally, thouch many of the professionals have had » gooad
deal of teaching expeoricnce, however they seem to lack
“Ppropriate kricwledge znd organization in their current under-
tekings. Thus, cn tup »of their academic qualification the); neced

to have knowledge Proper in curriculum planning and development,
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ANMEX 1

ADDIS ADADA UKIVERSITY
SCHOOL CF GRADUATE STUDIES
EDUCATION FACULTY
DEPARTMENT OF CURRICULUM AND INSTRUCTION
i3 MARCH 1990.

Discussicn Items Vith Ofﬁg_i_g}_li

N,B. The following items are te be addressed toc Heads of
Departments who now held their respective posts in varicus
cepartments of the Ministry of Educaticn and those who have

been transfered to other sectors.,

INTRODUCTIUN

Amchg the many efforts that are being made for improving
education, one of the most significant and pctential most far-
reaching trends is the =ff rt tc plan and devel p curricula
for general education. In this regard, it has long been realized
that any curriculum plan, if it is tc become effective, must

make explicit and clear the model upcn which it bases itself.,

Viewed from this vantage point, this interview is part of a
‘study which is being made to produce a THESIS that will con-
tribute to 2 prefessicnal overview of "THE PRACTICES AND
PROCESSES OF CURRICULUM DEVELCGPMENT FCR GENERAL
EDUCATICN IN ETHIOPIA SINCE 1974", Since the purpose of
the study is to gather pertinent information as regards current
perceptions, attitudes and cpinions of those whe 2re actually
engaged in Ecducation Pelicy decisicn-making, your assistance and

your frank respenses will be much appreciated.

Thank ycu for yeur
cooperaticn in advance,



10.

AHNEX |

- .‘.\(V;C»J

What are the major policics fhnt quide the nature of curri-
culum develcpment for general cducation since 19747

How are the goals of Ethicpian education determined?

Vho determines cr sets thase ¢oels?

What sources are refered to in determining these geals?

What are the bases fur goal setting?

Is there any influence <f other natiorns in this respect?

How strong is it?

Does the Ministry of Ecucation provide policy statecments that
cen guide curriculum developers with respect tc the kind of
mociel that they should emplry to develop the curriculum?

In what respect does yur department contribute t this end?
Compared to the pre-revoluticn pericd, to whaet cxtent has
the curriculum been made relevant to the needs <f the
country?

V/hat, in your copinicn arc the major problems or shortcoemings
of curriculum devel: pment since 19747

¥hat do you propose as a remedy to these problems or

shcrtcomings?

Dc¢ you have any commants or suggesticns cn the proceedings

cf curriculum development so as to.make it as rclevant as possible

to nz2ticnal needs?

b
b,

-

) &
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ANREX 2
ADDIS ACARBA UNIVERSITY
SCHCOL OF GRADUATE STUDIES
ECUCATIOM FACULTY
DEPARTMENT CF CURRICULUM AND INSTRUCTION
13 MARCH 1990

Luestionnzire to be filled by professionals in the Institute for

Curriculum Development and Rescarch (ICDR)

Introduction

Among the many efforts that are being made for improving
educaticn, one of the most significant and potentially mcst
far-reaching trends is the offirt to desing and develop curri-
cula fcr general educaticn, In this regard it has leng been
realized that any curriculum design, if it is to become effective,
must moke explicit and clcar the moedel upon which it bases
itseif

Viewed from this vantage peint, this questionnaire is part
¢f a study which is being made to produce & THESIS that will
centribute to a professional ~verview of "THE PPACTICES AND
PRCCESSES OF CURRICUILUM. DEVELOPMENT FOR GEMERAL
EDUCATION IN ETHICPIA SINCE 1974." Since the purpose of the
study is to gather pertinent information as regards current perceptions,
attituces and cpinicns of those whe are actually engaged in the
task, ycur assistance and ycur frank responses will be much

appreciatec
Thank ynu for your ccoperation in

advance.

N.B. Please, do not writ: ycur name.
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PARTI| BICDATA

A. Your experience in the ficld of education (please, specify

in years)

primary scheool teaching. years,
secondary school teaching ycars.,
primary teacher trzining years.
curriculum Department (Mow ICDR) years.,

Taotal years.,

PA R

Plcase put . mark in the box to those items that appear with

choices and write, in bricf, whot you think is appropriate to the

cpen-ended cnes.,

1.

Is there any model that you use for planning and develcping
the curriculum for general educaticn (Please give recasons  for

your response)

A== Xes "
B. Nc

If your respcnse to item Mumber 1 is "YES" which of the
following mcdels is the cne under practice?

A. One that fccuscs on the disciplines, that is, academic

A

susject arcas.

-

L. One that focuscs on fulfilling the needs and intercsts of

learners. i
C. One thet focuses on prcblems of the society.
D. Cnc that pays cqusl attribute to the disciplincs, needs and
interests of learners, ond the society., [

£. Other, pleasc spccify.




3. What are the raticnale for the choice of the model?

T e e
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How are the geals of Ethicpian educaticn determined?

A. Through legislations, proclamaticns, and cther legal
enactments. | |

3. Through profound anc systematic assessment of nceds. | [

C. Gther, please spccify.

If your response teo item Mumber 4 is "A", are these goals
sufficiently clcar and understandable in guiding ycur efforts?
(Please give reascons to your respense).

A. Yes |~

Ko irND: 2

To what oxtent arc these goals realistic and attainable?

If your response tc item Number 5 above is "No", what is the

prcblem?




CO o~
-

What sources do you refer to in order to determine the

chicetives of the curriculum for gencral education?

. The needs and intcrests « f potential learners. |

Rt

Sy

B. The preblems anc aspirations of the society. ()
C. The nature of orgonized human knowledge. | )

D. All of them

E. Other, please specify.

§. How do you state ecducaticnal objectives?
A. In terms of teachers' performance. | |

C. In terms of the behaviocur students are required to
develop. :

C. In the form of topics, concepts, and -other cicments
of content.

D. In terms cf bcth the behaviour tc be developed in the
learner and content in which the behavicur will
cperate. (|

E. Other, please spccify.




10. On which of the following bases do you select the content
of the curriculum for general cducation?

A. Cn the bases of their consistency with the objoctives. v_:_

N

D. ©n the bases of their validity and significance. |
C. ©Cn the bases of their balance of breadth and deapth. |
D. Cn the bases of their learnability and adaptability to

the experience cf learncrs. [

E. Other, pleasc spccify.

2 11. How do you determine lcarning experiences that arc to be
included in the Curriculum?
#. Dy censidering the content with which a subjoct arca
would deal. [
B. By considering the activitics to be perfecrmed by the
teacher. |7 |
C. DBy considering the activitics tc be performed by the
students, [~ |
D. By censidering learncrs' prior experienccs sc that it
would give then: the cpportunity to exercisc the kind
of behavior required by the objective, [~

E. Other, plcasc specify.




9

12,

13.

14,

Do you consider the crganizaticn of content and lcarning

experiences Horizontally and Vertically?

& Yes TR

——

Lee Nc : !

—

Please, specify the "HOW" and "WHY" of ycur response to

item number 12,

—

Yhich of the following criteric do you use in order to
cffectively organize content and learning experiences?
A. Political Ideclegy.  {

B. Continuity and sequence s

C. Continuity ana irtegration (T
D. Sequence and integration [T}
E. Centinuity, sequence, and integration

F. Cther, pleasec specify.




15. Which of thc following ¢lements do you consider mest when

organizing the content of the curriculum?

M. Concepts and values

. Concepts and skills )
Lt

C. Values and skills

. !

D. Concepts, values, 2nd skills Eoy

E. Gtter, please specify.

s

15, ¥hat means and ways do you employ in crder to ascertzin
whether or ncot the stated curriculum cbjectives have been

atteined? (please, menticn a2 few of them).

17. V¥'hich evidince do ycu consider meore valid in ¢valuating

the cffcctiveness of the curriculum you have designec?

f =

£. Change in the "chaviour patterns of learners.
u. Mastecry of the content of the different subjecis
taught. |

fre—-=sy

C. Success in MNational Examinations. |

C. Other, please spacify.

o T A——
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