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l. 

Chapter I 

THE SETTING, NATURE, AND PURPOSE OF THE INQUIRY 

A. The Setting 

The Twenty-Sixth Yearbook of the National Society 

for the Study of Education was an inventory and appraisal 

of curriculum-making in American education.l The intent of 

the Committee on Curriculum-Making, which produced the work, 

was to determine how the content of the curriculum should 

be assembled and, it' possible, to unify or reconcile the 

various philosophies of curriculum then current. 2 

The Committee recognized the existence of three 

well-established curriculum views--·one in which t'ixed 

subject-matter boundaries were heeded, another with focus on 

child growth, and a third which emphasized the scientific 

study of social usage.3 The Committee also found a nation-

wide curriculum revision movement to be just getting under 

way. Educators seemed to be becoming increasingly dis-

satisfied with traditional programs. Their modifications 

ot' curriculum, how~v~r, were seen to consist primarily 

1 National Society for the Study of Education, 1h,! Twenty-
Sixth Yearbook, Part· I, Curriculum-Making, Past and 
Present; Part II, The Foundations of Curriculum-Making; 
Bloomington, Illinois: Public School Publishing Company, 
1926. 

2 ~., Part I,. p. ix. 

3. Ibid., p. xi. 



"of the century-old practice of the introduction or new 

subjects and the dropping or ·old ones. 111 

2. 

Within the movement several apparently related 

practices or a different nature were also noted. 2 In some 

few schools, subjects were being enriched with new.content. 

In others, broad departments were being formed, with 

separate but related subjects combined into such courses as 

general mathematics and social studies. Courses embracing 

two different departments such as English and social studies 

were being organized. New textbooks and syllabi were being 

produced, chiefly in laboratory schools, but administrators 

and teachers in other schools were beginning to use such 

materials. Taken all together, these curriculum. changes 

seemed to indicate to the Connnittee that within the nation-

wide movement there was a tendency-to break down traditional 

subject-matter lines. The Committee commented: 

Among the more promising efforts at 
reorganization are those which point 
towards the re-departmentalization of 
the program. Although the starting 
point of curriculum revision is the 
school subject, although this ·procedure 
ordinarily consists or the rearrangement 
by committees of materials within school 
subjects, nevertheless there is a 
discernible tendency 12_ break down 
certain barriers which have been 
erected between departmeiiti 
knowledge.3 -

1 Ibid., ·pp. 428-429. 
2 lill • i p. 431 • 
3 Loe. ill• Underscoring not in original. 



That this tendency to alter subject-matter 

boundaries was proceeding very- slowly was readily admitted. 1 

But the Committee who wrote the yearbook apparently deemed 

it a tendency to encourage. In the Committee•.s "General 

Statement: Foundations of Curriculum-Making~" it pointed 

out "the necessity of grouping in broader uni ts much 

material which is now distributed through several distinct 

school subjects.112 The Committee said: 

Because of the great changes in modern 
life, there is at present a real need 
in certain fields for a new synthesis 
of knowledge and; correspondinglyi for 
a new grouping of the materials of- the 
school •••• This proposal does not imply, 
mere merging or fusing of the present 
content of existing school subjects.- It 
implies,- on the contrary-,, that the 
materials of instruction should be 
assembled from the starting point of the 
needs of the learner, irrespective of 
the content and boundaries of existing 
subjects.3 

The Committee concluded its statement on the place of school 

subjects in instruction by hearty commendation of experi-

mentation in uniting "in single general courses bodies of 

knowledge which heretofore have · been separated._tt4 

1 Ibid., P• 432. 

2 Twentz-Sixth Yearbook, Part II, P• 22. 

3 &29.. ill• 
4 ~., P• 23. 
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Complete accord could not be reached in the 

general statement, so supplemental statements were made by 

nine of the twelve Committee members. 1 Examination of the 

statements seems to reveal distinctly differing suggestions 

for rearrangement or replacement of school subjects, but 

all Committee members seemed to agre~ that movement toward 

some kind of unification of subject matter had already 

started and should be guided by experimentation. This con-

clusion, it is to be noted, was drawn as early as 1926. 
Twenty-eight years have elapsed since then. Let 

us see what has happened to the tendency to break down 

subject-matter boundaries to which the Twenty-Sixth Yearbook 

called attention and gave enco_uragement. Leonard shows that, 

when a number of small professional organizations, in the 

late 1920 1 s and in the 1930 1 s, studied their own subject-

matter fields (at both elementary and secondary levels)J 

they recommended for the most part the subject approach to 

curriculum organization but provided for some kind of 

correlation with other subjects. 2 This was not a great 

change, but it was a step. Within a few years, venturesome 

steps seem to have been taken. Statewide, city, and 

individual school programs built on a framework of themes, 

1 !!?!!!•• pp. 29-162. 
2 J. Paul Leonard, Developing!!!!_ Secondary School 

Curriculum, New York: Rinehart and Company, 1946, 
Chapter VI. . 
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culture epochs, or social functions instead or subjects 

became somewhat common after 1930, particularly in elementary 

sahools.l By 1937, Spears observed the following as one or 

twelve definite tendencies in curriculum-making: 

Even though subject matter lines atill 
stand out -~learly, the present curriculum 
movement is already providing means by 
which departments may cooperate and even 
merge ·parts of their program• in the 
effort to place the child above adminis-

.- trative procedures. Learning situations 
rather than subjects or classes are in 
_the minds of teachers -and adm1n1strators. 2 

Increasingly during the last three decades, 

schemes for reorganization of subject matter have been 

described and discussed by individuals and by professional 

groups.3 These proposals have included, for the elementary-

1 Henry Harap, et al., The Changing Curriculwn, New York: 
D. Appleton Century Coriipany, 1937, pp.· 87 rr. 

2 Harold Spears,· Experiences .!!! Building .! Curriculum,· 
New York: The American Book Company, 1937, p. 189. 

3 See all volumes of Education Index. See also: Harold 
Alberty, · Reorganizing High School_ Curriculum~ New 
York: The Macmillan Company, 1948; Hollis ·L. Caswell 
and Doak s. Campbell, Curriculum -Development, New York: 
The American Book Company, 1935; Caswell, Education in 
!!!!, Elementary: School, New.York: The American Book -
Company, 1942; Caswell, et al., The American High School: 
lli -Responsibility and Opportunity, New York: · Harper and 
Brothers,· ·1946; Harap, .2E.• .£.ll •. ; Leonard, !?E.• ill•; 
Florence-B. Stratemeyer, H. L. Forkner, M. G. McKim, 
et al., Developing .! Curriculum for Modern Living, New 
York:· Bureau of Publications, Teachers College, Columbia 
University, 1947. 
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level, variously defined projects, units, activities, 

areas of living, centers of interest, and broad fields. 

For the secondacy level, unified studies, social-living 

classes, core corricula, fusion courses, integration 

courses, and common-learnings programs have been 

recommended. Perhaps representative·or-recent suggestions 

have been those of' the Educational Policies Commission. 

In 1944, it proposed tor secondary_schools (not as an entire 

curriculum but as a major portion of' one) a core or common-

lea·rnings course which abandoned traditional subject-matter 

organization.l In a companion volume on elementacy educa-

tion, issued-in 1948, emphasis was placed upon "continuous, 

accumulative" learning through experiences.2 Kinds of 

experi~nces which might be thought of as corresponding to 

subject-matter divisions included the arts of communication, 

number, social orientation, health, science, and. the arts • .3 

One must gather from this book, "a·statement or policy for 

elementary education," that the Educational Policies Com-

mission anticipated and valued a departure from stric,t 

1 

2_ 

Educational Policies Commission. Education .for All 
American Youth. Washington. D.C.: National Education 
Association and Amel'ican Association of School Adminis-
trators, 1944. 

, Education for All American Children, 
~W~a-s,..h~i-ng~t-o-n-,-D~.~o.: NationalBducation Association and 
American Association of-School Administrators, ·1948, 
p. 123. 

3 !!?!9:., pp. 131-143. 



subject-matter demarcation in the curriculum. A sampling 

of current educational literature, both ~n periodical and 

in book form, gives the decided impression that many other 

educators feel as do those on the Commission. 

Proposals of professional groups and or indi-

viduals for breaking down subject-matter lines seem not yet 

to be acted upon to any great extent by either elementary 
' ' 

or secondary schools. After making a study ot the status 

ot curriculum on both levels, Dougiass, Otto, and Romine 

concluded: 

Current educational theory tends to favor 
more progressive curriculum organization, 
but practice is limited largely to more 
traditional types.l 

Perceptible trends "toward integration" were noted, however, 

in several studies reported by the same authors.2 Caswell 

found that 

••• the war years served to break currents 
of curriculum development started in the 
1930s •••• By the close of' the war it 
appeared that a.considerable proportion or 
schools that had made beginnings had dis-
continued their efforts. Attacks were made 
on the basic idea by those who supported 
the conventional program, and it seemed that 
the plan [core ourriculll!!V might receive 
little further trial. More recently, 

1 Harl R •. Douglass, Henry J. Otto, and Stephen Romine, 
"Curriculum: Status and Description," Review or Edu-
cational Research, 18:236, June, 1948. - -

2 ~-, pp. 232, 236. 



however, there h!!, evidence .2! 
marked revival ,2! interest ,!lli! experi-
mentation •••• The Office of Education 
reported in 1950 that more than 800 
public highschools had core programs 
in operation. Some teacher-educating 
institutions are developing programs 
for preparation or core teaohers.l 

8. 

On the other hand, Alberty pointed out that the eight 

hundred schools having core programs represent "only three 

and one-half per cent of all the public high schools of 

the United States" and that "most or the reorganized pro-

grams are in junior high and involve little more than 

putting subjects together."2 His outlook seems a little 

less optimistic than Oaswe11•s· when he says: 

From the data presented, we must conclude 
that most high schools are not moving 
toward basic reorganization of general 
education. Undoubtedly new subjects are 
being added and old ones revamped, but 
the basic structure remains very much the 
same as it existed before World War II--
indeed, before World War I .3 · 

Alberty considers this situation discouraging but does not 

question that curriculum reorganization is desirable, and 

l Hollis L. Caswell, "Postwar Trends in Curriculum 
Development," Journal of the National Education Associ-
ation, 41:93-94, February-;-'1'952. Underscoring not in 
original. 

2 Harold· Alberty, ''Progress· in Curricuium Organization," 
Educational Leadership,. 8;257, .January, 1951. · 

3 ~. cit. 



proceeds to suggest aids ror improving leadership so that 

reorganization can be eftected.l 

When one ·considers that the idea of breaking 

down subject-matter lines has been before educators for at 

least twenty-eight years, that curriculum proposals 

incorporating this idea seem to be multiplying, and that 

some schools2 have been attempting to eliminate subject-

matter boundaries, one wonders when the perceptible trends 

which Douglass, Otto, and Romine reported will dominate 

aetualpractice. In any event, it would seem fair to say 

that the movement toward eliminating subject-matter 

boundaries, which was pointed out and encouraged in the 

Twenty-Sixth Yearbook, seems to be widespread in curriculum 

theory. In practice, the movement apparently is alive but 

not flourishing. 

B. Nature lli Purpose of Inquiry 

Ours is a swiftly and steadily changing society 

which perforce demands rapid and steady educational change. 

Movements entailing numerous alterations in thought and 

1 Alberty, ,ill!!•, pp. 257-259. 
2. See: Robert B. Toulouse, "Curriculum Development Survey," 

School Executive, 68:32-33, August, 1949. (Report of 
questionnaire study or fit~ cities.) Harold G. Shane, 
"Curriculum ?ractices in L3'fl. Educationally Interesting 
Schools," Nation's Schools, 50:41-42, August, 19.5'2. u.s. 
Office or Education, Division·or Elementary-_ and Seoondary-
Schools, Core Curriculum in Public High Schools, an . 
Inquiry into Practices, 19Zi'.9. Bull. 1950, No. 5,32 p. 
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practice have from time to time swept through our edu-

cational system. Not always have these movements repre-

sented continuous progress. Now we seem to have a 

potential movement toward new-type curriculum programs. 1 

Before sheer momentum in curriculum theory brings about 

wholesale and possibly unwarranted adoption of these 

programs-, 1 t behooves -us to give them careful ·consideration. 

Our society is avowedly democratic, and educators 

seem sincere in their commitment to democratic educational 

practices. It seems·reasonable to maintain that any 

movement to be followed in our schools should be appropria.te 

for our democracy. It also seems reasonable to maintain 

that to declare one's purpose to be democrat1c·and to 

persist on a large scale-in lines inconsistent with this 

purpose, thereby standing in one•s own way, would seem to 

be most unwise. 

The current movement toward new-type curricula 

apparently is meant to be appropriate for our democracy. 

Even casual inspection of the literature reveals 

intentions to be democratic on the part of advocates of 

new-type curricula. -Also to be found are numerous state-

ments concerning "the relative ineffectiveness" of subject-

l Inasmuch as no well-established term embracing curricula 
which break down traditional subject-matter lines seems 
to exist, the terms "new-tipe curriculum programs," 
"proposed curricula," and new-type curricula" will be 
employed, interchangeably, in this study. 



centered curricula "in contributing-to democratic 

purposes. 111 Apparently, there is a growing conviction 

that curricula which do not cut across subject-matter 

11. 

lines do not f'it students for life in a democracy, and that 

those which do cut across-subject-matter lines do contribute 

to democratic purposes. 

Insofar as this writer has been able to ascertain, 

the question "Are curricula which cut across subject-matter 

lines necessarily democratic?" seems not to have been 

raised. To act intelligently in respect to proposed 

curricula, it would seem urgent for educators to ask such a 

question--i.e., to evaluate curricula in terms of' their 

appropriateness for· schools in a democratic social order. 

Limits of time and space preclude comprehensive examination 

of new-type curricula in all aspects, including criteria 

for selection or subject matter, modes of organizing 

subject matter, psyQhology of learning• to be employed, 

suggested methods of testing, and implications for adminis-

tration. In this study tne writer will deal with only one 

aspect--criteria for selection of subject matter. 

Investigation of criteria employed in choice of' 

subject matter would seem highly important. The vast 

extent of man1 _s knowledge obviously makes necessary some 

l Alberty, .2.E.•-- ill• , pp. 11 7-118 .. 
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selection of subject matter. Criteria for selection, there-

fore, are fundamental. They are the testsl .E,l· which .2.!'!.! 

decides .!Q. include .Q.!: 12 omit any particular bit of subject 

matter. It is difficult to conceive of a program in which 

no selection of content takes place, even though the term 

"criteria for selection or subject matter" appears less 

frequently in literature than one might expect. Creators of 

school programs may be unaware of the criteria for subject-

matter selection which actually operate in their work. But 

this fact would scarcely mean the existence or no such criteria. 

Recognized or not, bases for choice of content would seem to 

function importantly in every educational pr_ogram. Assuming 

this to be true, the writer proposed to conduct an inquiry 

into the criteria for choice of subject matter in certain 

representative, new-type curriculum programs. The purpose of 

the inquiry is to evaluate one aspect of new-type curricula 

in terms or its appropriateness for democratic education.2 It 

is the hope of the writer that the results of the inquiry will 

be helpful in determining whether the present movement toward 

new-type curricula should be encouraged, redirected, or 

abandoned, ina.smuch as ours is a democratic society and demo-

cratic educational practices are said to be desired. 

l By dictionary definition, criteria are coercive in nature. 
2 This thesis 1s based on the assumption that it is possible 

to formulate criteria which are both coercive and demo-
cratic. It 1s, however, riot within the scope of this study 
to propose such criteria, but simply to evaluate criteria 
which have been proposed in certain representative, new-
type curricula. 



In making the inquiry, there will be no attempt 

to examine all new-type curriculwn programs. Careful study 

of a few of the better-known proposals would seem to serve 

our purpose here. 

Curriculum programs seleoted tor study have been 
determined by askirig the following questions: 

l. Which proposals seem to appear most 
frequently in curriculum literature 
in the last decade? 

2. Which proposals are apparently aeoept-
able, at least in theoey,l to large 
groups of persons. in eduoat1.on? 

These questions are obviously not so definitive that they 
exclude subjective judgment. It is believed, howe~er, that 
they indicate proposals which can be accepted as reasonably 
representative. The proposals thus selected are those 

suggested by the following persons and groups:2 Hollis L. 

Caswell, J. Paul Leonard, and F. L. Stratemeyer, H. L. 
Forkner, M. o. McKim and their aesooiates. 

In examining these specific proposals one might 

proceed in any of several ways. This writer has chosen to 

explore each one by asking the following questions: 

l It has already been indicated (pp. 7-8) that new-type 
programs have not been put into practice to any great 
extent. · · 

2 Leonard has pointed out that numerous groups have made 
significant reports of curriculum. studies but that "in 
general they continue the subject approach to the 
problem. 11 --DeveloE.!£5 Secondary School Curriculum, 
PP• 200-201. Such reports are not used in this inquiry 
inasmuch as they are not considered to be new-type 
curricula. 



l. What criteria for choice of subject 
matter are to be employed by anyone 
who wishes to·follow the program? 

2. Are the criteria for choice of 
subject matter appropriate for 
democratic education? 

). Insofar as criteria for choice of 
subject matter are concerned, can 
we-feel justified in adopting new-
type curriculum programs, assuming 
that the one in question is repre-
sentative? 

Clear-cut, comprehensive, and easily located 

answers to the first question about each of the proposals 

would be very helpful in our inquiry. If such answers are 

obscure or not.to be found in direct statements, we shall 

be obliged to infer them from the total program suggested, 

from casual comments, and possibly from other writings by 

the same authors. Weaknesses in this procedure may be 

apparent, but can scarcely be avoided. Only as we know 

what the criteria for subject-matter selection are taken 

to be in a specific program, can we judge, as we plan to 

do, the appropriateness of the criteria in that program. 

C. Justification £2!: lli Study 

Justification for the proposed inquiry is to be 

found in the educational situation already described, one 

which may be summarized as follows: 

l. There is a nation-wide movement in both 
elementary and secondary schools toward 



curriculum revision which bears, as 
one important characteristic, the 
cutting across of subject-matter 
lines. 

2. The movement appears to be acceler-
ating in curriculum theory. 

3. In order to act intelligently in 
respect to this movement, it woUld 
seem highly important to make an 
inquiry into new-type curriculum 
programs in order to evaluate them 
in terms of their appropriateness 
for democratic-education. 

4. No inquiry of the kind mentioned 
seems to have been made. 

The writer offers for consideration, therefore, her inquiry 

into one aspect1 of new-type curricula, which aspect s~e 

assumes is highly important: in any curriculum, even though 

it may not be mentioned often in educational literature. 

Justification of the assumption upon which the 

writer makes her inquiry also seems necessary. If criteria 

employed in choosing subject matter are not of fundamental 

importance, i.e., do not function importantly in every 

program, then an inquiry- into criteria for choice of 

subject matter would seem to be of little consequence in 

the evaluation of new-type curricula. Inasmuch as the 

worth of the present study depends directly upon the 

assumption that criteria are fundamental, Chapter II will 

be devoted to a critical examination of the validity of the 

assumption. 

l Criteria for choice of subject matter. 
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Following Chapter II, which in terms of the .study 

as a whole might be thought of as a lengthy parenthesis, 

the study will proceed with the basic inquiry-. For readers 

who beiieve the validity or the assumption to be obvious, 

for those who are willing to postpone its validation, and 

tor those who for one reason or another are eager to get 

to the heart of the inquiry, it is recommended that 

Chapter II be omitted and that ·the reading of the rest of 

the study follow immediately upon the conclusion of_ this 

chapter. 

D. Explanation 2! Style ,!ru! Procedure !!ill 
Some explanation of the style and procedure used 

by the writer may be in order. This dissertation is. not a 

report of an inquiry nor the recording of the process of 

making one. For the writer, it IS the inquiry. 1 •2 Study-

ing was not performed and questioning completed, then the 

results set down upon paper in the manner in which a 

scientist might report an experiment which he had previously 

conducted in his laboratory. Rather, the setting-down-upon-

l Stripped of non-essentials, of course. 

2 Mental processes, both the getting of thoughts by means 
of reading and the construction of "one 1 s own" thoughts, 
cannot yet be recorded. The nearest thing to them--
verbal indication of the line of thought, pu·rsued--the 
writer has faithfully recorded to the best of her ability, 
believing that the mental processes which were employed 
are an inextricable part of the written work of this 
inquir.ry. 
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paper process was an integral part or the inquiry. It is 

said that one's thoughts are clarified and stabilized as 

they are expressed to others. The truth or that concept 

seems to have·been borne out in this endeavor. Not until 

some writing was done was each step in the search fully 

accomplished. As the author first wrestled (in reading, 

thinking, and writing) with a problem area, then gradually 

concentrated on one manageable problem within the area, 

clearing that up in her own mind by collecting data, 

testing the data by following out their implications in 

writing, and reworking the whole from time to time, dis-

carding irrelevant material, the inquiry little by little 

took shape and the writer came to know with more exactness 

what she was asking and what she was finding. Irrelevant 

material was judged to be so only after unsuccessful 

attempts had been made to apply it (again in writing) to 

the problem at band. Rewriting, then, was fully comparable 

in function to rereading, reformulating questions, and 

reconsidering ideas. As a matter or record, it might be 

stated that it was not until considerable progress in 

writing had been made that the writer came to realize how 

small a segment or the oriBinal problem-area in which she 

was interested was actually being· investigated. In fact, 

one chapter, already written but thought to be superfluous, 

was laid aside only to be later restored because.efforts to 

supplant it with briefer statements made from a different 
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approach simply did not take the writer clo~er to her goal 

the way she had expected they would. This written 

document, it is repeated, IS the inquiry; so much so that 

when the search has reachedl the place where the author 

will feel willing tentatively to accept the conclusions,. 

the manuscript should be ready for the typist. 

The general procedure employed throughout the 

study is that of.problem-raising, problem-solving--with 

successive exploration of subsidiary- problems as they 

arise along the way of solving the central problem. 

Illustrative of this procedure is the present chapter. 

First, there is stated the immediate setting out of which 

comes the central problem; next, indications· of the reason-, 

ing which led to its formulation; and, then; the statement 

of the problem itself, followed by what justification seems 

due the reader. 

No detailed pattern of formal steps has been 

followed in the problem-raising, problem-solving procedure. 

All of the well-known steps in.the experimental method--

forming hypotheses, collecting data, testing hypotheses, 

tentatively drawing conclusions--have been employed, but 

not in any fixed order. In many instances individual steps 

were not finished before others were started, and what was 

1 This section is being written after much but not all of 
the inquiry- has been accomplished. 
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one moment a tentative conclusion became a hypothesis the 

next. It was impossible to keep the steps separate nor 

did the author try. Her -chief concerns were that, within 

necessary limits, all available, relevant data be applied 

in reasonable fashion and with sincere effort towards full 

and frank recognition of personal bias, and that her 

inquiry be developed in such a way that others, in reading 

it, go through the same line of research and know precisely 

wherein they concur or differ. 

Carrying out the problem-raising, problem-solving 

procedure seemed to require a style different from that 

employed in dissertations reporting results of research. 

Instead of assertions followed by data defending them or of 

a step-by-step description of procedure with a summary of 

conclusions, there are numerous questions or statements 

which in effect raise questions, many quotations from which 

answers to questions are formulated, frequent projections 

of ideas (If such and such were adopted where would it 

lead?) and, in general, a "teasing out" from the accumu-

lating data whatever conclusions seem to be warranted. 

The writer is conscious of the process she is employing 

and deliberately tries to make the reader aware of it also. 

In doing so she runs the risk of disturbing readers 

accustomed to flat assertions followed by defense. The 

experience of reading this inquiry, the writer believes, 

should be as if one were to stand beside a laboratory 
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scientist who thought aloud as he worked. One would see 

what materials were used, what questions he was posing for 

himself, how he went about answering them, wherein he 

failed or succeeded in using available, relevant data 

intelligently, at what points he began uncovering what 

eventually became his conclusions, and what form his con-

clusions took when ·search was suspended. In at least one 

respect·this analogy does not hold. The waste motions, 

the irrelevant material, the inept expression of ideas 

have to the best of the writer's ability been eliminated 

from this study. She repeatedly used, as a measure of her 

own grasp of the problem, the question "Is it clear enough 

for others·to follow?" 

·This dissertation then, minus indications of 

dead-end streets and trackless wastes explored by the 

author, cons.ti tutes her inquiry-. Other persons in the 

field of education, because of the style and procedure, 

should be able to make similar inquiry via the printed 

page e.nd arrive at similar conclusions if the data have. 

been adequate and· the reasoning accurate. 



Chapter II 

EXISTENCE OF CRITERIA FOR SELECTION OF SUBJECT MATTER 
IN.THE CURRICULUM PROPOSALS OF 

ROUSSEAU, BOBBITT, AND MORRISON 

A. Introduction 

21. 

Basic to the present inqui:ry 1s the .assumption 

that criteria for choice of subject matter function 

importantly in every program of instruction. Because the 

worth of the present study depends directly upon this .. 
assumption, a critical examinat~on of its validity is felt 

to be needed before the inquiry proceeds 

If the assumption be true, criteria for cho_ice ot 
subject matter will be present in all curriculum. proposals, 

either in straightforward statement or by implication. One 

way to check the validity of the assumption, then, is to 

examine specific educational plans to see whether criteria 

for selection ot subject matter are present and functioning 

in each one. We shall conduct such an examination in this 

chapter. Investigation or many educational plans would, 

in the writer's judgment, make this work unnecessarily 

long. In order to return as soon as possible to the 

study1 s major line or thought, only a sampling of plans 

will be used to determine the validity of the assumption. 

The programs proposed by Jean Jacques Rousseau, Franklin 

Bobbitt, and Henry Clinton Morrison have been chosen for 



this test inasmuch as they are widely known and broadly 

representative of other educational plans. 

B. Criteria.!!! Rousseau's Program 

22. 

At the first mention of Rousseau one might think, 
.. 

"surely that exponent or freedom, that emancipator of .. 

childhood employed nothing so binding as criteria for 

choice or subject matter. If there be educational plans 

without criteria, his must head the list." We ask our-

selves, "What does a study ot Rousseau1 s plan indicate in 

regard to his use of criteria for choice of subject matter? 

If Rousseau dispenses with such criteria, then other edu-

cational planners may also, and the basic assumption of 

this study would seem unfounded." We turn to the well-

known Emile for answer. 

In Emile, Rousseau takes as his goal of education 

the teaching of a child to live, to be a man as nature 

intended. 

Before his parents chose a calling for 
him nature called him to be a man. 1 Life is the trade I would teach him. 

Three masters of ·all men are acknowledged by Rousseau--· 

nature, men, and things. 

1 Jean Jacques Rousseau, Emile, translated by Barbara 
Foxley, New York: E. P. Dutton and Company, Inc., 1911. 
Everyman1 s Library Edition, p. 9. 



The inner growth of our organs and 
faculties is the education of' nature. 
The use we learn to make of this 
growth is the education of men, 
what we gain by our experience of our 
surroundings is the education of 
things. • • ·~ if their teaching 
agrees, he £the chil,Y goes straight 
to his goal, he lives at peace with 
himself, he is well-educated.l 

23. 

Harmony among the three conflicting forces is to be achieved 

by subordinating all else to the "development of the child 

and the natural growth of the human heart, 11 2 "f'ollow/J.ni/ 

the lead of that which is beyond our control ffiaturi7. 11 3 

This following or nat.ure seems to be for Rousseau·the method 

or education by which to arrive at the·goal of knowing how 

to live. 

In following the lead of nature, is there anything 

in particular to be taught, i.e., is there any selection to 

be made of subject matter? One.might think not, after re-

calling the veey first sentence in Emile: "God makes all 

things good; man meddles with them and they become evil." 

We might infer from this declaration, if we take it to be 

true, that the p·roper thing to do is to employ a "hands-off'" 

policy, teaching nothing at all, lest it be meddlesome to do 

so and result in evil. We continue our reading of Emile to 

1 •• p. 6. 
2 Ibid., P• 18. 

3 •• p. 6. 



see whether this idea of teaching nothing at all is 

reinforced in subsequent statements, and find: 

1 Ibid., 
2 ill!!·, 
3 ~-, 
4 Ibid., 

s Ibid., -

What must be done to train this 
exceptional man! We can do much. but 
the chief thing is to pre~ent anything 
from being done.l 

[In speaking about a tutor for a child? 
••• I prefer to call the man.who has -
this knowledge master rather than 
teacher, since it is a question of 
guidance ratherthan Instruction:- 1!! 

not give precepts, h! let .:!m!_ 
scholar find them out for himselT.'2 

As I said before, man's education begins 
~at birth; before he can speak or under-
stand he is learning. Experience pre-
cedes instruction; ••• 3 

The only habit the child should be 
allowed to cpntraot is that ot having 
no habits ••• '+ 

With our foolish and pedantic methods we 
are always preventing children from 
learning what they could~learn much 
better for themselves ••• 

Exercise his body, his limbs, his senses, 
his strength, but keep his mind idle as 

p. 9. 
p. 19. Underscoring not in original. 

p. 29. 

P• 30. 

p. 42. 



long as you can. • • Leave· childhood to 
ripen in your children.l 

Therefore the education or the earliest 
years should be merely negative. It · 
consists, not ili teaching virtue or : 
truth,·but in preserving the heart f'rom 
vice and from the spirit of error.2 

When these direct statements are considered it would seem 

possible to think of Rousseau as advocating negative edu-

cation, negative in the sense of teaching nothing at all, 

~etting nature take her own course. A desultory sampling 

or educational literature reveals casual statements which 

would seem to indicate that this is the way Rousseau is 

sometimes interpreted.3 When the bel1ef is held that there 

is no body of subject matter to be taught,' cx-iteria tor 

selection of subject:matter could scarcely be necessary. 

They are insignificant if not non-exi•stent in this 

interpretation of Ro~sseau•s plan. It would seem, then, 

that o.ri teria for. selection of subject matter are not 

fundamental and are p·robably not even present in Rousseau• s 

1 ~-, p. 58. 
2 fil!!., p. 57. 
3 See the following: H~ L. Caswell, Education!!!~ 

Elementa1 School, New York: American Book Company, 
1942, p. 8. G. p. Strayer, G. W. Fraser, and w. D. 
Al'mentrout, Principles of Teachin_s, New York: American 
Book Company, 1936, p. !5. Adolph E. Meyer, !h!, 
Development .2£. Education.!!! the Twentieth Century, .New 
York: Prentice-Hall, Inc., 1939, PP• 1-2. 



26. 

educational program. 1 

It is difficult for the writer, however, to 

terminate at this point a study of Rousseau. It. seems 

far-fetched to think of no subject matter at .all.being 

taught, or of permitting circumstances alone to de.termine 

what is learned. The questions arise, "Does everyone 

construe in this fashion Rousseau's suggestion to 'follow 

the lead of nature•? Is he truly believed to be advocating 

complete, unhindered freedom, teaching no subject matter 

at al1? 11 It would seem that some educators interpret him 

thus, esp~cially when they make such statements.as; 

Education is conceived of as a negative 
v.rocees, a matter of laissez-faire, a 
'hands-off" policy. Rousseau aims at 

warding off the evils of artificial 
society so that the natural goodness of 
the child may be free to unfold itself 
in all its spontaneity.2 

Moreover, the whole system of instruction 
is likewise to be abandoned, for·it is 
founded upon a false psychology. Emile 
is not to be .taught the cu.rricula or the 
schools; nor indeed, is he to be taught 
anything. Experience alone will form 
his course of study. He learns what he 
likes, when he likes, and how he likes.3 

l One might labor the point and reason that if nothing is 
taught by .the teacher then natural circumstances determine, 
i.e •. , "select" sub.ject matter. In this case, one 
criterion does exist: whatever natural circumstances 
dictate or "select." · 

2 Elmer Harrison Wilds, The Foundations of·ModernEducation, 
New York: Rinehart andOompany, 1936, :P• 384. · 

3 Frederick Eby and Charle.a Flinn Arrowood, Development 
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But these writers, and others, also point out or at least 

imply that Rousseau really goes beyond this sheer negative 

education to a modified form in which there is provision 

of an environment which will encourage development 

according to nature. As.soon as mention is made of pro-

viding a particular environment with a view toward 

accomplishing a specific end, assuredly a teaching program 

ot some sort is implied. Not often is this aspect of 

Rousseau•s theory--provision of a particular environment--

given as much emphasis as his more revolutionary- idea or 
"negative education," but many interpreters of Rousseau do 

mention it. Wilds, for instance, says: 

Since naturalistic education is largely 
negative in character, the task of those 
in charge of education consists mostly or keeping the traditional subject matter 
away from the pupil.l 

But he also says: 

The content or the curriculum is made ,Be 
of the phenomena of nature, presentecl in 
the natural order in which they become 
manifest to the chj_ld.2 

of Modern Education, New York: Prentice-Hall, Inc., 
1934, p. 490. . 

1 Wilds, .2:E:• fil .. , P• 389. Underscoring not in original. 

2 .&2.£. ill• Underscoring not in original. 
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So some subject matter is to be taught. Eby and Arrowood --- . ' 

likewise hint at finding in Rousseau•s writings somewhat 

or a teaching program: 

However, Rousseau had in view something 
quite different f'rom the.ordinary con~ 
caption of the easy-going life •••• He 
relieved his fictitious pupil of the 
harsh yoke of the conventional system of 
education... But in its place he put !!'.!! 
severe zoke 2! necessity. Just what 
Rousseau means by subjecting the child 
to things and necessity he does not 
fully .reveal.l 

In all this opposition to the aims of 
education of the past, Rousseau was 
pleading for a generous, liberal culti-
vation of the natural endowments or the 
ch1ld~2 

Monroe interprets Rousseau even.more clearly as having a 

teaching program: 

By this negative education ••• Rousseau 
did not maintain that there should be 
no education at all; but that there 
should be one very different in kind 
from the accepted eduoationalpriotfces._3 

Mulhern says about Rousseau: 

1 Eby and Arrowood, .2:2• ~., pp. 490-491. 
2 fil.9,., P• 479~ 
3 Paul Monroe, A Textbook in the History or Education, 

New York: The Macmillan71ompany, 1909,p. 558. Under-
scored words originally in 1 ta~ics. 



So sweeping is his negation or the old 
traditional education that he would 
preserve but the merest fragments or it. 
Do the opposite, said he, of what is 
customary and you will almost certainly 
be right. But his was not a merely 
negative position. In the place or the 
old, which he would destroy, he places 
the new education which he describes in 
great detail ••• 1 

Despite the many statementa to the effect that Rousseau 

advocates no teaching at a112 there seems al[:Jo to be some 

kind of teaching program referred to or described wherever 

his work is carefully analyzed.3 Apparently, in regard to 

the following of nature, the interpretation or Emile has 

been made in contradictory ways: (1) No subject matter is 

to be taught. (2) Certain subject matter is to be taught. 

Whether this dual interpretation 1s justified 

remains to be seen. It has already been shown that, at 

1 James Mulhern, A History of Education, New York: The 
Ronald Press Company, 194;-; p. 348. 

2 

3 

See the following: R. Freeman Butts, A Cultural History 
..2f Education, New York: McGraw-Hill Book Company, 1947, 
pp. 323, 345; Stephen Duggan, A Student's Textbook~ 
the History of Education, New York: D. Appleton Century 
Company, 1930,_p. 203; Frank P. Graves,! History .Q! 
Education in Modern Times, New York: The Macmillan 
Company, 1913, pp. 9, 10, 11. 

See the following: I. B. Berkson, Education Faces the 
Future, New York: Harper and Brothers, 1943, p. 103; 
Duggan, .2.E• £,!!., p. 208; Eby and Arrowood, .2.E• .£,ll., 
p. 469; Graves,~• cit., pp. 18, 120-121; Ta~asu Misawa, 
Modern Educators and Their Ideals, New York: D. Appleton 
Century Company,. 1909, p. 62. 
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.3 
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least in isolated sentences, Rousseau proposed a "hands-

off" polioy. If he gave other counsel which permits a 

different interpretation of his proposal it should be 

readily apparent in Emile. 

We turn to Emile and find: 

Yet things would be worse without this 
education [by ma~7 and mankind cannot 
be made by halves. Under existing con-
ditions a man left by himself from 
birth would be more of a monster than 
the rest ••• shield it [the chilY from 
the crushing force of social conventions. 
Tend and water it ere it dies •••• From 
~outset raisea wall around your 
child's soul; another may sketch the 
plan, you alone should carry ll .!!!!2, 
execution.l · 

As soon as the child begins to take 
notice, what is shown him must be 
carefully chosen. 2 · 

As he gets· older. I would have the child 
trained to bathe occasionally in hot . 
water of every bearable degree .and often 
ineveey degree of cold water.3 

His geography will begin with the town 
he lives in and his father's country 
house, then the places between them, 
the rivers near them, and then the sun's 
aspect and how to find oner.sway by its 
aid.4 

Rousseau, .21?• ill•, pp. 5-6. Underscoring not in original • 
Ibid., - p. .30. 
Ibid., - p. 27. 
Ibid., p. 134. 



!g, select these objects, to take care 
!2 present him constantly with those 
he may know, to conceal from him those 
he ought not to know, this is the real 
way of training his early memory; and 
in this way you must try to provide him 
with a storehouse or knowledge which 
will serv_e toi- his education in youth 
and his conduct throughout life.l 

Here we seem to find instance after instance wherein 

31. 

• 

Rousseau asserts that Emile is not to be left alone but is 

to be taught something. Although shielding the child from 

society, teaching him nothi~g, does seem to be a part or 

Rousseau's plan,2 teaching him something likewise seems to 

be a part. To emphasize one ot these aspects to the 

exclusion or the other would seem to be making choices in 

theory which Rousseau himself did not make.3 It would 

scarcely be a fair presentation of Rousseau's beliefs to 

cite some and ignore the others. It 1s unfortunate, 

perhaps, that he did not notice his apparently contra-

dictoey statements and refute one position or the other. 

But, since no refutation seems to have been made, it would·· 

seem only just to take his work as it stands, acknowledging 

both possibilities of interpretation~ 

1 Ibid., p. 76. Underscoring not in original. 

2 See pp. 23-?S of this study.·· 

3 Throughout Emile, Rousseau appears to take first one 
position, then the other. Neither position seems to 
predominate, nor can any one direction o·r shift be 
_discerned by this writer. 
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As has been indicated previously, it one insists 

that Rousseau advocates only strictly negative education, 

with a complete 11hands-of't"_policy, letting nature take 

her own course, then one might say no criteria for choice 

of' subject matter by a teacher exist in his plan~ 

(Criteria for a teacher's choice are superfluous when a 

teacher does not have to choose.)1 But it is .difficult, 

in light·of' foregoing data, to see how anyone oan so insist. 

It seems necessary to conclude that at least a little teach-

ing is to be ·done, in spite of Rousseau's repeated 

assertions to the contrary. 

If' something--over against nothing--is to be 

taught, is not selection of' subject matter implied? This 

writer thinks it is. If' there be any doubt that Rousseau 

intended selection to be made, there are to be considered 

the numerous choices which he made for Emile, as well as 

the f'ollowi~g 8Xijression of' his views: 

Human intelligence is finite, and not 
only can no man know everything, he 
cannot even acquire all the scanty 
knowledge of' others ••• We must, there-
fore, choose what to teach as well aa 
wiieii to teachit."Z- - - ---------

l Some persons might stretch the meaning or the word 
"choice" and reason that, even so, there is the criterion 
or selection by default--ohoosing not to choose. 

I 
I 

2 Rousseau, .2.ll• ill•• p. 129. Underscoring not in 
original. 
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There can be little doubt that Rousseau, at least at this 

point in his.writing, intended selection to take place. We 

look for criteria which guided his selection and find: 

Some of the information within our reach . 
is false, some is useless, some merely 
serves to purr up its possessor. The 
small store which really contributes to 
our welfare alone deserves the study or 
a wise man, and therefore of a child 
whom one would have wise. He must know 
not merely what is, but what is useful. 
From this small stock we must also deduct 
those truths which require a full-grown 
mind for their understanding, those 
which suppose a knowledge or man•s re-
lations to his fellow-men, a knowledge 
which no child can acquire; these things, 
although in themselves true, lead an 
inexperienced mind into mistakes with 
regard to other matters.l 

Would you guide him /_Emili7 along this 
dangerous path and draw the veil from 
the-race or nature? Stay your hand. 
First make sure that neither he nor you 
will become dizzy.2 

In other words, teach what is useful and what can be under-

stood; proceed cautiously in doing so; preferring ignorance 

to error. But what is useful? Specifically he does not 

seem to say, other than what really contributes to our 

welfare (for which, apparently, we must be the judge). In 

no place,does Rousseau seem to come closer to criteria for 

1 ~- ill• 
2 ~- ill• See also p. 76, "• •• all the ideas ••• " 



choice than t~e preceding quotations indicate--whatev_er is 

useful and understandable. Since 'he made _defini t.~ cb._oices 

for Emile, it may be presumed that he used, consciously or 

unconsciously, some particular definition of what is 

useful and understandable. -But what the definitions were, 

it is difficult to know. Many educators would differ 

considerably in their choices of "what is useful and 

understandable." Consequently, one seems.obliged ·to con-

clude that there is no really clear plan for choosing 

subject matter in Rousseau's treatise, and that any one 

group that attempted to follow him would become c-onfused. 

In summary, it seems not too much to say that, 

unless a one-sided and scarcely fair interpretation is 

given to Rousseau's Emile (construing it to be sheer 

negative e_ducation) , there is to be found in his proposal 

a teaching program in __ which criteria for choice of subject 

matter are inherent, and acted upon, but not as clearly 

identified as one might wish. Be_sides being present, 

criteria for choice of subject matter also seem to be 

functioning importantly in Emile. The goal (knowing how 

to live) is to be reached by following nature. In follow-

ing nature, only certain experiences are to be given 

children so that (l) they will have an adequate "store-

house of knowledge" by which to conduct themselves through 

life, and (2) they will not make mistakes because of getting 



information prematurely. In choosing which experiences 

are to be had and when they shall occur, 1 t seems that 

criteria for choice·must be applied. In this one 

curriculum proposal, then, we can say that criteria for 

selection of subject. matter are present and are function-. 

ing importantly. Thus far out basic assumption·seema 

valid. 

c. Criteria in Bobbitt's Program 

The second educational plan to be examined is that 

of Franklin Bobbitt. The question to be considered is, "Are 

criteria for choice of subject matter present and function-

ing importantly in his. proposal? 11 For answer we turn first 

to his book, How to Make a Curriculum,1 which presents the --- --- --
plan ot approach used in a program ot curriculum improvement 

in Los Angeles. 

suggests: 

To the would-be curriculum-maker Bobbitt 

It is helpful to begin with the simple 
assumption, to be accepted literally, 
that education is to prepare men and 
women for the activities of every kind 
which make up, or which ought to make 
up, well-rounded adult lite; that it 
has no other purpose; that eveeything 
should be done with a view to this 
purpose; and that nothing should be 

1 Franklin Bobbitt, How to Make a Curriculum, Boston: 
Houghton Mifflin Company, 1924-7 



included which does not serve this 
purpose ••• When we know what men and 
woman ought to do along the many lines 
and levels of human experience, then 
we shall have before us the things for 
which they should be trained. The 
first task is to discover the aoITvities 
which oughtto make _!!E, thellves of 

women; and along with these,, the 
abilities and personal qualities necessary-
for proper performance. These are the 
educational objectives.l 

The plan to be employed is activity-
analysis. The first step2 is to 
analyze the broad range of human 
experience into major fields ••• the 
second step is to take them, one after 
the other, and analyze them into their 
more specific activities •••• The 
activities once discovered, one can then 
see the objectives of education. These 
latter are the abilities to perform in 
proper ways the aotivities.3 

Essentially, this appears to be the same proposal that 

Bobbitt made in his earlier book,~ Ourrioulum.4 There 

he seemed to say, "Find out what men and women are doing 

or ought to be doing, analyze these activities into specific 

l Ibid., pp. 7-8. Underscoring not in original. 

2 This appears to be, in reality, Bobbitt's second step, 
and his stated ''second" no doubt 1s his· third. From the 
previous quotation (underscored portion) we gather that 
only selected phases of human experience are to be 
analyzed. If so, one must determine desirable experience 
before taking the so-called "first" step of analyzing it. 

3 ~., pp. 8-10. Underscored work originally in italics. 

4 ..,,,.. ________ , The Curriculum, Boston: Houghton Mifflin 
Company, 1918. 
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'abilities, attitudes, habits, appreciations, and forms of 

knowledge that men need11 then arrange as the curriculum a 

•series of' things which children and youth must do and 

experience.• 2 Educators-should know the total range of 

specifics that one should possess and then aim at those 

.• not specifically attained as a result of the general un-

directed experience•,3 and those to be found in the best 

kind or quality of human affairs."4 In 1924, Bobbitt added 

further modifications to the·list of what is to be taught: 

This can be seen in the following quotations: 

1. 

2 

3 

4 

5 
6 

Certain attitudes, characteristics, and 
abilities cannot be made the objectives 
of public education because the community 
is too much divided.5 · 

Certain abilities are preclµded by 
·practical conditions. The ability to 
swim, for example, cannot be an objective 
where the sghools lack swimming 
facilities. 

Some ot the abilities that will be set 
down in the general comprehensive list 

Ibid-., p. 42. 

Loe. cit. -- Italicized in the original. 

Ibid., - p. 4_4. 

Ibid·., - p. 4a. 

Bobbitt, How to Make a Curriculum, ---.- p. 36. 
Loo.cit. --



must be or a type which are possible and 
practicable for only a part of the 
population. Whether we like the matter 
or not, we ·must recognize the plain fact 
that individuals differ in their natural 
capacities .1 

.38. 

The heart or Bobbitt 1 s message, then, seems to be: Prepare 

men and women for adult life by finding activities which 

men perform, or those which they should perform, training 

for those. Emphasize -in the schools what is not learned 

elsewhere,. what the community is willing to have, and what 

physical facilities and children's abilities will permit. 

What, then, is Bobbitt's basis for selection of 

subject matter? It seems to be Whatever specific abilities2 

men need in order to do what they are doing or should be 

doing, modified to some extent by expediency. For some 

educators, this seemed to mean simple (though extensive or 

prolonged) and v.ery objective observation of the actual 

activities of mankind, basically adult. To find what should 

be taught in spelling,_ Ayres analyzed two thousand simple 

business and personal letters because he took them to be 

1 Ibid. , · p. 41. 
2 After Bobbitt characterizes the objectives as "abilities, 

attitudes, habits, appreciations, and forms of knowledge 
that men need'~ (The Curriculum, p. 42), he seems to 
adopt the one terin"abil1ties 11 to include them all. 
It is in this sense that "abilities" is used from here 
on, in referring to Bobbitt 1.s writing. 
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what the ordinary person writes.l In determining what 

language and grammar should be taught, numerous studies 

were made or errors committed both in oral and written 

work. 2 Wilson made a study "to determine the arithmetic 

actually used by adults in their social and business 

relationships, nJ so that decision could be made as to 

what arithmetic should enter the curriculum. From 

Bobbitt's own statements, these observations and analyses4 

would seem appropriate,·especially in light or the follow-

ing: 

The central theory is si,mple. Human life, 
however varied, consists in the performance 
ot specific activities ••• However nwnerous 
and diverse they may be for any social 
class, they oan be discovered. 
requires only that one gg_ out into the 
world of arrairian'adisoov'e'r the -
part13iii'ars .2f wh'Icii these affairs £.2,!!-
sist. -. 

1 L. P. Ayres, !h!_ Spelling Vocabularies .Q! Personal and 
Business Letters, Division of Education, Russell Sage 
Foundation, Pampl;llet No. E 126, 1913. Cited by Bobbit?t 
in The Ourriculwn, p. 47. 

2 Summarized in w. w. Charters, Curriculum Construction, 
New York: The Macmillan Company, 1923, pp. 194-211. 
Cited by·Bobbitt in~ !2 ~!. Curriculum, p. 9. 

3 G. M. Wilson, ,! Survey -2.! the Soc·ial and Business Usage 
of Arithmetic, New York: Teachers College, Columbia 
University, 1919. · 

4 Analyses in the sense of finding by inference the specific 
"abilities, attitudes, habits, appreciations, and forms of 
knowledge that men need." Bobbitt, !h!, Curriculum, p. 42. 

5 ~. ill• Underscoring not in original. 



It is questionable whether all persons would 

care to accept at face value Bobbitt's assertion that 

discovery of activities is a simple matter. This writer 

would not, and she believes that she would have company 

in her refusal. The world or affairs commonly includes 

such activities as petty thievery, malicious gossip, and 

cut..;throat competition. It would seem contrary.to the 

aims or our society to analyze these activities and to 

train children for them. Furthermore, Bobbitt himself 

does not include such aspects of life in his investigations. 

Simple observation and analysis of social practice, 

therefore, do not seem to be just what he means for his 

method of choosing subject matter. 

For more light on what he does mean, we look 

again at his apparent criterion for choosing subject 

matter, "whatever !!! doing .2.!: should be doing. 11 When 

we attempt to apply this criterion we seem immediately to 

fall into a dilemma. When shall the activities which men 

!!2,! perform be considered unworthy of analysis and 

perpetuation so that we must, instead, analyze what.they 

should perform? In regard to this Bobbitt has made the 

comment that: 

Investigators, without pre-suppositions 
as to content of vocational curriculum 
fJor exampli?' set out to discover the 
major occupations of the city, the 
processes to be performed in each, and 



And again: 

the knowledge, habits, and skills 
needed for effective work.l 

He _Lthe curriculum-make~? will start 
out without prejudgment as to the 
specific objectives. All that he needs 
for the work 1s··pencil, notebook, and a 
discerning intelligence.2 

But Bobbitt also· says: 

The objectives of education are not to 
be discovered within just any kind or 
quality of human affairs ••• -Education is 
established upon the presumption that 
human activities exist upon different 
levels or quality or efficiency; that 
performance of low character is not 
good; that it can be eliminated through 
training; and that only the best or at 
least- the best attainable is good enough.3 

Investigators apparently are to work "without presuppositions" 

or "prejudgments" yet the objectives of education are to be 

found only in the "best" kind of human affairs. This 

indicates that throughout their.canvasses investigators 

must decide which of man•s activities are worthy of analysis 

so that they may discover the objectives within them. 

Presumably, if good activities are not found, then those 

l ill£., p. 47. Underscoring not in original. 

2 ~-, p. 48. Underscoring not in original. 

3 Loe. cit. --



which men should be doing·are to be substituted, again 

with decisions made by the investigators. 

Bobbitt does not seem to specify that a particular 

view is necessacy for carry-ing out his program. But when 

decisions s.imilar to these just described are called for, a 

point of view seems necessarily to be involved. Investi-

gators of social practice may be expected, in Bobbitt's plan, 

to work without presuppositions ·or prejudgments as to what 

the objectives of education shall be, but it is difficult 

to see how selection is to be made of the best quality of 

human affairs without predisposition t'oward certain choices 

because of the investigators• own outlook on life. The 

writer can visualize a situation wherein, because of their 

differences in choice of activities to be analyzed, two 

educators would differ widely in carrying out Bobbitt's 

program. 

Curiously enough, Bobbitt found himself in a 

comparable situation toward the close of his career. The 

American Historical Association's Commission on the Social 

Studies made an extensive investigation of the conditions 

and trends of contemporary society.1 Bobbitt looked forward 

to their report, believing that these "experts" would 

l American Historical Association,Commission on the Social 
Studies in the Schools, Conclusions and Recommendations 
of the Commission (Report, pt. 16), New York: Charles 
Scribner's Sons, 1934. 
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furnish suitable direction tor education in the social 

studies. The experts, however, differed in their con-

clusions so that some refused to sign the report~ Further~ 

more, to Bobbitt•s great.dismay, the majority concluded 

that a new type of collectivlstic democracy was emerging. 

Bobbitt burst forth in scathing denunciation of their 

findings,l basing his judgment, apparently, on his own 

sturdy faith that democracy can only mean rugged individu-

alism. As one writer pointed out, "Professor Bobbitt•s 

merited success during an era or economio individualism and 

acquisitive egoism makes him partial to that era."2 Clearly, 

the simpie prescription of investigating social practice 

"without presuppositions" did not work as Bobbitt had 

expected. 

Anyone who wishes to use Bobbitt•s method for 

choice of subject matter should be aware that one's socio-

economic philosophy will necessarily play a large part in 

determining what ia ·to be taught. By the veey act of 

selecting "good" activities to be analyzed, the abilities, 

attitudes, habits,· appreciations, and torms of knowledge 

to be derived from those activities will be slanted in a 

l 

2 

Franklin Bobbitt, 11 Questionable Recommendations of the 
Commission on the Social Studies," School and Society, 
40;201-208, August 18, 1934. -
N. J. Weiss, "Ooncernin~.Professor Bobbitt's Criticism,'' 
School~ Society, 40:446-449, October 6, 1934. 



particular direction, As.Bode has clearly shown, "No 

scientific analysis known to man can determine the 

desirability or the need of anything. 111 What we see as 

a "need" depends uponwhat we happen to want. 

44. 

Another aspect of Bobbitt's curriculum program. 

should be considered at this point. After analysis has 

been made of what men are or should be doing, the abilities 

"needed" for those activities must be ascertained. The 

abilities constitute the objectives of education. It 

would seem important, then, that curriculum workers be told 

how to determine the abilities, i.e., the objectives of 

education. We look into Bobbitt's writings for guides on 

this matter and find: 

The activities once discovered, one can 
!!1!9 the objectives of education:--
These latter are the abilities to perform 
in proper ways the activities. ·The two 
are cognate, but not identical.2 

Perhaps it appeared to Bobbitt that recognition of cognate 

abilities would quite naturally and obviously follow dis-

covery of the activities. But, to this writer, recognition 

of abilities does not seem natural and obvious. Precisely, 

1 Boyd H. Bode, Modern Educational Theories, New York: The 
Macmillan Company, 1927, pp. 80-81. 

2 Bobbitt, How to Make a Curriculum, P• 10. Underscoring 
not in originai.--rFXbilities" originally in italics. 



how does one~ the objectives of education, i.e., the 

abilities related to activities of man? 

45. 

We turn to a sample situation which might throw 

some light on this matter. Let us suppose that an educator 

is aware of the common activity of shopping in self-

service supe·r markets. Involved in the general activity, 

the educator finds such particular tasks as choosing-one 

can of·tood· from several brands, and waiting in line for 

purchases to be checked and paid tor. Having discovered 

these 'specific activities (among numerous others, to be 

sure) he should, then, according to Bobbitt, the 

related abilities to be taught. Undoubtedly, the educator 

would see some related abilities. But the difficulty is, 

he might see more than _one of a kind, some ot which were 

contradictory to each other. For example, he might "see" 

the ability to make good guesses as to the quality of 

canned goods, being grateful for having several brands 

from which to choose, and also "see" the ability to agitate 

for standardized information on can labels. He might "see" 

the ability to wait patiently in line to pay one's bill as 

well as the ability to write to Congress asking for a 

return to small, privately owned stores. To complicate 

matters, if he were working with other educators to 

determine the objectives of education, they might "see" 

still other ab111 ties to be taught·. Since people must 
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f'requently·wait in-line in super markets they could be 

taught to recite poetry, chat with their fellow-suffere~s, 

plan revenge, meditate upon their sins, refashion the 

social order, or just stay in line, more or less ·_devoid of 

menta1·aotivity. Which of' these abilities are "seen" as 

objectives of education would seem to depend upon one's 

outlook upon life. Whatever appears important in carrying 

on life's activities in the way the educatoi- thinks they 

should be carried fil:! will tend to be .interpreted as 

cognate with the activities which have been rrdisoovered. 11 

Once more we seem to find that one 1 s socio-economic 

philosophy will play a large part in determining what is 

taught if Bobbitt's method for selection of subject matter 

is used. Besides influencing the choice of activities to 

analyze, one•s philosophy will af'f'ect the way "cognate 

abilities" are "seen" as objectives of' education. 

Further investigation might be made of Bobbitt's 

proposal to see whether he himself' was fully aware of, .and 

vocal in, what·he believed and how it was in?luencing his 

choice of subject matter. That, however, hardly seems 

necessary here. The question which we raised at the 

beginning of this part-of' Chapter II--Are criteria f'or 

choice.of' subject matter present and functioning 

importantly?--seems to be answered in the affirmative. 

Bobbitt's proposal was found to suggest one criterion--
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whatever specific abilities men need to do what they -are 

doing or should be doing, modified to some extent by 

expediency. To be sure, that which is selected by means 

of this criterion seems considerably influenced by the 

philosophy of those who do the selecting. A more accurate 

statement, ·even though a bit clumsy, might be, "whatever 

specific abilities Jill.! curriculum worker believes men need 

to do what they· are doing or to do what the curriculum 

worker believes they should be doing." 

In Bobbitt's proposal, then, as in Rousseau's, 

more considerations seem to be demanded or the curriculum 

worker than at first meet the eye. Be that as it may, .we 

seem obliged to say that at least~ criterion for choice 

of subject matter is present in Bobbitt's plan. Moreover, 

his criterion seems to function importantly. According to 

him, education is solely "to prepare men and women for the 

activities which make up, or which ought to make up, _well-

rounded adult lire."l To reach this goal, one is obliged 

to use Bobbitt's criterion for choice or subject matter to 

find both what to include and what to exclude in school 

curricula. In the two educational plans used thus far as 

examples, our basic assumption of the existence and 

functioning of criteria for subject-matter selection seems 

to be valid. 

l Bobbitt, gp_. ill•• p. 7. 
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D. Criteria in Morrison's Program 

The third and last curriculum proposal to be 

examined in this chapter is Heney Clinton Morrison's. We 

wish to see whether criteria for choice or subject matter 

are present and functioning importantly in his plan. 

Education, for Morrison, is "adjustment to the 

objective conditions of lif'e."1 It "is not learning what 

to do but becoming the kind of person who know~ what to 

do."2 The race of man through organic evolution has made 

physical adjustments to the universe by a long series'.-of' 

adaptations. In a similar way the individual human being 

makes permanent and unitary- personality adaptations in the 

form of attitudes or acquired abilities.3 But, instead of 

being inherited, personality adaptations are learned and 

thus become the objectives of education.4 

Morrison calls these personality adaptations 

"inward personality accretions" for every one of which 

there is an !'external objective correlate of the learning--

1 

2 

3 

Henry C. Morrison, ~. Practice of Teaching !!! !h,! 
Secondary School, Chicago: The University of Chicago 
Press, Rev. Ed., 1931, p. 37. 

, Basic Principles in Education, Boston: 
~H-ou-g-:h.-t,..o_n_,,,M"""i'""'r=f=l..-i n C ompe.ny, 19 34, p • l O 7. 

Skills are but temporary adjustments in the application 
of new ·attitudes or abilities. 

4 Morrison, The Practice of Teaching !.a the Secondary; 
School, pp. 19-21. 



that is to say, a thing to be ,learned as well as a learn-

ing."1 In his first and probably best-known book on 

teaching theoey he loses no time in defining these "things 

to be learned," 1.e., subject matter • 

••• we may define for our purposes the 
external things-to-be-learned as learn-
ing units, and further define a service-
able learning unit as.! comprehensive~ 
.significant aspect or the environment, of 
.!!! organized science, .2! an _m, ,2!: .2! -
conduct, which being learned, results !,a 
.!!! adaptation!!! personality ••• The term 
environment must not be understood as 
limited to the physical external universe. 
Within our meaning, our own bodies are 
part of the environment. More important, 
the institutions which constitute the 
working fabric of society are environment. 
So is the great body or cultural inheri-
tance found in literature and in the 
products of the fine arts.2 

The term "comprehensive" means that the 
unit must have wide connotations in order 
that it may be an economical feature in 
the program •••• The unit must be not only 
comprehensive but significant, that is, 
it must be important in the field of 
general education Lcontributing something 
to fundamental adjustmentJ3 

When these "comprehensive and significant aspects" 

are "mastered" the necessary- personality changes are 

1 !E!.,g., P• 23. 
2 Ibid., pp. 24-25. Underscored portions italicized in 

original. 

3 ~-, pp. 25-26. 



ipso facto effected. 

••• the subject matter ••• is serviceable 
in generating intelligent and useful 
inclinations and abilities in the pupil.l 

so. 

Morrison's program of education becomes, tirst, a period in 

which the essential tools for learning are acquired and, 
next, a period in which pupils, under the constant guidance 

ot teachers, master ''comprehensive and significant learning 

units" until, as a result, they have "(a) a wide range of 

interests and ••• some dominating interest, and (b) the 

oapac1 ty for self-dependent intellectual lite • 112 All this 

would seem to mean that school is a place where -certain 

subject matter is learned in order to accomplish a 

particular personal adjustment to this world. 

What shall this subject matter be? He says the 

units must be comprehensive, that is, they must explain a 

great deal. They must also be s1gn1ficant--1mportant and 

essential. But, we must ask, how much is a "great deal"? 

And what is "important"? Although he discusses specific 

units in~ Practice g! Teaching !n Secondary School, 

he acknowledges therein that not much has been done 1n the 

way of selecting units. 

1 Ibid., P• 20. 

2 •• p. 34. 



••• there is undoubtedly implied, for 
appraisal of pupil progress as well as 
for teaching, an analysis or the whole 
process or general education into the 
learning units, which are or necessity 
its content. Such an analysis would 
carry us far beyond the scope or this 
volume ••• Nor is such an undertaking 
essential in the present connection, 
for. every school, up to and including 
college, has its own curriculum made 
up of a content which the school con-
ceives to be best fitted to the 
achievement of its purpose. The 
present problem is to effectuate that 
curriculum in the teaching program which 
is employed.l · 

In later writing, characterized as his final "development 

or the argument in instruction and education," Morrison does 

seek "to find a defensible answer to the question, 'What 

then must the content of General Education be? 1112 His 

conclusion seems clear enough. 

••• the curriculum leading to General 
Education of the non-specialized person 
must be constituted of the universal 
institutions which are good in all 
advancing societies.3 

The problem of "enumerating the universal institutions" is to 

be met by finding those that "exist as relationships between 

1 •• pp. 75-76. 
2 Henry c. Morrison, The Curriculum of the Common School, 

Chicago: The University of ChicagoPress, 1940, 
p.- vii. 

3 ~-, p •. 25. 



individuals," that "are in origin in the nature of folkways 

••• about which a great many others have clustered and 

become integrated," that are "still found in all societies 

which we rate .as enlightened," that are universal in the 

sense:that they are found among people whose social-structure 

elements have been judged to be emergent, following a 

trunk line or progress.1 A list or seven additional 

criteria for institutions is given for further _help, 2 but 

all or this theory seems merely to clarify the injunction: 

Teach the universal-institutions or civilization •. 

How Morrison arri~ed at his conclusion to select, 

for subject matter, universal institutions, should have 

bearing upon our problem. I.t may be recalled that Bobbitt 

stated early in his book _that there are some goals of which-

we are certain--"the ability to read, to write, to spell, to 

compute, to use language grammatically, and to perform the 

specific tasks of one•s vocation."3 Then he went on to find 

what other goals were to be planned for. P~rhaps Morrison 

had this in mind when he declared: 

In the many years during which thought 
has been maturing, I have tried to 
impose upon myself the obligation of 

1 ~., PP• 25-27. 
2 Ibid., PP• 27-~9 • 

. 
3 Bobbitt, !12.!: !,g_ M!!.! .! Curriculum, p. 4. 



refusing hospitality to any pre-
sumptions whatever, or to be 
influenced by any sort of tradition. 
So much so that I have gladly gone 
ori as if the final result might be 
to prove that ·an entirely new kind 
or CurriculUID is essential or that 
the General Education of the masses 
is an 1mpossibility.l 

Just prior to this statement-he had reasoned: 

••• we recognize at once that the 
individual human is inescapably social 
in his educational status at any period 
ot his development, as contrasted with 
his equally asocial nature at birth. 
The problem then becomes at the outset 
one or finding a workable definition ot 
Society and its elementary struoture.2 

It Civilization is the art of community 
existence and or conquest of the 
environment, and if the universal insti-
tutions are the fabric or the art, then 
it follows that the curriculum leading to 
General Education or the non-specialized 
person must be constituted of.the universal 
institutions which are good in all 
advancing societies. The problem of the 
Curriculum of the Common School is 
reduced then to the enumeration or the 
universal 1natitut1ons.3 

S3. 

Instead of starting with accepted goals or subject matt$r, 

Morrison apparently asked himself, "How is the educated 

1 Morr1son,·The Curriculum of the Common School, P• viii. - ------- - - --- ---
2 ill,g,., p. vii. 

3 ~., p. 2s. 
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person different from the non-educated? 11 and, rinding the 

answer ,.-inescapably social, 11 he next asked, "What is 

Society?" When he found Society to be made of institutions 

by a process of ·evolutionary development he seemed to 

conclude that.education should promote understanding of 

institutions by which Society progressed. In this way 

Morrison seemed to satisfy himself that without prior 

assumptions he had arrived at a way by which selection of 

justifiable content for the Common School could be made: 

Look ~t Society as it is now and has been in the past to 

determine the universal institutions which are good in all 

advancing societies. 

It is interesting to note that with this pro-

cedure subject matter is little different from what it 

always has been. 

-•• the pathway to the determination of 
the curriculum of general education is 
fairly clear. It is not difficult to 
identify the major social learnings which 
have producedcivilization andwhich are 
therefore best calculated to be good 
instruments for the development of the 
civilized individual, the citizen. They 
are not very- different from what we long 
have taught but have often taught in a 
mistaken sense.l 

Meantime, we can go forward with 
considerable confidence that the 

1 Henry c. Morrison, School and Commonwealth, Chicago: The 
University of Chicago Press';-1937, p~ 76. 



fundamental content:. of the curriculum., 
as it has come down to us, is essentially 
sound.l 

If anyone were content with the way civilization has 

developed in the past, these statements of Morrison might 

seem reassuring. But, for those of us who are at least 

somewhat dissatisfied with the pace and general direction 

of social evolution, Morrison.would seem to bring slight 

comfort. In regard to effecting improvements, he says: 

If he £a. chil§ eventually becomes 
civilized he does so by learning what 
the older generation teaches him. In 
his maturity h!,.may add something to 
civilization which he can teach his 
children in turn. Thus civilization 
is reproduced, or goes backward, or 
collapses in proportion to the efl"ective-
ness of the school.2 

Disquieting thoughts _,ire provoked by those assertions. To 

what extent ~an mankind trust children, rooted and grounded 

solely in present and_ past institutions, to add enough to 

civilization to preserve it from salt-destruction? Shall 

nothing be given curricular consideration that would seem 

to provide deliberately for improvement of life? It is 

difficult to turn aside from issues as vital as these, but 

they take us beyond the scope of this chapter. 

l Ibid., P• 111. 

2 Ibid., p_. 116. Underscoring not in original. 
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Although one may question the way Morrison 

derives his criterion for selection or subject matter or 

even reject the criterion which he uses, it would seem 

difficult•to deny that his program employs a criterion, 

namely/ whatever will bring to children the civilization 

of the present--"as we know it"--so that the slow but 

inevitable evolution of civilization can take place. One 

who tried to follow Morrison's plan would assuredly be 

obliged to use this criterion in selecting what to teach. 

E. Summan: 

or the three programs which have been examined 

in this chapter, that of Morrison seems to be the most 

clear about criteria for choice of subject matter. Not 

only does he endeavor to present his criterion, but he also 

tries to show how he derived it. In Rousseau's plan it 

seems that criteria, which might not be expected in a 
' proposal commonly known as "negative education", do exist, 

aibeit inconspicuously. In Bobbitt 1 s plan, criteria seem 

also to be present, although more obscure than might be 

anticipated in an otherwise simple and direct presentation 

or theory. Although varying in clarity with regard to 

criteria, each plan appears to possess some basis or bases 

for selection. Persons who would try to follow these plans 

would doubtless find it necessary to employ the respective 

criteria or would, at least, use them unknowingly. 
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It may be that, with much wider sampling, some 

educational plans would be uncovered in which no criteria 

for selection of subject matter are to be found. That 

seems a bit unlikely, however, when in the foregoing 

examination or diverse and representative programs at least 
' ' 

one criterion seems to be evident in each. Our sampling or 
educat:i.onal plans seems to uphold the validity of.the 

assumption that criteria for choice of subject matter are 

present and function importantly in most, if not all, 

curricula. It seems reasonable, then, to proceed with the 

basic inquiry into criteria employed in certain representa-

tive new-type curricula, for the purpose of evaluating (in , 

one aspect) such curricula in terms of their appropriateness 

for democratic education. 



Chapter III 

CRITERIA SUGGESTED BY HOLLIS L. CASWELL IN 
CURRICULUM DEVELOPMENT 

58. 

In making inquiey into certain representative, 

new-type curriculum.programs it seems appropriate that we 

examine the work or one whose name is particularly 

respected in the field of ourrioulurn--Hollis L. Caswell. 

He has done extensive writing both independently and with 

other educators. Since 1929 he has been called upon by at 

least six states and eight cities to assist in developing 

curricula. In Caswell 1 s work at George Peabody College for 

Teachers and at Teachers College, Columbia University, he 

has been associated with hundreds or teachers and laymen 

interested in curriculum problems. Active membership in 

professional organizations has extended the range of his 

influence.l 

The curriculum developed by CaBwell and Campbell 

in Virginia was one of the earliest proposals to ab~ndon 

subject-matter boundaries.- The theory which lay back of 

this program and much material from the program itself are 

presented in their well-known and influential text, 

1 Supporting data for the foregoing statements about 
Caswell are to be found in Jaques Cattell and E. E. Ross, 
Leaders in Education, Lancaster, Pa.: The Science Press, 
Third Edition, 1948, p. 179. 



Curriculum Development •1 In it they devote an entire 

chapter to the selection of subject matter,2 a practice 

which is relatively uncommon among curriculum writers. 

We turn to this chapter to ask the questions of major 

importance to us, "By what criteria shall subject matter 

be chosen? Are they of such nature as to be appropriate 

for democratic education?" 

59. 

Caswell and Campbell assert at the very outset 

that treatment of subject matter in instructional organi-

zation 1s perhaps the most disputed issue in eduoational 

theory, yet a currioulumworker "must make choices with the 

full realization that whatever his position there will be 

those who hold that his decision is wrong."3 Assuming this 

to be the oase, we shall welcome from the authors a clear 

statement as to how they -would have us justify choices. 

Specifically, we shall want some test or tests by which to 

know whether to include or to omit any particular bit of 

subject matter in or from a curriculum. Furthermore, we 

shall want to be assured that, in doing so, we are providing 

an educational program which is in that respect essentially 

democratic. 

1 Hollis L. Caswell and Doak s. Campbell, Curriculum 
Development, New York: American Book Company, 1935. 

2 Ibid., Chapter X. 

3 ~-, p. 248. 
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According to Caswell and Campbell, subject 

matter is "the facts, generalizations, information, or 

objects an individual uses in activities to promote a 

purpose which he is endeavoring to realize."1 · The whole 

body of race experience cannot possibly be learned by one 

person. It is merely potential subject matter, available 

for use by individuals if needed. 

From all existent subject matter, curriculum 

workers are to select potential subject matter for pupils.2 

Obviously, thi!5 will require use of criteria for selection. 

Then the situations which children experience will determine 

finally what subject matter is acquired. As the authors 

express it: 

••• what does or does not become the 
actual subject matter of the pupils is 
determined by specific learning 
situations. Teachers cannot make pupils 
master certain subject matter. They 
can only guide them in situations that 
require subject matter and help them to 
select and use subject matter wisely.3 

If just any situations are to be permitted to occur, there 

would seem to be little point in curriculum workers select-

ing potential subject matter. 

1 Ibid., p. 250. 

2 ~-, p. 254. 

The writers surely have in 

• 
3 !!?.!g., pp. 286, 288. See also p. 254. 



61. 

mind that only those situations are to take place which 

call for subject matter already designated. This strongly 

suggests that criteria, in addition to those used by 

curriculum workers, are to function. To put it another way, 

whoever decides which situations are either brought about 

or allowed· to deve_lop will be obliged to use some bases 

for each decision. As already indicated, teaohers are the 

persons in position to control the situations which oome 

to pass, hence they, along with curriculum workers, will be 

using ori tena. 

The question might well be raised, "Do ohildren, 

according to Caswell, have anything to do with subject 

matter selection?" By the time that curriculum workers 

choose potential subject mattel" and teachers choose 

situations to draw upo_n that subject matter and help 

children use it wisely, there would seem to be little 

overt choosing left to do. But if children take part in 

seleot1on,l they too will be employing criteria which we 

shall want not to overlook. 

It appears, then, that we oan expect to find in 

Caswell and Campbell's program criteria for use 1n at least 

l In a sense, childl"en always do some selecting, 
oonsctously or unconsciously. Native intelligence, 
physical and emotional condition, maturation, and 
previous expel"ienoes play a large part in determining what 
1s actually learned by any one person. Our concern, here, 
is tor criteria in Caswell'& plan other than personal 
limitations or learners. 
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two successive selections of subject matter--the first by 

curriculum workers, the next by teachers. Possibly there 

will even be criteria for a third selection--by children. 

In our search for criteria for choice of subject 

matter, we shall concern ourselves first with those to be 

used by curriculum ·workers. Just prior to listing suoh 

criteria Caswell and Campbell mention that 

The control that should be exerted on 
the selection of content by the aims of 
education and by the scope of the 
curriculum has already been considered 
in Chapters VI and VII. Whatever the• 
specific basis or bases for selecting 
potential subject matter, their use 
should be consistent with the procedures 
accepted for defining aims and scope in 
so far as these procedures relate to 
content.I 

Because we wish to overlook no ~ossible answer to our 

question--What criteria are to be employed?--we search in 

Chapters VI and VII to see what the procedures are for 

defining aims and scope of education and how we can be con-

sistent. with them. 

There we see that, in order to define aims, we 

are directed to "study the democratic ideal and to discover 

in so far as possible 1 ts many implications," then indicate 

"the generalized controls of conduct which, if widely 

developed by the individual members of the social group, 

1 ~-, pp. 254-255. 
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will lead progressively to greater realization and 

effective interpretation of the ideals stated in the first 

step."1 In defining scope, the procedure is to include: 

a. Provision for consecutive, cumulative 
movement of children through curricula. 

b. Freedom to organize instruction arourid 
purposeful experiences ot children ot 
varying capacities and abilities. 

c. Orientation of the individual to the 
aspects ot social life in which he 
must participate. 

d. Provision of a core around which 
materials from the various subjects 
inay be organized.2 

To be consistent with the procedures accepted for defining 

aims and scope, it appears that we are to choose potential 

subject matter of such nature as will permit development 

or the desired generalized controls of conduct with 

regular, oonsecutive·movement of experience in the desired 

direction. Here we seem to have round the first controls 

over choice of content which are indicated in Caswell and 

Campbell's program--the democratic ideal, its implications 

tor behavior, and the above four provisions. It is to be 

noted, in passing, that the democratic ideal and its 

implications are also to control a teacher's selection of 

1 Ibid., pp. 124-126. 
2 Ibid., pp. 184-187. (Not strictly quoted.) 



activities ·which call tor potential subject matter. 

next: 

Keeping these requirements in mind, we read 

There are four principal bases upon which 
the selection or potential subject matter 
may be made: (1) significance to an 
organized field or knowledge; (2) signifi-
cance to an understanding of contemporary 
life; (3) adult use; and (4) child . 
interest and use.l The first two of these 
bases rest largely on tradition and , .. / 
judgment. 6fhat have subject matter, 
specialists believed important to an under-
standing of their subject? What do 
curriculum workers believe important to an 
understanding of oontemporal'y- life.!7 The 
last two may be determined by scientific 
procedures. /Jihat facts and skills do 
adults use? What are children•a 
interests.!72 

All of these bases for selection will probably be recognized 

as having been well established ten years· or more be°fore 

l In Caswe11•s explanation of item 4, "child interest and 
use," he refers to "children• s interest or use" and also 
speaks of "the materials children use with interest" 
{p. 265). The writer assumes tha_t Oaswell includes, 
as his fourth criterion, any indication of deep-seated 
child-preferences which are expressed verbally or in 
action. (See also PP• 209-211.) 

2 rug., p. 255. It is to be hoped that those whq try to 
read Caswell and Campbell's program and read this list 
(or a parallel one on page 275) will notice the 
reference to Chapters VI and VII, and find therein 
implications of other criteria. In this writer•s 
opinion, it is regrettable that Oaswell 1 s lists sound 
all-inclusive when they are not, and that not all the 
controls, such as we are engaged in finding, are 
summarized in any one plaoe. 



Caswell and Campbell's book was written.1 The authors 

acknowledge and, to some extent, define the weaknesses 

of these bases, suggesting that "Although inadequate, when 

taken separately, they provide a valuable check when all 

are employed."2 

Accepting this claim at face value for the 

moment, we move on in our search to consider criteria ror 

teachers• selection of activities which will draw upon 

potential subject matter, chosen as suggested above. 

Already we have noted certain controls on teachers 1 
·, 

selection arising out or the definition or alms or education, 

namely, the democratic ideal and its implications for 

behavior.3 In the entire chapter,_ 11 Selection of Subject 

Matter," Caswell and Campbell have only th.is to say about 

teachers• criteria: 

1 

••• the first and primacy point of 
orientation is the end to be achieved 
or!!!.! purpose of the learner. Subject 
matter is selected first of all [_in 
organizing instructio.!!,1' from this point 
of reference. A second EOint of 
orientation is the logical relationship 
that exist.a between the facts, 1nf'orma-
tion, principles, and tormµlas used; 
and those used previously.4 

Ibid., pp. 255-272. See also 
Part I, pp.· 39-41; 6_8-80. 

the Twenty-Sixth Yearbook, 

2 n!g.'. p. 274. 
3 See pp. 63-64 of this study. 
4 .• p •. 286. Underscoring not in original. 



Considerably farther on in the book they declare:· 

The importance [f.n organizing instructio,!V 
ot making purposes and needs of the 
learner the primacr point of orientation 
in selec~ing activities and subject 
matter has been emphasized in foregoing 
chapters.l 

We cannot but note the discrepancies in terms as used in 

the two quotations. No significant difference seems to be 

intended. Both statements are.used in connection with the 

same kind of teaching program.2 We m~st assume that tha term 

"needs" refers to eventual need for logically org·anized 

subject matter to use in realizing one 1s future purposes. 

As for npurposes, 11 the authors seem in every case to mean 

worthy ones only and to mean also that-teachers guide pupils 

to formulate such purposes on the basis of pupil interests.3 

:tn choosing subject matter, then, f.rom among that pre-

selected by curriculUD1 workers, teachers are to be guided 

by the democratic ideal, its implications for behavior, and 

purposes and needs of learners. 

Our search tor criteria employed in choosing 

content cannot be considered complete until we know whether 

l llli•, P• 381. Underscoring not in original. 

2 See pp. 285-286; 384. This instance of rather carefree 
use of terms might be.cited as just one ot the hurdles 
to be confronted by any would-be student of modern 
curriculum programs. 

3 See PP• 209, 211. 



children have any part in the .selection1 and, if so, by 

what criteria their choices are to be made. Lacking a 
. . 

direct statement concerning children's choices, we turn 

to theory- regarding instructional organization for whatever 

implications might be manifest. 

Caswell and Campbell's suggested teaching program 

is to have two phases. In one phase, teachers are to 

create situations based upon the dominating purposes ot 

children. 2 The purposes must be considered worthwhile by 

the children. (If they are not so considered, the teacher 

must gradually change the children in order to make. such 

purposes seem worthwhile.>3 The purposes must also be 

compatible with the aims of' eduoation--showing promise of' 

developing socially desirable conduot.4 Teachers help 

pupils-formulate worthy purposes,5 estimate the value of 

each activity which is proposed and either enoourage or 

discourage its use,6 then see that pupils perform the 

activities so as to realize educationally desiraQle outcomes•7 

1 Beyond the "selection" by the learner's personal limita-
tions. Seep. 61 of this study. 

2 ~-, p. 384. 
3 Ibid., - pp. 384-385; 202-204. 
4 lli,E;., p. 385; PP• 124-126. 
5 Ibid., p. 365. 
6 Loe. ill• 
7 &2£. ~-
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Subject matter to be used in carrying out the children's 

purposes can come from any field at all. "Teachers, of 

course, guide development so that the most worthwhile 

subject mattei- is used~"l 

It is apparent that, in the first phase of the 

program, both the purposes of children and the .way in 

which-they will be carried out are to be strictly limited. 

If children have physiological drives, passing fancies, or 

even deliberate, conscious aims, none may be legitimately 

developed into a learning situation unless it first be 

considered "w~rthy" by the teacher. 

Although ch1ldren•s decisions as to which 

purposes to follow may· be drastioally curtailed, this 

writer does not consider them to be completely ruled out. 

In view of the countless activities taking place in school, 

there would seem.to be, for all the restrictions, some 

slight-opportunity for genuine ohoice·by children. This 

could occur when several of the children's own purposes 

calling for similar subject matter happen to coincide with 

their teacher's views as to what is worthy. In planting 

a garden in certain locations, for example, it would seem 

to be immaterial whether children planted beans or 

potatoes; pumpkins or corn, lettuce or radishes, although 

in each alternative some differences or subject matter 



would be involved. There is the possibility, then, that 

children1 s choices function to some very small extent. 

The criterion by whioh choice oan be made appears to be 

children•s personal interest in one among several 

activities which teachers approve, 

In the other phase or.teaching, situations are 

to be "developed from the need for organization and mastery 

for effective use of specific habits or knowledge as a 

means of realizing dominating purposes and of carrying on 

routine life ao:tivities. 111 Teachers select for direct 

instruction subject matter ~hich will develop abilities 

(a) which can be used ·now in meaningful experiences in or 

out of school, (b) which can be mastered economically at 

his present level of development, and (o) which cannot be 

mastered unless there is special emphasis.2 Children are 

to be made conscious of relationships among principles, 

generalizations, facts, and specific habits in subject 

fields. The extent to which this is done is to be adjusted 

by teachers aocording to the capacity, needs, and maturity 

of learners,3 Clearly, children have little or no voice4 

1 ~., P• 384. 
2 Ibid., pp •. 390-393. 
3 ill!!·, p. 393. 
4 Other than personal limitations. Seep. 61 or this study, 



in decisions involving subject matter in the direot teach-

ing phases of the instructional program. 

In the study which we have been making. thus tar 

in this chapter, we seem to have found a series of controls 

over subject matter seleotion. These controls operate 

successively to narrow the total ·rield or available subject 

matter until that which 1s actually to be learned has been 

dete~ned.· The controls include: 

1. 
2. 

3. 

: a. 
9 •. 

10. 
11. 
12. 

l.3. 

The democratio ideal 
The generalized controls of conduct which 
lead to realization and interpretation of 
democratic ideals 
Oonsecutive, cumulative movement through 
the curriculum 
Teachers• estimates of children's 
capacities and abilities 
Aspects of social life in which children 
must participate 
Core organization to guarantee integration 
of subjeot matter 
Significance to an organized field of 
knowledge 
Significance to.an understanding ot 
contemporary life 
Adult use 
Child interest and/or use 
Pupil purposes developed f'rom interests • 
Pupil needs for logically organized subject 
matter 
Children's interest in one among several 
activities approved by teachers. 

This is an impressive list. Let us consider 

whether it is such as will ensul:'e a democratic educational 
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program. Simply because controls are present would seem 

to be insufficient reason for calling a procedure undemo-

cratic. Most thoughtful persons would quickly concede 

that the immature oannot safely have complete freedom even 

in a democracy. But whether the controls on selection of 

subject matter as listed are appropriate in democratic 

education 18 another matter. 

First among Caswell and Campbell's controls 1s 

"thEt democratic ideal." When curriculum workers must 

select potential subje·ct matter and again when teachers 

choose activities to draw upon potential subject matter, 

they presumably must do so in accordance with this ideal. 

In order to use it as a criterion, i.e., as a test fo.r 

including or excluding a single bit of subject matter, we 

would need to know what the democratic ideal ia taken to 

be. Tuming to the authors• discussion of it and checking 

their every referenee, we are somewhat disturbed to find 

in their text no clear definition whatsoever.l Typical 

statements seem to be: 

••• a democracy, by its very nature, 
tends to have neither a clear, fixed 
statement of its ideals, nor a planned 
course of action to achieve its 

1 It is a little disconcerting, too, to read "the demo-
cratic.ideal" in some passages and "democratic ideals" 
in others. But, with general vagueness in the use of 
each term, there seems to be little reason for not con-
sidering them approximately synonymous. 



purposes. Instead. it has a relatively 
vague concept of so~ial ideals stated 
in general terms, such as equality, 
liberty, and justice, and a continuously 
evolving program of aotion.l 

The schools cannot sit by and wait 
for other agencies to discover and 
define democratic ideals in usable 
terms. but.must undertake this task 
in co-operation with other social 
1nsti~utions.2 

He ffiurrioulum worke1:7 must understand 
how changing conditions and deepening 
insight necessitate new interpretations 
of the ideal. When he oo:mmenoes to 
understand these things he is ready to 
undertake the task or defining suitable 
aims tor education in a democraoy.3 

12. 

We can only gather from these declarations that groups are, 

by consensus, to decide for themselves what democratic 

ideals ought to be. Then schools are to use their con-

clusions, regardless of possible limitations, as a basis 

tor choosing subject matter. Continuous reinterpretation 

or democratic ideals thus decided upon is to take place. 

But at any point or time !Q.!!! ideals must be employed, it 

one is following Caswell. and Campbell's program. There 

seem$ to be no manifest guarantee that either authoritarian 

or laissez-faire views will not predominate in the consensus 

1 ~., P• 29. 
2 Loe. cit. --



by whioh particular ideals are chosen. Subject matter 

selected on the basis of suoh ideals could be slanted 

toward authoritarian or laissez-faire social practices 

and, in either case, would scarcely be appropriate tor 

democratic education. 

73. 

Although no definition of the democratic ideal 

is given by Caswell and Campbell, one at least is implied 

in off-hand tashion--"the demooratic ideal of respect for 

1nd.1 vidual rights. ttl But how this concept is to operate 

in subject matter selection we are not given to understand. 

When conflicting "rights'' of individuals cannot both be 

given "respect," what th~n? Shall we teach children to 

respect the rights of migrants to enter California without 

limit even though they swamp both housing and educational 

facilities? Or to respect the right of California 

residents to set up barriers at their borders at any time 

they wish? Shall we respeet youth's right to knowledge 

and make available ~he teachings of the Planned Parenthood 

Association, ·or Shall we respect the right of certain youth 

to accept censorship impose~ by their church and thereby 

deny the knowledge to all in public-school classrooms? The 

expression, respect for individual rights, does not seem an 

effectual basis tor making clear-cut ohoioes of subject 

matter. 

1 ~-, p. 126. 
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Another definition is intimated in Curriculum 

Development but it,.too, seems not to be clarified in such 

a way that one might sort out worthwhile subject matter 

from what is available. We are merely informed that 

In a democracy the intelligent partic-
ipation of all members 1n the solution 
of problems is required. This means 
that ind! vi duals must have · command or 
the means of solving problems rather 
than or ready-made solutions.l 

Caswell and Campbell do not then indicate what they conceive 

to be "intelligent participation" or "means or solving 

problems," so we can scarcely know how to use this proposal 

for subject matter selection. 

To make the charge that a man or Caswell 1 s stature 

defines democratic ideals so loosely that they cannot be or 

use is not something to be done lightly. But to substantiate 

this charge fu~ly just now would take us tar afield. To 

avoid this, the writer can only say that lengthy investi-

gation or Oaswell's position, as found not only here but 

in all or his books, brought her to this conclusion: 

Democracy. according !g_ Caswell,!!.!. social order directed 

l?z .th,! ideal 2! respect for 1nd1 v1dual personal! t,:. 

possibly other ideals, .!!1!! continuously being reconstructed 

!?.I ]h! intelligent Earticipation .Q! .!:!! members, whatever 

l lli,9;., p • 125. 
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that may .2!• The interrelationships Qf.. ideals and their 

respective functions in !h!, social order!£! !!Q]_ !!!!£! clear 

~- :!!, !:.!:!. !ill that study .2f the democratic 

tradition and or existing social conditions J!!ll bring 

understanding. 

It may be all well and good for us as ourrioulum-

makers or as· teachers to be admonished to use our own 

democratic ideals to decide whether to include or ban a 

fact, habit, generalization, or other aspect of subject 

matter 1n our curriculum. If we study tradition and exist-

ing social conditions and perchance arrive. at truly democratic 

ideals, then we can try to make our selection ot subject 

matter consistent with them. But, if we fail to formulate 

truly democratic ideals (and, as far as Oaswell 1 s program 

is concerned, is there any proteotion from doing so?), then 

it would be or little avail, ror a democratic teaching 

program, to make our _selection consistent with whatever 

ideals they turned out to be.- If the democratic ideal, in 

all its looseness of definition as Caswell treats it, 

cannot be used conclusively as a test in differentiating 

desirable from undesirable subject matter, then it oannot 

in fairness be called a criterion for selection or s~bject 

matter. We must look further in his list for a criterion 

which will so function. 

Second in the list is "the generalized controls 

of conduct which if widely developed by individual members 
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of the group will lead to greater realization and effeotlve 

interpretation of demooratio ideals." Without knowledge of 

v1hat the demooratic ideals are, it would seem a bit puzzling 

to know which controls would serve ·to realize and interpret 

them. Our curiosity as to how Caswell and Campbell would 

thus have us manage to work sends us to their explanation of 

"the nature of these gene11 alized controls of eonduot. "1 

We are assured tha.t "certain general types of 

conduct" in which men "conform to certain standards" and 

"observe certain relationships" are commonly recognized. 

The existence of differences of opinion about these 

standards and relationships is acknowledged but simply 

brushed aside. Any general characteristics, generally 

agreed upon as desirable, seem to qualify for the authors' 

use in deoiding upon subject matter. To locate the 

characteristics, someone (presumably-a curriculum worker· 

or workers) uses "the reflective process" aided by "con-

trolled observation" or the activities which people engage 

in, and by "consensus of opinion" of "competent persons" , 

who are "asked to indicate types of conduct deemed necessary 

and contributory to the realization of the demooratio ideal 

of life. n2 

1 Ibid., PP• 125-127. 

2 !!2£. ill• 
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This "explanation" seems only to confuse us the 

more •. General characteristics of human behavior, only 

generally agreed upon., are suggested for use in determining 

content. If we agreed to develop considerateness (and the 

authors suggest this as one control or conduct useful in 

realizing the democratic ideal or respect for individual 

rights), would it lead us to teach the advantages or area 

flood-control (in consideration or our neighbors) or to 

teach legal means to hold possession of our land (in 

consideration of our family's sentimental attachments to 

it)? No amount of imagination serves to reveal to a reader 

how genel'alized controls of conduct can even vaguely point 

the way, let alone serve as a precise directive for choosing 

subject matter. In both cases, the apparent criteria 

related to procedures for defining aims of education aro 

not f'ound to be oriteria at all, in a functional. sense. 

The next suggested criteria on our list are 

related to procedures for defining scope. Provision is 

fil'st to be made for consecutive, cumulative movement of 
• children through curricula.1 Chance incidents are not to 

dictate the general movement of pupil activities and thus 

determine subject matter. General areas (of cul.ture, we 

presume--we are not told) must be indicated through which 

the growth of children "may advisedly" proceed," may- "most 
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prof! tably be guided," or which will "probably yield richest 

experiences."l We look in vain, however, for aid in 

deciding which areas to select so that there will·be desired 

movement. There 1s but slim comfort in being told that 

"the consecutive, cumulative movement required by this 

criterion will be .round through study ot the growth or 
children." 2 To the writer,. that seems like a . tremendous .• 

field to wander in--onewhich, in light of the present 

state ot research, offers altogether too many conflicting 

views to be utilized in the manner suggested. It seems 

that again we are counselled to.do something, but are given 

no tools with -which to .do it, no real bases tor making 

choices, and no suggestion as to what the choices are likely 

to be. 

In defining scope, "freedom should be allowed for 

the teacher to. organ! ze instruction: around purposeful. 

experiences of children of varying capacities and abilities. 11 3 

This critettion requires that whatever is ohos.en by curriculum 

workers be broad enough to allow leeway in a teacher's 

choice. Very plainly this concerns quantity, not essence, 

of subject matter selection. It does us little good to be 

told to choose an ample amount of something when we are.not 

l Ibid.,· P• 185. 
2 ~. ill• 
3 Loe • .£!!• 



enlightened on what the something is., nor what may be 

considered ample. 

79. 

Third. in the procedures recommended tor defining 

scope is orientation of the individual to aspects of social 

life in which he must partioipate.1 It we were advised, 

in connection with this procedure, what kind of or1en~at1on · 

would be desirable or by what means a curriculum worker or 

teacher should detel'Dline the ideas which would contribute to 

this orientation, our problem in choosing subject matter 

would be at least partly solved. But no such advice is 

given. As elsewhere, we are left in a state of indecision 

with an injunot1o·n to give consideration to something, by 

what means we know not and with what results we have no 

notion. 

The fourth and final procedure said to be ~elated 

to defining the soope ot education is provision or a c.ore 

organization to guarantee integration or subject matter. 2 

Although the educational program is to be developed so that 

facts and prinoiples from all fields may be related in a 

child's thinking, the authors do not say that only those 

tacts and principles are to be selected which can be related, 

nor do they describe any desired relationship which shall 

determine subject matter. In the absence of their commitment 

1 .!J2!g., p • 186. 

2 !2.!!!., p. 187. 
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to any other view, this writer takes Caswell and Campbell 

to mean that provision or core organization has little, if 

anything, to do with selection ot subject matter; it merely 

concerns what happens to subject matter after it is chosen. 

As in the procedures for defining aims or eduoation, so has 

it been in the procedures tor defining soope--no evidence 

or a genuine criterion for choice of subject matter has 

been located. We may fare better 11' we peruse Caswell and 

Oampbell•s•twice-given list of "bases upon which the 

selection of potential subject matter may be made."1 

It will be recalled that the authors explained to 

us that their "rour principal bases" f'o:r selection of 

potential content are "inadequate when taken separately" 

but "provide a valuable check when all are employed. tt2 For 

this reason it is thought best to consider them together. 

According to the first basis, a particular item or material 

1s to be included in a curriculum when it 1s important to 

an organized field of knowledge. We know from long 

experience numerous tacts and generalizations which are 

traditionally acclaimed as "important." ihich shall be 

taught? If the decision 1s turned over to a subject 

specialist, what test of importance does he apply? Since 

none is given, we must assume that he makes his choice in 

l See PP• 255, 275. 
2 Ibid., P• 274. 
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any way he pleases, following whim, intent, or chance. 

"Importance to a subject field,'* as a criterion, does not 

seem to amount to anything. Nor does the bas~s, "signifi-

cance to an understanding ot contemporary- life." What is 

significant in someone's estimation falls short in another•s, 

unless more distinctive qualifications are first set up and 

agreed upon. These seem to be lacking in the program as 

described. The third basis for choice is to be adult use. 

The authors themselves show that, after applying this 

criterion, one may be committed to decidedly undes-irable 

facts and skills which, though actually in present use, must 

undergo selective elimination (by some criterion not 

specified. )l 

Lastly; there are "children's interests and use" 

proposed as criterion for selection of content. It is 

clearly pointed out that children under vaeying conditions 

can become interested in or will use widely different 

content. 2 Furthermore, interests are to be developed into 

"worthy" purposes3 and apparently will be ignored or 

suppressed if they cannot be used to develop purposes in 

the "right" direction. It interests of children can be 

shifted so easily, how can they be considered dependable as 

l ~• £.!].. 

2 ~-; p. 211. 

3 Ibid., p. 272. -
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a basis for choosing subject matter? They may be taken 

into account during the process of choice, but they are 

most certainly not to be taken as criteria by which subject 

.matter enters or stays out of an educational program. 

Upon examination, each of the "tour principal 

bases" for selection has been found to amount to essentially 

no basis, no decisive test, at all. It is hard to believe 

that, even by taking them all together, they would be anJ 

more conclusive. The authors designate them as "a valuable 

check." Some other persons may find them so, but this 

writer cannot, inasmuch as they seem to permit about as 

much personal bias as one cares to inject. 

Two controls on subject matter selection are 

proposed for use by teachers in organizing instruction. 

The first is given as the purposes of children. This is 

not to say that any and all subject matter which can be 

used to fulfill oh11dren1 s purposes is to be accepted and, 

conversely, that any and all which has no relation to their 

purposes is to be neglected. If'this were so, children's 

purposes would truly serve as the criterion. But not all 

purposes are to be utilized. Only those which require 

behavior compatible with the aims of education are deemed 

worthy.1 A more literal statement ot the criterion might be: 

l ~., pp. 200-206. Five other criteria for judging the 
quality of purpose are given, but the one cited is listed 
first. 
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whatever teachers believe children-should be purposing in 

line with-aims·ot educatlon. Therefore, aims of eduoation 

seem to have prior bearing on subject-matter selection. 

And what are the aims of education? The7 are to 

be derived from the democratic ideal (or ideals) and, as we 

have round already, they can mean about anything we wish 

them to mean. We find ou"I'selves in the same indefinite 

situation as before, with no criteria for choice because 

almost any choice can be considered acceptable under the 

terms specified. 

At risk of belaboring the point we might call 

attention to the claim, "Socially desirable traits will be 

developed if pupil purposes are compatible with the aims or 

education."1 Without a clean-cut {and clean-cutting) 

definition or democracy and of the aims of education 

therein implied, the distinguishing features of socially 

desirable traits can but remain unknown. Agreement upon 

these traits is far from being reached in a country where 

suave hostility can be directed by hotel clerks toward 

even eminent Negroes, where a gambling spirit.considered 

demoralizing by lawmakers can be openly cultivated by a 

major church, and where undisputed moral courage on the part 

of pacifists can lead to disfranchisement. Nor can teachers 

agree what traits are to be considered_socially desirable 

l lbid., p. 201. 



in any particular curriculum program until its proponents 

commit themselves to one definition of democracy and to 

one statement o·f the aims of education in that democracy. 

If any given trait, or nearly so, can be developed by 
. / 

arousing ·pupil purpose to that end, then there woul~,,seem 

to be almost free rein in subject-matter selection. 

Another basis for teachers• choice of content 

is "pupil needs· for logically organized subject matter." 

Teachers are primarily to-promote purposeful experiences, 

which probably will cut across subject-matte?' lines. But 

they are gradually to establish ttelationships within and 

between subject fields in the minds of children, as soon 

as the children seem able to comprehend. 1 "Essential 

knowledge and specific habits must be mastered and organized 

fott most effective use in new situations. 11 2 Here Caswell 

·and Oampbe11•s·program most nearly touches traditional 

practice. It would seem a simple matter for teachers to 

embrace familia·r modes of teaching, with the customary-

selection of content, unless differences in the two types 

of program were elucidated. What ,·does a teacher do when 

she chooses content on the basis or "needs for logically 

organized subject matter"? 

1 ~-, p. 28,5. 

2 •• p. 390. 



.85. 

Selection of subject matter or, as Caswell says, 

abilities1 to be given direct emphasis because they are 

"needed" is to be accompl1shed'by S:ppl1oation of three 

criteria: 

a. The child uses.or can use the ability 
now in meaningful school or out-of-school 
experiences •••• 

b. The ability can be mastered economically 
by the child at his present level ot 
_development •••• 

c. The ability cannot be mastered adequately 
without special emphasis not possible in 
ordinary use.2 

No list of abilities which children should possess at the 

conclusion of their formal schooling has been attempted by 

the authors. To the best of' this writer's knowledge, there 

is not common agreement among educators as to what oonsti-

tute "essentials." Even if' data from "extended analyses" 

and "numerous experimental studies" were employed, as 

Caswell suggests,3 conflicting results which abound in 
I 

these studies would require teachers to choose from among 

them. It 1s common belief that, when knowledge is 

possessed in systematized form, gaps will be recognizable. 

l Abilities as used here involve remembrance of tacts and 
performance of skills, i.e., knowledge and habits. 

2 ~•• pp. 390-392. Originally in italics. 

3 ~., p. 390. 
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But such is the complexity or present-day knowledge that 

only specialists have any grasp of the total organization 

ni thin one field, to say nothing or comprehension ot 

relationships among ·rields. How, then, is a teacher to 

decide whiah gaps in learning should be filled by the 

school and which should be left for out-of-school or adult 

experience? If a teacher should consciontiously apply the 

e.bove criteria, and these alone, to selection of knowledge 

to be mastered, would her results include recognition or 
military aircraft, location of all cities or any importance, 

and the multiplication table ot twelves? If they were 

chosen, and such is within range of possibility, what 

would be omitted? Time does not permit the teaching of all 

useful knowledge which children are able to learn. Yet, 

even when we utilize the given criteria, there does not 

seem to be any one decisive raotor in them which would 

commend or disapprove, for mastery, particular knowledge 

or even particular habits. 

Under this program a teacher is not only obliged 

to decide (without a true criterion) which subject matter 

is to be mastered; she must also decide when children can 

do so economically. The authors indicate that opportunity 

to establish relationships within and between subject 

fields increases as learners approach maturity.l But, with 

l Loe. cit. --



di:f'ferenees among children, "constant adjustment 1s needed 

to the capacity, needs, and maturity of the learner."l 

Again, major decisions are being called for but bases tor 

those decisions are wanting. Teachers who are experienced 

in textbook teaching and to close following of a prescribed 
. , 

course or study· would no doubt turn to the familiar' for 

their answers. Beginning teachers, knowing even a little 

of the dangers of slavery- to a text, might nobly follow 

their own "hunches" and be fully as authoritarian as any 

textbook writer. When we are enjoined to study children 

and organize knowledge, then to decide for ourselves what 

their "needs" are and set about to teach them, we have no 

small assignment. When such a task can be entered upon in 

good taith and carried out with unconscious personal bias, 

the teaching program from which ,it comes 1s scarcely 

appropriate for democracy. 

Only one control over subject-matter selection 

remains tor consideration. By analyzing Caswell and 

Oam.pbell 1 s theory about teaching programs, we found that, 

under certain c1rcum,stances, subject matter may be selected 

by childr~n. The criterion seems to be, ohildren1 s personal 

interest in one of several activities which teachers approve. 

Without question, this is a f'u.nctional criterion, the first 

ot 1 ts k.ind in all thirteen which we have examined. Within 
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specified limits, children can simply indicate their 

preferences. By this action indisputable choice is to be 

made. 1 

If our analysis be valid, Caswell and Campbell's 

proposal has one feature whioli with certain qual11'1oat1on$, 

might be acceptable tor democratic education: Ohildren 

should make some of their own decisions. But will they be 
- . 

required to do so, and in a manner so as to promote 

education in democratic practices? Nowhere are.provisions 

or this kind laid down. It is the belief of this writer 

that there is oonsiderabie likelihood of some teachers 

overruling class preferences despite the fact that other 

criteria might be met. Let us suppose that, when interest 

in the purpose to make a garden is being aroused, a class 

prefers to make a miniature golf course. (Much of the 

same subject matter--measurement, plant growth, computation 

of expenditures, assuming responsibility in a group, and 

so on•-could be learned in either activity.) Sinoe there 

is no stipulation that children's wishes are to be granted, 

it is easy to conceive of teachers immediately vetoing a 

miniature golf' course on the grounds of "foolishness." 

When children's choices are possible but not obligatory, a 

teacher can use amiable persuasion (or otherwise) to set 

l No provision, however, is made for re!olving conflicting 
desires among a class. 
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aside the choice it he so wills •. Consequently, the program 

ai this point may be democratic but is not necessarily so. 

In this chapter we have been asking two questions 

oonc&rning curriculum pttograms or·the kindOaswell and 

Campbell would have us develop--"By what criteria shall subject 

matter be chosen? Atte they of such nature as to be appropri-

ate for democratic education?" It has been noted that 

Caswell and Campbell first 11st four criteria as bases tor 

seleotion of subject matte?'. In addition, they tell us to 

be consistent with certain procedures whioh indicate six 

othel' controls. 'l'wo more are mentioned inc onnection with 

the teaching program, and one oan be ini'ettred. This makes 

thirteen in all. 

Each of these thirteen controls over subject matter 

has been examined to determine its usefulness as a test by 

which to know whether to include or exclude any particular 

bit of subject matter in or from the cu~riculwn. We have 

tound that twelve controls are not critett!a in any 

functional sense. Teachers are admonished to take ce?'tain 

measures in choosing subject matter, but it is not made 

olear how they are to do so or what may be expected as 

results. Merely to·study in groups and arrive at oonoonsus 

does not guarantee that democratic procedures will be used 

in the selection. With no decisive factor in the suggested 

controls, almost any choice of subjeot matter may be con-

sidered aoceptable. This gives a decidedly laissez-faire flavo?' 



to.the whole procedure. The thirteenth criterion is 

functional. It is, however,. applicable to decisions only 

within strict limits; 1t· is not considered important enough 

by the authors to rate direct mention (we had to inter it 

from tho teaohing program)J and it may be used or not, 

dependent on whether teachers happen to notice that 

ohildren•s choices are permissible. Because ot the incon-

clusiveness of all the criteria in the program which we 

have examined, we can only hopo that those who decide to 

follow it will botb desire and know how to bo democratic. 

When a suggested pr~gram may in practice mean 

anything or everything, it comes to mean nothing at all. 

\Ve must conclude that, insofar ~s criteria for selection 

ot content are conoemed, Caswell and Campbell's program 

is not necessarily appropriate for democratic education. 

It their•s can be taken to be representative or new-type 

currioulum programs, then serious question should be raised 

as to the wisdom of adopting such proposals when our avowed 

purpose is to promote democracy. 

In light ot our conclusion, it would seem 

important to know whether Caswell has, through the years, 

m.a.intained his position on criteria for selection of subject 

ms.tter •. Ohapte~ IV will be devoted to an investigation· of 

his books written since Curriculum Development was 

published. 



Chapter IV 

CRITERIA SUGGESTED BY CASWELL IN 
DEMOCRACY THE CURRICULUM 

91. 

Since 1935 when Caswell and Campbell's Curriculum 

Development was published, a book bearing Oaswell 1 s name and 

dealing in some measure with curriculum has been issued 

approximately every four years.1 Caswell was the sole 

author of one book and shared responsibility for three 

others. Each work was undoubtedly intended for use in pro-

moting democratic education. 2 To determine whether Oaswell 1 s 

criteria for subject matter selection have continued to be 

essentially the same as those in Curriculum Development, his 

books will be examined, and in chronological order.3 

l Harold Rugg, Editor, Democracy~ the Curriculum:~ !4!! ~Program~ the American School, Third.Yearbook 
of the John Dewey Society, New York: D. Appleton Century 
Company, 1939. Hollis L. Caswell, Education.!!! 1h! §!!-
mentary School, New York: The American Book Company, 1942. 
Hollis L. Caswell, Editor, !h!. American High School: ll.!!, 
Responsibilitz !!!!!! Opportunity, Eighth Yearbook or the 
John Dewey Society, New York: Harper and Brothers, 1946. 
Hollis L. Caswell and Associates, Curriculum Improvement 
in Public School Systems, New York: Bureau of Publi-
cations, Teachers College, Columbia University, 1950. 

2 See: Rugg, .212.• cit., pp. v (Rugg), 413-414 (Caswell). 
Caswell, Education.!!!~ Elementary School, pp. 

57, 161. 
___ , American High School, pp. 50, 67. 
___ ...,., Curriculum Improvement.!!! Public School 

Szstems, PP• 20, 38. 
3 Caswell has also contributed numerous articles to pro-

fessional journals. This writer has read a number of his 
articles which give promise of bearing upon criteria tor 
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In the first, Democracz !ill! !h!_ Curriculum, 

Caswell wrote two chapters. One was entitled "The Design 

of the Curriculum,." the other, "Administrative Considerations 

,in Curriculum Development." In neither chapter, nor else-

where in the book, are criteria for choice of subject matter 

listed. But Caswell did present (for the Third Yearbook 

Connnittee aa well as f'or himself) "several major re-

commendations which ••• should be operative in the evolution 

of a more satisfactory- curriculum deBign, one through which 

the function of education in American democracy may find 

expression."l It is in these recommendations that we sh9uld 

find implications or criteria for choice of content. 

The recommendations, stated briefly but in the 

author's own words tor the most part, are: 

A. Engage in "a continuous process of curriculum 
planning," not "specific prescription of 
subject matter" nor "day-by-day opportunistic 
improvising,". so that the "ourrioulum emerges 
as an evolving whole, so guided that 
experiences lead forward most naturally and 
effectively into later stages of development. 11 

0 A tentative program oi' attack would be 
agreed upon by group action of all workers 
who influence the curriculum." 
''Individual teachers would work with 
reference to group agreements." 

selection of subject matter. She has found no signifi-
cant difference in, nor add1 tion t o, his point of 111 aw as 
expressed in books. Furthet'Dlore, it is believed by the 
writer that, if changes have occurred in his ideas con-
cerning subject matter selection, they will be sufficiently 
reflected in his books .for us to discern them. 

l Rugg, .9.2.. cit., pp. 413-414. (Caswell.) 



B. II ••• take into account the stage of' 
growth of each individual involved." 
"... provide optimum adjustment to ••• 
varying factors at the various stages 
of physical development." 
11 ••• be influenced by the ever-changing 
character of child interests and purposes." 

C. Be concerned "that every child has a 
rounded [de.ilz? program of living." 

Take into acaount "reoreation, health, 
creative activities, home adjustment, 
and the like," "quite as much as problem 
solving and work situations in the class-
room." 

D. Provide directly "for democratic organi-
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zation and direction of the school community." 
Give "the opera'l:;ion of the sohool 
community •• : a significant part of school 
time." 
Give students "the dominant place in 
carrying forward these activities. 11 

Extend "the areas or democratic control 
in a school com~unity far beyond discipli-
nary and similar problems." 11Student 
ooncern and responsibility should reach 
such matters as the maintenance and 
operation of the eohool plant itself, the 
operation of cafeterias, school services 
to the comm.unity, and the like. It is 
assumed,· of. course, that students should 
take an increasing responsibility for 
sharing the instructional program as well." 

E. Provide "direct e~phasis on understanding of 
the problems of contemporary living." 

Make "this 'Phase of the curriculum ••• 
basic for all students." 
"From the kindergarten through the junior 
college a portion of the student's 
eXperiences should be planned with partic-
ular reference to broadening his under-
standing and deepening his insights in 
areas of immediate social concern." 
" ••• give wide opportunity for oooperati ve 
group action." 
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Make the work "broad in scope and varied 
in possibilities" to fit children of all 
t7pes of abili t7._ Stress "those problems 
and issues which have been of persistent 
and long-time importance," ~ncluding some 
from each of the "major areas of living." 

F. "Provide creative and recreational 
opportunities." Make "the 1extra-currieulum1 
• • • a part or the life and program of the 
whole school." Give ;uidanoe "in intelligent 
choice of activities. Develop the program 
"with attention to the possibilities in the 
community. 11 _i1ake available special guidance 
"for those who display skills and interests.'' 

G. "Provide for work interests." 
Give emphasis to "the general problems ot 
work and the place of work in the life of 
our people." 
"••• provide a variety or activities 
which permit the individual to discover 
special interests and aptitudes ••• " Give 
guidance in discovering permanent work 
interests. Provide ndefinite training for 
given occupations or professions." 

H. Give 11direct training for the mastery of 
complex abilities and techniques." 

"The ability or technique" must be able to 
"be used in meeting situations which are 
meaningful or purpose!'ul for him." (pupil) 
Relationships among abilities and techniques 
should be recognized and understood. If 
injecting them into a situation would be an 
intrusion upon an on-going project they 
should be learned in separate sessions as 
individuals show need.l 

"In conclusion, what the curriculum design is or 
is not depends in the final analysis upon the 
understanding of teachers ••• Ourriculum design 
in operation depends upon what·teachers understand 
to be the purposes ot the school, the nature of 

l Ibid., PP• 414-432. 



edueati.on and learning, and the restrictions 
£ridministrative and supervisorz?' under which, 
they work."l 

In each of the recommendations there seem· to be 

directives for subject-matter selection. From the conclusion 

we gather that another factor influences what is learned--the 

understanding of teachers. When we list all the factors to 

influence teachers in selection of subject matter which we 

can derive from Caswell's recommendations tor curriculum 

design, we have: 

l. 

2. 

5. 
6. 
1. 
8. 

Ourrioulum an emerging whole with 
experiences leading into later stages 
of development 
Children's physical development and ever-
changing interests 
Balance in each child's total (daily) 
program 
Democratic organization and direction 
of the school community (tor experience 
in democratic procedures) 
Understanding of persistent and long-
important problems of contemporary- living 
Creative and recreational opportunities 
Work interests and training 
Mastery of complex abilities and techniques, 
and relationships among them 
Understanding of teachers 

The toregoing list is not identical with the one 

Which we formulated from a study or Caswell and Campbell's 

Curriculum Development. Some similarities, however, may be 



discerned if we rearrange what we have just found and place 

the two lists side by side: 

Factors to Influence Teachers 
in Selection of Subject 
Matter as Found in 
Curriculum Development, 
1935. 
1. The democratic ideal 

2. The generalized controls 
of conduct which lead to 
realization and interpre-
tation of democratic 
!dee.ls 

3. Consecutive movement 
through the curriculum 

4. Teachers' estimates of 
children's capacities and 
abilities 

S. Aspects of social life 
in which children must 
participate 

6. Core organization to 
guarantee integration or subject matter 

7. Significance to an under-
standing of an organized 
field of knowledge 

8. Significance to an under-
standing of contemporary 
life 

9. Adult use 

Factors to Influence Teachers 
in Selection of Subject 
Matter as Found in 
Democracy.!!,!!!~ Curriculum, 
1939. 
• • • • • • • • • • • • • • • 

4. Democratic organization 
and direction or the school 
community (for direct 
experience in democratic 
procedures) 

1. Curriculum. an emerging 
whole with experiences 
leading into later stages 
of development 

2a. Children• s physical 
development 

7. Neod for guidance in dis-
covering work interests 
and training for life work 

6. Creative and recreational 
opportun1 ties 

5. Understanding of persistent 
and long-important problems 
of contemporary- living. 
(Basic for all students 
from kindergarten through 
junior college·, 1.e., the 
core) 

. i. . . . . . . . . . . . . . 
5. See above. 

• • • • • • • • • • • • • • 



10. Child interest and use 

11. Pupil purposes developed 
from interests 

12. Pupil needs fo·r logically 
organized subject matter 

13. Ohildren•s interest in 
one among several 
activities approved by 
teachers 

•• • • • • • • • • • • • • • • 

• • • • • • • • • • • • • • • 
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2b. Children's ever-changing 
interests and purposes 

2b. See above. 

8. Mastery of complex 
abilities and techniques, 
and relationships among 
them according to indi-
vidual needs 

(Children's choices may be 
possible but there is very 
little reason to believe 
that they are expected~ 

J. Balance in each child's 
(daily) total program ot 
living 

9. The understanding of 
teachers 

Certain differences between the lists are at once 

noticeable. "The democratic ideal" is not included in the 

second list, for it does not appear in the recommendations 

tor evolution of curriaulum design. The entire design, how-

ever, 1s -to be appropriate for education in American 

demooracy.l The concept or democracy which is held by 

curriculum designers is doubtless to influence subject-

matter selection. 

"Significance to an understanding of an organized 

field of knowledge" and "Adult use" are both missing from 

the later list. Does their omission mean that children are 

1 See Chapter I and pp. 406., 41.3-414 of Democracy and !h!, 
Curriculum. 



no longer to master knowledge, i.e., subject matter in 

logical order, or to master facts and skills in common use 

by adults? Ii' that were the case,ihen a real change in 

curriculum would be indicated.l But Caswell does not seem 

to mean just that. According to his eighth recommendation, 

complex abilities and techniques and relationships among 

them are to be mastered. Not having evidence to the contrar~, 

we presume that mastery oi' abilities entails the acquisition 

of knowledge.2 

Seeing relationships among abilities (which involve 

knowledge) and techniques surely means acquiring an under-

standing or organized subject matter. So organized subject 

matter involving both.facts and skills is to be leamed, if 

1 As we have seen (p. 84 of this study) Caswell and Campbell 
say that experiences are to cut across subject-matter 
lines at first. As learners approach maturity they are 
increasingly to master and organize in their.thinking 
essential knowledge and specific habits. To drop all 
organized subject matter from this program would make a 
great difference. 

2 In his earlier book Caswell uses "abilities" to include 
both "knowledge," i.e., tacts, generalizations, and 
principles, a.nd "habits, 0 i.e., skills and techniques. 
(See Curriculum Development, pp. 390-393.) In Democracy 
and the Curriculum extensive search was made for- Caswell.' s 
definition or abilities and techniques, but to no avail. 
The terms are so used as to appear sometimes the same 1~ 
meaning, sometimes different. · (See pp. 430-432.) The sple 
example given of a complex ability was in reference to. 
golf. (p. 432) This might lead one to think or an ability 
as something involving onl7 physical performance. Yet 
"abilities and techniques, particularly those which relate 
to language and number" are mentioned. (p. 430) This writer 
concludes that inasmuch as Caswell uses both terms--
abilities and techniques--and frequently uses them together, 



we have read aright. Whatever Caswell's reasons may have 

been for leaving out the two criteria in question, use of 

the eigb.th recommendation in his later list will lead to the 

same result• so the omission is of little consequence. 

"Balance in each child's (daily) total program 

ot living" is mentioned only in the second 11st. There is 

no apparent recognition by the author that this is an 

addition to his earlier list of controls. It may be that 

this recommendation stemmed from the. mental-hygiene movement 

which was well under way when the Third Yearbook was published. 

Whatever its source or reason tor being added, it seems to 
'·• 

tit well ~nto the total pattern but not to effect any great 

change in Caswell's ideas. 

"The understanding or teachers" appears in the 

second list but not in the first. In his earlier book 

Ca.swell had advocated that teachers participate in cut'riculum 

development to insure their knowledge of and interest in new 

currioulurn materials. (Curriculum Development,. p. 470) 

Four years later he concludes his recommendation for 

curriculum design by saying. "In conolusion, what the 

eurr!oulwn design is or is not depends in the final analysis 

upon the understanding of teachers." (p. 432) This seems 

more a recognition of fact than a suggestion of a new ba.sis 

that he is stressing that knowledge ·(in common use by 
adults) as well as skills be taught,. and that his views 
in the two books are substantially the same. 
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for subject-matter selection--something to take into account 

but not to use as a. criterion. 

It there is any significant, over-all difference 

in the two.lists ot controls over subject matter, it would 

seem to be that the second is more specific. Instead of 

indicating to us that we should have a core organization, 

it stipulates that persistent ~nd long-important problems 

are to be; the core. Rathai- than leaving it to· us to 

determine .aspects of life in which children must participate, 

it specifies that attention be given to two aspeots--work 

interests, and.icreati ve and recreational opportunities. In 

place or suggesting that we develop generalized controls or 
conduct fit for democracy, it urges that we give direct 

experience in democratic operation or the school community. 

In our comparison ot Caawell 1s two lists or controls 

over subject matter, we might summarize by saying that both 

lists are. extensive, they are not identical but very 

similar, and the second one seems more speoitic. 

The controls over subject-matter selection in 

Curriculum Development were found to be most inconclusive, 

so much so that the present writer con~iders them to be 

not necessarily appropriate for a program of democratic 

education. Inasmuch as Caswell 1 s criteria in Democracx ,!!!g 

!h! Curriculum seem more specif'ic,·we are led to ask, "Is it 

possible that criteria implicit in Democracy !:.!!,g !h!· 
Curriculum are truly critel'ia in a functional sense,'·and 
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are appropriate for a democratic program? Can the1 serve 

as a test for knowing whether to include or to exclude any 

particular unit of subject matter?" We shall examine these 

controls, following the same procedure as was used in 

Chapter III, but in somewhat briefer fashion. 

l. Cu~riculum an eme~ging whole with experiences 
leading into later stages of development 

All workers who influence the curriculum are to 

agree upon a pl'ogram or attack, then individual workers are 

to function with reference to group agreements. B1 planning 

this way the curriculum ia to become "an emerging whole." 

But Caswell does not seem to·indicate how the original 

agreement 1s to be worked out •. Whose judgment, for 

instance, shall have more weight in a final decision? And 

by what test shall all suggestions be evaluated? A group 

could conceivably agree upon a curriculum fit tor an 

autocracy or a dictatorship just as easily as for a democracy. 

Or the group could reach no agreement at all. with a 

resultant deadlock in planning. Before this criterio~ oan 

be utilized to select subject matter for a democratic pro-

gram of education, it would seem necessary to indicate how 

agreement is to be reached in planning and what kind or 
"emerging whole" is to be planned. In other words, some-

thing more than "wholeness" or'step-by-step development of 

experiences must be sought by teachers if the curriculum is 

to be distinctively democratic. The experiences should be 
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developing in a particular direction and by a particular 

means. 

2. Ohildren•s physical development and ever-
changing interests and purposes' 

Available knowledge about stages or physical 

growth in children is not yet so dependable, nor detailed, 

as to give any but general guidance to teachers in their 

selection of subject matter. When in any group of children 

there can exist a wide range of maturation levels.and when 

grow.th within individuals tends to be uneven and relatively 

unpredictable, it would seem a perplexing task to use 

uncertain data to make certain choices. As for interests 

and purposes, Caswell himself says that the known differences 

.at various age levels should "suggest desirable general 

phases or curriculum content."1 But speoific content yet 

remains to be chosen and teachers need criteria with which 

to do it, unless within some broad limits they are to choose 

entirely as theyplaase. Moreover, considerable change of 

children's interests can be effected by merely changing 

their material, intellectual, and/or emotional environments. 

Though we may take what we know about physical development 

and interests into account, we can scarcely use them as 

bases for selecting particular subject matter. 

l Rugg, Editor, Democracy and~ Curriculum, P•· 417. 



3. Balance in each child's total (daily) 
program of living 

103. 

When Caswell recommends.that we take into account 

various types or worthwhile aot1vities1 but does not indicate 

how balance is to be achieved nor what might be considered 

desired balance, we again race an impasse. How do we attain 

balance, tor instance, in a teen-ager•s activities which 

include reading classics, becotning introduced to a foreign_ 

language, making scenery for~ class play, practicing a 

musical instrument, attaining proficiency in mathematics, 

attending Teen-Town and Scout meetings, mowing the lawn, 

drying dishes, and having teeth straightened, to say nothing 

or serving a paper route, baby sitting, practicing football, 

attending church, dating, and watching television? In 

average communities, opportunities for "cultivation ot 

individual interests" are legion. Which shall we choose to 

promote? For which other customary school aot1vit1es shall 

these. be a substitute? We are told only to see that every-

child has a rounded program or living. We must look further 

for a functional criterion for choice of subject matter. 

Democratic organization and direction of the 
school community (for direct experience in 
democratic procedures) 

In building and maintaining a democratically 

operated school community, teachers must decide which experiences 



out ot all posslble onaa should be utilized. There may be 

a point of d1m1n1sh1ng ~eturn, beyond which children will 
be Rractio1ng democracy but not learning enough more about 

1 t to justify the expand! ture or time. ,then 1a tha.t point 

reached? A teacher needs to know hov, many expei-1ences or 
one kind shall be permitted. Moreover, certain democratic 

processes are extremely time consuming. Shall lobbying an~ 

t1llbueter1ng, tor example, be learned by direct experience 

to the exclusion ot some _other subject matter? In answer 

to these questions, teachel's a-re merely told that "the 

operation of the school oo.mmun1ty must be given a· significant 

part or school t1me."1 And that 1s easily seen to be no 

anawett at all since what is ''eignlt1cant" would vary accord-

ing to personal or group outlook. 

Teachers must also know·what 1s to happen in the 
experiences ot operating a school community. It is said 

that "students must actually be given the dominant place in 

carrying f'orward tbeae act1v1ttea,"2 It is also declared 

that "the areas or democratic control must be extended tar 

beyond dtaoiplina17 and similatt problems."3 Here teachers 

would aeem to be in a precarious position. What are teachers 

to do when students in tho1r immaturity arrive at decisions 

2 Loo. c!t. --
3 Loe. cit. --
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which taxpaye~a a1mply will not tolerate? And, 1£ demo• 

cratic corttrol by students reaches the operation or school 

cafeterias, as Caswell suggests, to what extent shall 

teachers perm.it students to ff!Ske decisions concerning wages 
ot workers? The subject matter which students learn 1n 

these experiences woUld seem to bingo directly upon the 

interpretation which teachers give to a democratic ach.ool 

commun1 t1. Oaswoll does not· aeem to mean that 1m,ed1ate 

and tull control can be given to students, but he does aver 

that "the success of a echool·oan be measured to no small 

degNe by g~owth in interpretation and utilization or damo-

orat1c p~oceaoes in its governmcnt."l ~bat that "util1-

zat1on" 1a to be, teachers appattently must decide for tbem-

selves. Perhaps, it we knew Oaswell's detin1t1on of 

democracy, it would clarity the matter somewhat. 

Oaawell pl"esents no explicit definition ot 
demooracy in his chapters in Democracz .!!!,g_ !!!!. Curriculum. 

Several othe~ contributors, howevel', did make statements with 

wh1ch Oaswell undoubtedly ooncurred.2 In them, one particular 

ideal, variously expr-essed_ is designated aa bas1c.3 

Democracy aoems to be taken as a social ordex- in which there 

1s concern tor the maximum development or the individual, 

l Loe. cit. --
2 12!!•• P• xi. 
3 Ibid., pp. vi_. 80 (flugg); PP• 188, 190 (Counts); p. 254 

-n;:-:rhoma.s Bop'kins). 
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i.e., respect for personality. One author (Rugg) does place 

in position of parallel importance the concept of free play 

of intelligence in determining social polieies.l But, since 

neither "respect fo:tt personality" noi- "free pla'1 of 

intelligence" are defined in such a way as to show what they 

would mean for action in a school community, it would be 

impossible for a teacher to select experiences on the basis 

or this oonoeption of democracy. 

To know the nature or democratic experiences 

possible and desirable in democratic organization and 

direction or a school oommuni ty would be to have a clue to. 

content, for children would be obliged to learn whatever is 

involved in the experiences which are provided. But, since 

Caswell does not make clear the nature of democratic 

experiences, the subject matter to be learned in them 

remains a matter of conjecture. Caswell 1 s suggested control 

over subject-matter selection does not, therefore, deserve 

to be called a "criterion. 11 

S. Understanding or persistent and long-important 
problems of contemporacy living, including some 
from each area of living 

Hera is an ostensibly specific control over subject 

matter. To use it teachers must know ans,v1,rs to two questions. 

The. f'irst 1s, "Are there a:n:y particular problems which must be 

l .!l?..!,g., Pc. vi. 
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dealt with or ms..yany problem& be·used, so long as they 

meet the above re,quirements?" No problems are specified. 

Caswell gives numerous ones aa illustrations,l says that 

. it 1s "impossible· to include 1n a school program all the 

imp_ortant problems and issues of today, "2 and suggests (in 

an example) that some be dealt with "at the time when they 

are of dir&ct concern to the student. 11 .3 Choosing problems 

which are persistent and long-important, then, should not be 

difficult. To be sure, one could even justify the selection 

of a conspicuously new problem such as control or atom bombs 

by saying that it is one aspect of the persistent problem 

of war.4 With a little roundabout reasoning ot this sort; 

almost any social problem could meet Oaswell's requirements 

for he does not define "persistent 11 nor "long-important." 

With plenty of time (kindergarten through junior college) 

many problems could be studied, and, since no specific on&a 

are required, a teacher could safely choose some. 

The second question 1s, "In what way or ways are 

students to •understand' the problems?" Superficial reading 

of Caswell's recommendations for a basic social program.5 

1 I!?.!!!•• PP• 420, 421, 423. 
2 !!?il•• P• 423. 
3 •• p. 425. 
4 Attention would have to be given to historic as well as 

immediate aspects if "new" problems were chosen. (See 
P• 423.) 

$ ~., PP• 420-425. 
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leads one to hls. only direct commant about understanding--

each student should have developed within him the degree ot 
understanding and insight of which ·he is capable. Does 

saying only this seem·to·mean that broadening of _under-

standing and deepening or insight may proceed in any 

direction to which the study of problems happens to lead? 

In other words, when persistent and long-important problems 

a:r-e examined will students learn (within their own range of 
ability) whatever of race experience 1a found to be pertinent 

to the solution of these problems? In no place does the 

a:u.thoi-· state that this is his 1nten·t. Nor does he describe 

when study of a problem may reasonably be terminated so that 

limits of subject matter can be known. 

If the "understanding" is not dependent upon the 

outcome ot study, on what does it depend? For each child 

to be permitted to arrive at any understanding he pleases 

would be anarchy. Is the understanding ot social problems, 

then, to be in the minds ot teachers? Careful rereading 

brings us only a littl& light on.Oaswell 1 s thinking at this 

point. He explains that, instead of getting a background 

tor understanding contemporaey life by studying cultures 

developmentally, problems should be given attention and race 

experience should be employed in relationship to p~oblems.l 

Later on in school experience 11:1.t may be expected that 
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important abstractions basic to understanding of contemporary-

life may!:?!, further illuminated through study of the evolution 

of cultures. 111 It basic abstractions are to be further 

illuminated, it must be expected that ·some light is to be 

shed upon them when problems are first considered. Vaguely 

we get the idea that teachers are to promote some particular 

understanding ot current problems through the teaching or 

basio abstractions. Unfortunately we are not told which 

abstractions are basic nor are we given means by which to 

determine them. If the author assumes that-"important 

abstractions basic to understanding of contemporary- life" 

are coimnon knowledge; and fully accepted, then he would seem 

to be laboring under a misapprehension. The one abstraction 

which he used for illustration--oultural lag2--is being 

questioned by at least one authority as an adequate 

description or social ohange • .3 Few social scientists would 

be so sure of knowledge al:x>ut contemporary life. As we 

have found before, teachers who try to follow Oaswell's 

criteria tor choosing subject matter face decisions with no 

bases for action save their.own personal views or the con-

sensus of their group. Typical of the loose counsel which 

1 ~. ill• Underscoring not in original. 

2 Loe.~-

3 Horace M. Kallen, Patterns of Progress, New York: 
Columbia University Press, 1'950, pp. 31-52. 



they receive are Btatements like the following: 

Changing conditions necessitate ·continuous 
1nodifications of solutions. This makes it 
important that instruction designed to 
develop und.erstanding of the problems of 
ATAerican life should be organized so as to 
bring together in meaningful relationship 
the pertinent knowledge provided by the 
various subject fields, 1nfoI'Jnation on the 
conditions of the present, and a survey of 
the possibilities of the future. This 
process or organization is a most difficult 
aspect or aduoation and the phase most 
generally slighted. Yet it is or utmost 
importance if the demands of the present 
are to be faced-intelligently.l 
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By whose .stand.a:rds "pat'tinant knowledge," "information on 

conditions of the present," and "possibilities of the 

future" are to be selected is anyone's guess. The counsel, 

therefore, is merely an admonitory gesture with no stated 

characteristics designed to make it serve democratic edu-

cation and that alone. 

6. Creative and recreational opportunities 

In following Caswell's recommendations concerning 

creative and recreational opportunities, teachers would 

guide children "into an app:reoiation and enjoyment of 

rec:reational activities that are not antagonistic to social 

welfare. 11 2 Does this mean that any activities not trowned 

l Rugg, !?R• .st!i•, p. 423. 
2 Ibid., p. 426. 
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upon by local conservatives are to become subject matter, 

or that all those not legally prohibited are to be 

encouraged? There would seem to be wide latitude in choice 

here, with nb apparent, deciding factor. 

When the "extra-ourriculum.11 is made 11 a part of 

the life and.program or the whole school" how extensive a 

part does it become? Over what other learning experiences 

does it take precedence? No limit 1s set upon either how 

many activities children are to be allowed to engage in nor 

how long is to b$ spent upon them. Community advantages 

are to be utilized, but again we lack information on how to 

decide which to use, and to what extent. 

Teachers are to give guidance in intelligent 

choices of activities, but personal decisions on what is 

intelligent in recreational and creative affairs may vary 

greatly. Giving special guidance to those who show special 

interests and skills presents no less a problem. Merely 

to raise the question, 11How much football for star players?" 

shows only too clearly the dilemma teachers tace. Obviously, 

Caswell is asking us to take into account the need for 

education for leisure, but is not thereby giving us a 

decisive basis for choice or subject matter. 

7 •. Work interests and training 
Development of 1nte~est in and training for work 

is also to be included in the curriculum. As with recreation, 
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we are to "give emphasis," "give opportunities,'' and give 

"definite.training."1 But criteria to determine what 

content to emphasize, which opportunities to offer, and 

what .training to provide are not indicated. 

8. Mastery- of complex abilities and techniques, 
and relationships among them 

Shifting his point ot view just a bit from that 

round in Curriculum Development, 2 Caswell is asking: that 

teachers promote mastery of organized subject matter when-

ever need tor it is observed.3 "Study of this kind" is to 

"hold a service relationship to the other aspects of the 

curriculum."4 That is to say, at any time during on-going 

school experience when an ability is required and cannot 

be mastered on the spot, a special time is to be set to 

acquire it. If that were the full measure of a teacher's 

concern relative to mastery or organized subject matter, 

she would have a tunotional criterion for choice of content. 

Gaps in children's knowledge and skill which were uncovered 

from day to day in the fottm or conflicts experienced by 

children would point directly to what should be taught. 

l ~., P• 429. 
2 O~ganized subject matter is to be taught as soon as it can 

be comprehended, after a background or meaning and use has 
been obtained. (See pp. 81-83 or this study.) 

3 ~., P• 431. 

4 ~- ill• 



But that is not to be the limit of a teacher's concern. 

Mastery of organized subject matter is also to "hold a 

service relationship" "to out-of-school situations," 
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future as well as present ones.l This means that any 

ability or skill which teachers anticipate that children 

will need is to be taught. How far into the future a 

teacher• s estimate, of need is to be projected and which 

abilities and techniques are to be judged essential are not 

made clear. The only guide offered is the question, "Will 

proficiency in this ability help these children do better 

the things which they will be doing during the course of 

their day-by-day living?"2 _Subject matter chosen on this 

basis with almost ho exercise of imagination could 

oonoeivably range from carrying on courtship by corre-

spondence to filing income-tax returns. Without question, 

some additional basis for selection. must be found. This 

criterion is insufficiently conclusive. 

Our search for a functional test for determining 

subject matter in Oaswell 1 s recormnendations for curriculum 

design, as presented in the Third Yearbook, is as yet 

fruitless. One possibility remains to be explored. Caswell 

recognized that what a curriculum design actually becomes 

l ~. cit. 

2 ~- ill• 



depends Upon a teacher• s conception of the purposes of the 

school, the nature of education and of learning, and the 

administrative and supervisoey restrictions under which she 

or he works. He even went so tar as to say that curriculum 

improvement can be made only by deepening teachers• insight 

and understanding on these matters, and·that "all steps of 

planning must be so ordered as to contribute to teacher 

underst~nding."1 If teachers• working under favorable 

supervisoey and administrative regulations, were· to arrive 

at adequate insight and understanding about the purposes of 

the school and the nature or education and learning, would 

they then know what to include and exclude from their 

teaching? That would seem to depend upon how the purposes 

of the school and the nature or learning are conceived. 

Because Caswell merely alludes to these conceptions in his 

chapter, we must look to his co-authors in order to secure a 

reasonably complete idea or what they are to be. 

The Yearbook as a whole seems to present this line 

of thought: The problem or our times is "to bring forth on 

this continent--in the form of a cooperative commonwealth--

the civilization of abundance, democratic behavior, and 

integrity of expression and or beauty which is now potentially 

available."! Schools are "to promote development of the 

l ~., p. 433. 
2 ill,g., p • V • (Rugg). 
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individual fI'om oonoeption until death" and to se?'ve "as 

the community•s insti-ument through which the conditions 

essential for a .!!!2.!:! adequate!!!! a?'e pl'ogressively 

achieved."1 Schools thus become a "const:ructive social 

fo?'ce," 2 "a dynamic power for the upbuilding or_ democraoy. 11 3 

Leax-ning begins when a person 1s sufficiently concerned over 

a situation to bring his resources to bear upon it. Then 

"We learn our reactions; only our reaotions, and all our 

reactions; and we learn them in the degree and with the 

conditions and limitations with which we respectively accept 

them.''.$ To put it another way, we learn what we live.6 To 

promote learning, a democratic school is "an enterprise in 

guided living,"7 guided in the sense that "promising kinds 

or better living" are anticipated and then people (of all 

ages but particularly the young) are helped to achieve 

them.8 

l Ibid., p. 382. (Paul R, Hanna). Underscored words 
originally in italics. -

2 Ibid., P• 418. (Caswell). 

3 ~-- P• 273. (L. Thomas Hopkins). 

4 Ibid., p. .362. (Kilpatrick). 

5 .. P• 370. (Kilpatrick). 

6 Ibid., p. 377. (Kilpatrick). 

7 rug.' p. .3. (Rugg). 

8 Ibid., p. 4. (Rugg). 
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If education is guidance in living which will 

promote individual de~elopment and at the same time improve 

community conditions, what subject matter shall teachers 

employ when administering this guidance? That is first to 

be ·decided by curriculum designers.l They are to study the 

culture and "build a stream of dynamic educative 

activ1ties"2 which "deal with the critical problems and 

factors of American lite."3 The activities which curriculum 

designers;select determine what is to be learned. 

Behind the plan to study the culture and derive 

directly trom it the life and program of the school are two 

apparent beliefs which merit examination. They are, first, 

that all curriculum designers in studying culture would 

arrive at the same conclusions, and, second, that from such 

study they would derive~ stream of dynamic educative 

activities, rather than stream,! going in divergent directions. 

To the pNsent write!", these beliefs woul_d seem tenable onl7 

under one condition. If all curriculum designers were like-

minded in social, religious, economic, an~ political views 

and, consequently, in their interpretations of and conclusions 

from history, they might emerge from their study with n~ 

stream of activities" dealing with "!ht critical problems 

1 •• ·p. 7. 

2 ~. fil . 
.3 !ill•, p. 514. 
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and factors ot American life." But curriculum designers 

are not thus like-minded, nor would we in America want 

them to be so because of the inevitably static condition 

which would result and the despicable.kind or control 

possible in such a situation. The "tacts" and "trends" 

in our culture will talce on meaning according to the 

designers• outlook on life as they confront the "f'aots. 11 

There would seem, therefore, to be little ·assurance.of 

reaching agreement upon what a study of the culture indicates 

as subject matter for democratic education, unless agreement 

were reached on what is and what is not democratic before 

the study began. 

To urge curriculum designers, then, to "study the 

culture and derive a stream of educational activities" does 

not help. To do so would seem to mean subscribing to one 

particular interpretation ot history or bogging down in 

fundamental disagreements. 

The Yearbook also suggested that the purposes of 

the school--promotion or individual development and achieve-

ment of conditions essential for a more adequate life--would 

influence the selection of subject matter. This may be true, 

but these purposes cannot be used by teachers aa criteria for 

subject-matter selection unless teachers know clearly the 

direction of desired development and the characteristics of 

a more adequate life. Neither can a conception of guided 
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living be so used, unless teachers know 1n which direction 

the guidance is to be applied. 

Lengthy search through Oaswell's first two books 

for his apparent criteria for selection of subject matter 

has now been made. Although his oriteria in Democracx !,!!g 

!h!, Curriculum seem more specific than those in Curriculum 

Development, they appear to be no more conclusive. For that 

reason they seem not necessarily appropriate tor democratic 

education. 



Chapter V 

CRITERIA SUGGESTED BY CASWELL IN EDUCATION IN !Jlli 
ELEMENTARY SCHOOL,~ AMERICAN HIGH SCHOOL: .!!.§. 

RESPONSIBILITY AND OPPORTUNIT'Y, AND CURRICULUM 
IMPROVEMENT ll PUBLIC SCHOOL SYSTEMS 

119. 

In the course of our inquiry into criteria for 

choice of subject matter employed in new-type curriculum 

programs we have examined the two earlier works of Hollis 

L. Caswell. To devote a like amount of space to each of 

his other books would make this inquiry unduly cumbersome. 

Particularly would this appear to be true when he has not 

been known to have made any drastic change in his pro-

fessional views. Some means of rapid analysis would seem 

to serve our purpose. 

To avoid possible repetition in such an analysis 

yet preserve both spirit and method of inquiry adopted at 

the outset, we shall continue our search in tabular form. 

On the left of the tabulation Caswell 1 s apparent criteria 

will be summarized.l On the right will be listed comments 

and questions concerning each apparent criterion. Questions 

1 Although Caswell saw fit 1n his first book (Curriculum 
Development) to devote a chapter to bases for selection 
of subject matter, the topic does not so much as appear 
in the index or his other books. In each case, the 
criteria which apparently are to operate when one follows 
Oaswell's program were derived by this writer from his 
theory andlor examples or the program suggested. 
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which are raised but not answered are those about which 

this writer can find no help in Caswell 1 s writing. It is 

presumed that curriculum workers and classroom teachers 

would be confronted with similar questions should they 

attempt to act upon Caswell 1 s suggestions. 

The purposes or our search remain the same--to 

discover what criteria Caswell suggests r~r choice of 

subject matter and to consider whether they are of such 

nature as t~ be appropriate for democratic education. 
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Education!!!~ Elementary Schooll 

Caswell's Apparent Criteria 
for Subject Matter 
Select1on2 

1. Program conceived and 
operated as a whole 

Broad and integrating 
experience, continuous 
and cumulative through-
out twelve-years. All 
persons and agencies 
affecting education ot 
children (including the 
children themselves) 
help to plan program, 
making their contri-
butions within "an 
overview of a compre-
hensive educational 
program." (p. 51) 
Each individual school 
is to be conceived as 
a unit and its program 
operated as a unit. 
(See pp. 4, 50-52, 
.303.304.) 

Comments and Questions 

(Comparable to 11Consecut1 ve 
movement through curriculum" 
in Curriculum Development.). 

How is an overview of a com-
prehensive program to be arrived 
at, i.e., how is agreement 
achieved among the many persons 
involved? Will state depart-
ment officials have more, or 
less, authority than local 
teachers? Phrasee such as 
"must plan together," and 
"working out agreements" can 
be given varied interpre-
tations. 

If a state highway department 
has a strong satety education 
program and a major newspaper 
campaigns for American history 
"fundamentals," do teachers 
yield to the stronger of the two 
pressures, or to both (to the 
~xclusion of some other subject 
matter)? To the writer it 
would seem foolhardy for a 
group of teachers to attempt to 
meet with opposing interests in 
order to work out with them an 
overview of an educational pl'O-
gram, without knowing clearly 
what such a program in a demo-
cratic society ought to be. 

l Hollis L. Caswell, Education~ the Elementaey School, New 
York: American Book Company, 19li27 

2 Data from numerous statements throughout the book but 
chiefly from Chapter III, "Characteristics of a Good 
Elementary School Program," pp. 49-71, and Chapter XII, 
"Looking Forward, 11 PP• .301-308. · 



2. Rounded educational 
program 

Balance of in• and out~ 
of-school activities, 
including rest, recre-
ation, work, motor and 
sedentary activities, 
intellectual and manual 
activities, group and 
individual activities. 
Both·vicarious and 
first-hand experiences 
are to be afforded. 

Teachers are to be ·con-
cerned with the f'ullest 
possible development ot 
each boy and girl as a 
person. (See pp. 4-6, 
52-51~ .. 211-212, 305'-
306.) 

3. Democratic organization 
of the lite of the 
school 

(See PP• S4·S7, 301-
,302, 307 .. 308.) 
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(Comparable to "Balance in 
each child's total program of 
liv1ng11 suggested in Democracy; 
and Curriculum.) - . 

Somewhere between pro~ 
intellectual and anti-
intellectual activities one 
is to find balance.- Where is 
that point? "Neither traditional 
practice nor improvisation or 
the moment may be considered as 
an adequate basis for achieving 
this-important purpos ... " (p. 
306.) But Oaswell does not say 
what is adequate. · A, school 
with-certain equipment would want 
to ofter basketball, darts;· · 
movies, and library orientation 
rather than photography,' news 
writing, auto driving, ~nd map 
making. In either case~ variety 
would,be afforded and worth-
while experiences would occur, 
but whether desirable balance 
and the fullest possible develop-
ment would be achieved cannot 
readily be determined. Some ·or 
each kind of activity mentioned 
as desirable could be provided 
but teachers would still not be 
assured that they had chosen 
subject matter with balance fit 
tor a democratic program. 

(Comparable to "Democratic 
organization ••• " in Democracy; 
and the Curriculum and 
"Genrnlized controls ot con-
duct ••• " in Curriculum 
Development. 

No clear definition ot demo-
cratic living given. A crucial 
question--What authority shall 
the immature have in matters of 
action?--1s not considered. 
Whatever is taught will depend 



4. Program to contribute to 
understanding of and 
appreciation for demo-
cratic values and 
achievements 

Areas of study and in-
vestigation make clear 
the foundation and 
development of American 
tradition. 

(See pp. 54-57, 301-
302.) 

5. Needs, interests, and 
capacities of children 

Broad periods of 
growth suggest general 
needs to be met. 

Prescott•s three cate-
gories of needs 
(physiological, social 
and ego) should be 
given regard when 
planning. 

upon the conception of 
democracy which teachers 
happen to hold. Caswell 
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does not help them to arrive 
at an operational definition. 

To "make clear the foundation 
and development of American 
tradition," do we study early 
and modern witch-hunting, 
segregation, evangelism, 
carpetbagging, logrolling, 
rugged individualism, universal 
military- training, or stock 
market manipulation? -Without a 
functional definition or democ-
racy it would be difficult to 
know which subject matter would 
develop the understanding and 
appreciation which is said to 
be desired. 

(Comparable to "Children's 
interests and development" in 
Democracy and the Curriculum, 
and "Teacher•seitimates or 
children's capacities and 
abilities" and "Child interest 
in use" in Curriculum 
Development.) 

Teachers need more than broad, 
undefined guides in order to 
decide for or against a unit 
of subject matter. 

How to reconcile conflicts 
among needs is not indicated. 
A shy, withdrawing, runt of a 
child may need physical activity 
yet, if that is prescribed, his 
ego needs may not be filled 
because of poor performance. 



Children do help in 
planning the curriculum. 

Schools must deal With 
the multitude or prob-
le1ns which our counti-., 
races and the curric-
ulum must call them to 
direct attention. 
(Problems or broad 
social significance and or immediate concern to 
the children.) 

Service centers are to 
be used to promote 
interests. 

Those interests which 
lead to sustained effort 
and extended activity 
are to be used. 

Needs, however ascertained, 
do not always point to certain 
subject matter and none other. 

To what extent do their ideas 
prevail? When are they to be 
overruled? · 

Each succeeding year seems to 
bring the peoples or the 
earth closer together, re- · 
vealing problems and arousing 
concerns we never knew before. 
How shall a teacher select from 
among them? 

Since use of the centers is to 
be flexible, what is the basis 
for choice of activities carried 
on there? How much of the 
program will take place in the 
gym,· the library, the music·· 
studio? Must each center be 
used? If so, when? Caswell 
does not indicate how a teacher 
1s to decide. 

Children's interests ar(t_subject 
to teacher influence. They can 
be of nearly any kind a teacher 
wishes. 

Children are to be studied David, second son in a happy 
collectively and 1nd1- tamily, enters kindergarten. He 
vidually, and a program can copy any message in English 
developed which will which is set before him, write 
draw from each child from memory- the names or members 
his potential growth. of his family, carry a .tune, 

(See pp. 37, 57-59, 
96-97, 210, 243-21-1,4.) 

repeat in detail a stol'Y' heard 
once, make up stories from 
pictures, count to one hundred, 
identify groups or objects to 
ten• throw a ball straight, and 
tie his shoes. To instruct him 
further along some or these 
lines will but create social-
adjustment problems in his class, 



6. Breadth of experience 

Expel"iences (compat-
ible with children's 
maturity) 1n all areas 
of living which 
characterize normal 
social organization. 

Children should have 
extensive contacts with 
issues and problems of 
day-by-day living. A 
careful analysis and 
study or areas of 
living will provide a 
framework against which 
the scope ot school 
expeX'iences may con-
stantly be checked. 

(See pp. 59-61.) 

7. Integral relationship or 
school and community 

12.$. 

tor many tive-year-olda could 
not keep up with him. What · 
shall be taught? To st~dy h1m 
and bis peers will not .tell a 
teacher what to teach him 
unless she has in her mind a 
conception ot what she wants 
tive-year-olda •to know, be, 
and do. That conception has 
not been delineated by 
Caswell. 

(Comparable to "Sign1t1cance 
to an understanding of contem-
porary- life" in Curriculum 
DeveloEment. and '"Understand1.ng or persistent and long-
important problems of contem-
porary living" in·Democracz !!!.!! 
.!m!_ Curriculum. 

Granted that children should 
not have experiences in areas 
of social disorganization. what 
about studying them? Should 
children learn about crime, 
broken homes, mob violence, and 
the like? If they.!!:!, learning 
it at home, what is the achool•s 
responsibility? 

Will such an analysis indicate, 
tor instance, what experience 
to give children in influencing 
legislation, Or indicate what 
sex eduoation is desirable, and 
when? Examination of one area--
worthy home membership--should 
uncover far more data than the 
public school can po1sibl7 
teach. Basis for choice needs 
to be stated, 11' "breadth of 
experience" is not to open the 
door to any subject matter 
which a teacher chances to 
think or, or has a bias toward. 



Program should be planned 
in direct relationship to 
community-so that school· 
can contribute to better 
living and school work 
can thus be vital and 
real. 

Each -school should have a 
regular plan for studying 
the community so that 
teachers can discovel' 
needs and interests of 
children. 

(See pp. 61-62.) 

8. Direct instruction in 
techniques and methods 
of work as needed 

Systematic canvassing 
ot needs of children 
for techniques and 
methods of work. 
Direct guidance and 
teaching when needs are 
evidenced in routine 
activities, in the 
broad experiences pro-
vided. in the c11rriculum, 
and 1n•out-of-school 
activities. 
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Who· decides which is better 
living? Shall children help 
to establish a CO-OP store to 
replace the local-A&:F? If 
the town is a "Gretna Green, 11 
do children leam how better 
to accomodate tourists or how 
to establish good family lite? 
Someone's conception ot what 
is "better" is going to 
intluence choices. 

At any one time a town may be 
faced with annexation bya 
neighboring metropolis, 
installation of more gas 
fa.maces than the supply of 
gas warrants, destruction, or 
roads by interstate trucking, 
a major strike, and an insect 
invasion. On which fronts do 
schools act· upon their "integral 
relationship to the community"? 
What needs and interests·can or 
should children in such a town 
feel? - When these questions are 
not answered there would seem 
to be no real way of knowing 
what to teach. 

(Oomparable to "Mastery of oom-
plex abilities and techniquea, 
and relationships among them" in 
Democracy !h,! Curriculum.) 

How can needs ever be determined 
until one envisions a particular 
result and, in measuring a child 
against it, sees the short-
comings? Implicit in the , • 
psychologists•. claim that basic 
human needs are food, love, sex 

• activity, et cetera, 1s·the 
current conception of humanness 
which the newborn are expected 
to attain. A basic concept 1n 
subtraction is expressed. by the 
simple question, ''How much\ do I 
need? 11 But even with a well-
known subtrahend there is no 



Teach skills only when 
children can use them in 
meaningful situations, 
when they can be 
mastered with the greatest 
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clear determining or need 
until the minuend is Friown. 
As has been seen elsewhere, 
Caswell does not give a clear 
picture ot his minuend, 1.e., 
goal. Therefore a teacher 
might be confused in knowing 
where children were falling 
short of it. Oonflicts could 
arise in deciding whether 

.children need to learn to: 

a. Outline a textbook or 
read between tho lines 
and evaluate it. 

b. Box the compass or get 
a teel tor directions 
when outdoors. 

o. Obey the prinoipal•s 
rules or participate·1n 
making them and in 
carey'ing them out. 

d. Riae and address 
recitations ·to the 
teacher when called upon 
or join vigorously in 
round-table discussions. 

Ohoice ot skills to teach for 
use 1n out-of-school activities 
would likewise be difficult. 
Shall ·we teach newsboys to hit 
front porches instead of 
hedges, and baby sitters to 
fix formulas? Shall there be 
auto-driving, typing, shopping, 
social-dancing, essay-writing 
or street-peddling lessons? How 
are needs to be detel"ltl1ned? 
What is the minuend in the 
cur~1oulum-maker1 s mind? 

Caswell does not say in any 
place that only those to be 
used 1n the immediate present 
are to be taught. Leaving this 
unsaid would seem to leave a 



effectiveness. The worker 
must "view the child's 
experience broadly, being 
sensitive to the whole 
range or situations which 
are pa:rwt of his experi-
ential background. He 
must be equally ready to 
afford guidance tor the 
development of skills 
which will enrich any 
phase or the child's 
living." (,P• 160) 

Skills should advance 
some purposes tor the 
child, but "Assistance in 
gaining good comparative 
comm.and ot skills may 
open up new areas or 
purposing tor children." 
(p. 174) 

(See pp. 177-179, 214.) 

9. Understandings and beliefs or educational workers and 
parents 

'' ••• procedures designed 
to foster the development 
of improved plans of 
curriculum organization 
must be based for 
success onthe develop-
ment of improved under-
standing and insight on 
the part of the edu-
cational staff." (p. 216) 

"It matters little what 
is stated to be the 
basis ot curriculum 
organization it teachers 
and parents believe 
otherwise." (p. 216) 

128. 

loophole through which teachers 
in their sincere desire to meet 
needs might continue to teach 
square root to perfection, 
chrom1,t10 scales., and diagram-
ing sentences. Opinions as to 
which techniques and methods of 
work will enrich one's living 
give promise or varying fully 
as much a1 do teachers• back-
grounds, and probably in direct 
relation to them. 

Shall children learn how to 
read Shakespeare effectively 
so as to open up new areas or 
purposing? Or shall they learn 
how to find perimeters of 
irregularly shaped figures? 
What subject matter:could not be 
justified either to advance or 
to arouse purposes? · 

But what shall they understand 
and believe concerning selection 
of subject matter? Which 
direction is "improved under-
standing and insight'' to take? 
When this is not made clear 
there would seem to be no 
assurance or a democratic pro-
gram. 
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!,h!!, American High School: 
Its Responsibility~ Opportunityl 

Caswell's Apparent Criteria, 
i.e., Implied Controls .Q!.!£ 
Subject Mattera 

Comments~ Questions 

1. A program or such breadth " ••• to meet needs ••• " 
as to meet needs of all Seep. 123, this chapter. 
American youth of what-
ever ability or whatever 
vocational destination 

Have available for each 
young person those 
opportunities which 
will afford him well-
rounded development. 

(See pp. 135-137.) 

Suitable enough for a broad 
policy, perhaps, but not for 
a basis for choice of appro-
priate subject matter at any 
one point in a student's 
career. What will best promote 
well-rounded development?· 

Picketing for a union? 
Pamphleteering for the 

W.C.T.U., the N.A.M., 
the V.F.W.? 

Packing clothing for over-
seas relief? 

Stretching the company's 
rest period? 

Making posters for an 
M.V.A. and against the 
Pick-Sloan Plan? 

"Pulling strings"? 

1 Hollis L. Caswell, Editor, !a! American High School: !:E!_ 
Responsibility and Ooportunity, Eighth Yearbook of the 
John Dewey Society, New York: Harper and Brothers, 1946. 

2 Data chiefly from Chapter VIII, "Curriculum Proposals for 
the Future," pp. 135-157, by Caswell. The first three 
controls listed are policies which "are determinants of 
the types of educational opportunities which the high . 
school should afford." (p. 135) The others are derived 
from the proposed program for high schools and the major 
types of opportunities to be provided. (p. 139) 



2. U.tilizatioh of all avail-
able resources, with a 
balanced program for each 
person. 

School does not attempt 
absolute independence 
and full responsibility 
for all educational 
opportunities, but 
assumes leadership 
among agencies, and 
maintains balance. 

,. (See PP• 137•138.) 

.3. Articulation ot program 
with elementary schools, 
colleges, technical and 
vocational schools. 

(See pp. 138-139.) 

4. A basic or core offering 
to provide a body of 
common, integrating 
experiences. 

Based on significant 
personal and social 
problems which involve 
learnings of common 
concern to all youth. 
Canvass to be made of all 
experiences which youth 
should have in order to 
take their places in 
adult society. Should 
include: 

Understanding and counsel 
on personal and edu-
cational problems 

As we have asked before, 
what is balance taken to 
be? 
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Caswell admits that state 
and local "cooperation" is 
difficult to attain and does 
not say how it is to be 
accomplished. 

A policy to heed, perhaps, 
but not to select subject 
matter, In no way does Caswell 
seem to mean that only that is 
to be taught in high school 
which grows from what ha.s been 
learned already, or which is 
related to that which 1s to be 
learned. Progress is merely 
planned so that there.are no 
major breaks or division~. 

Oonceptiona of adequate scope 
and sequence or experiences 
to meet the oormnon needs ot 
youth have not been agreed upon 
yet. It is small comfort to a 
teacher to be told, 11 0ne never 
fully gets 1 the feel' of the 
core idea until the program is 
underway." (p. 144) How does 
a teacher know beforehand 
whether she wishes to subject 
her students to such a pr:bgram.? 



Opportunities to aid 
students to meet 
oonnnon demands of 
civic participation 

Opportunities to aid 
in maintaining 
physical and mental 
health 

Experiences relating 
to family life 

Common skills or com-
munication and com-
putation of general 
significance, learned 
to the extent of one's 
ability 

Interrelationships or all 
learnings to be brought 
into review. 

(See pp. 140-150.) 

5. Special services supple-
mentary to the core 
program 

Those needed because of 
marked individual 
differences and highly 
technical nature of 
some of the problems, 
including: 

Guidance--behavior 
and personality 
problems; vocational 
guidance 
Health 
Language Development 

All utilized "as re-
quired to meet the 
common needs of students 
who experience partic-
ular difficulties." 
(p. 151) 
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Is democratic adult life so 
clearly conceived in Boston, 
Birmingham, Peoria, Dallas, or 
Seattle that any professional 
group can discern how to pre-
pare for it, in terms of 
particularized experiences? 
That seems overly hopeful, to 
say the least. Shall all 
eastern girls develop "appro-
priate attitudes toward the 
opposite sex, leading toward 
eventual mate selection," (p. 
148) when they far outnumber 
available men? Can we antici-
pate necessary- common learnings 
with any degree or accuracy? 

Who is sufficiently informed in 
all fields or teaching to do 
this? How will a teacher decide 
whether to teach new facts, or 
to teach interrelationships 
among those already known? 

To what extent is the school to 
take over full responsibility 
in these areas? What functions 
shall welfare agencies play? 
Is there any subject matter 
specifically the province of 
schools? If so, what is it, 
and how is it to be chosen? 

Are there.any indispensable 
se~ices for which provision 
must be made? Is there any 
subject matter which must be 
learned and therefore must be 
made possible even if it calls 
for consolidation of schools 
or hiring new teachers? To 
determine this, one needs a 
basis for choosing subject 
matter which is more definitive 
than the one given here. 



"Just what services could 
be provided in a specific 
high school would depend 
on several factors. Size 
would be a major determi-
nant, and the competencies 
of the core teacher would 
be important." (p. 153) 
(See pp. 1$0-153.) 

6. Physical conditioning and 
recreation 

"In the ruture the high 
school should contribute 
to a much greater extent 
than in the past to sound 
physical conditioning of 
our youth." (p. 153) 

, "The importance of 
physical recreation 
should be increasingly 
recognized.~ (p. 153) 
Adjustments to be made in 
terms of needs or students, 
including. correction or 
physical detects. 

(See PP• 153-154.) 

7. Special-interest offerings 

Eveey youth should be 
aided to develop special 
interests which go beyond 
the average. 

Areas or interest should 
be socially constructive 
and valuable. 
Areas should be of bona 
fide interest to youth, 
relating to past experi-
ence and present ability 
in such a way that 
aot1v1t1ea can be under-
taken with enthusiasm and 
meaning. 
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To what extent shall youths 
be conditioned "to undergo 
rigorous physical atrain"? 
(p. 153) Shall ·their 
none hour per day" be 
devoted to cross-country 
running, wrestling, or 
basketball? 

How are conflicting needs to 
be reconciled? 

Which interests, or the 
many possible ones, shall 
be developed? Shall it 
depend upon teacher 
preparation, expense, 
equipment, local approval, 
or convenience in scheduling 
experiences? Or should 
these matters all be 
adjusted so aa to permit 
interests to flourish? 



(See pp. 154-156.) 
8. School organization which 

illustrates democratic 
processes 

Give students ma jot' 
l'esponsib111t1es in 
school Ol'ganizat1ons 
and social activities. 

(See PP• 156-157.) 

9. Occupational preparation 

Schools have a major 
responsibility to help 
people understand the 
problems involved in 
employment, prepare 
them to till jobs, and 
develop good attitudes 
toward work. 

As has been pointed_out 
several times, until a 
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teacher has a clear concept ot 
democracy she cannot know what 
to te_ach' in the way of demo-
cratl c procedures. 

Does Caswell truly believe 
that schools can help people 
understand employment problems, 
or is he merely expecting the 
surface to be scratched? 
What are "good" attitudes 
toward work? Are they the 
aame in Gary, Hollywood, 
Tampa, and Des Moines? 

Shall subject matter depend 
The school cannot do upon what facilities are 
entire job of preparing available and which employers 
everyone but it can are amenable to coordination? 
serve directly or be a It not, are schools then 
coordinating agency with obliged to provide facilities 
facilities in the to give the desired preparat1oni 
community. School takes How is the desired preparation 
responsibility for to be ascertained? 
planning and coordinating. 

(See pp. 158-182.) 

10. Understanding of teachers 

All steps taken to 
provide an educational 
program succeed or fail 
in terms of what 

What points of view shall be 
held? Which values are to be 
cherished? 

teachers do when they "A conception such as civil 
work with pupils. liberties needs to be a living 
Efforts to change the meaningful guide to the 
curriculum have teacher, a value to be fostered 
generally failed except through personal living and 
as they have led teachers brought closer to full 
to modify their points achievement through education." 



ot·v1ew, pux,>oses, 
and ·procedures. The 
outward form. can be · · 

. -legislated but the 
inner purposes and 
epi ri t can be brought 
into being only through 
group understanding. 

(See PP• 183-184.) 

134. 

(p. 187, in italics) 

In view of the number of 
civil-liberties cases before 
the-Supreme Court,l one must 
doubt that there is any ·one 
"conception such as civil 
liberties" for a teacher to 
prooure and use as a "living, 

· meaningful guide •11 Conceptions 
at present range from those or McCarthy to William Douglas 
and perhaps beyond. What !!. 
appropriate tor teachers in a 
democracy? Caswell does not 
say. 

l 11The discretionary authority ·granted the spates resulted 
in such uneven acceptance of responsibility'toward all · 
citizens that the civil rights of ·citizens are at111 
found to vary·as among the several communities.and even 
within.a single community.'' "Civil Rights," Social 
Work.,Iearbook, New York: American Association of Social 
Workers, 1951, _ p. 109. 
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Curriculum Improvement!!! Public School S7stems1 

Implied Oontrole Over 
Subject Matter2 -

1. The democratic ideai 
(basic guide tor 
developing curriculum) 

Provide tor definition 
and continuous refine-
ment or the conception 
ot democratic goals 
held by the start. 

(See PP'• 38, 99.) 

2. Development of the 
curriculum, as a whole, 
with various parts 
interrelated so as to 
supplement one another 

OUX'rioulum to be 
guided by common 
purposes and should 
include broad areas or experience agreed 
upon as essential to 
sound education. 

Comments ,Questions 

"It is difficult, of course, 
to develop a aut'ticiently .·· 
clear conception of the broad 
goals implied by democracy to 
apply this test to specific 
curriculum proposals." (p. 38) 
Yet educational workers are 
to do it anyway, with nothing 
in the way ot help from 
Caswell but vague generalities. 

Bow is the overall conception 
ot the local curriculum to be 
achieved? What part has the 
state department in it? the 
central office staff? teachers? 
pupils? Prolonged disCll asion 
does not always result in 

1 Hollie L. Caswell and Associates, Curriculum Improvement!!!, 
Public School Systems, New York: Bureau or Publications, 
Teachers College, Columbia University, 1950. 

2 Data from Oa8well's "Background Material tor Evaluating 
Programs or Curriculum Development," pp. 1-101, but 
chiefly from Chapter V, "Evaluation or Curriculum Programs," 
pp. 98-101, and "Bases for Evaluating Demands tor Curriculum 
Change," PP• 38-40. Among the material tor evaluating 
curriculum proposals are the following which seem not to 
have bearing upon the choice of subject matter: provision or trained leadership, responsibility tor curriculum 
services assigned to a single administrative officer, 
resource specialists provided, supervision functioning as 
a means or curriculum improvement. 



Much local control over 
content and organ1-
za.t1on. Individual 
school the o·porational 
and planning unit. Pro-
gram comprehensive--
dealing with all 
aspects of educational 
need. 

Participation or pupils 
to optimum extent (pp • 

. 101, . 382-383) 

(See pp. 65, 70, 99-
101.) 

3. Needs• pu?1poses, ab111t1es 
of children 

What is included must 
relate to lives of 
pupils so as to be 
meaningful and ueetul. 

1.36.-

agreement unle!s !omeone over-
powers the others. \\1hat 1n 
done in case ot disagr~ement? 
~he basis for interrelation-
ship of parts is not shown. 

By what measure are such 
expressions Htoo great 
emphasis" and "unduly disturbing11 

to be applied? 
Avoid too great emphasis 
upon social problems for 
which there are no ready 
solutions. or subject matter 
that is unduly disturbing. 

(See pp. 39, 101.) 

4. Needs of society which 
schools can reasonably 
be expected to meet 

Not all proposals to 
be acted upon 
Sometimes another 
agency 1a best suited 
to assume responsibility. 
Sometimes a cooperative 
program ia indicated. 

(See p. 38.) 

To withstand pressures growing 
out of these very- needs of 
society. teachers desperately 

·need a functional criterion 
tor choosing the content for 
which schools shall assume 
responsibility. but they do 
not have a basis tor choice. 



5. Support and understanding 
of the community 

Proposed changes Should 
have or will gain the 
support of public-

. sp1r1 ted leaders · in the 
community. 

(See p. 39.) 

6. Participation of pupils 
in curriculum planning 
to optimum,extent 

7. Teacher growth considered 
primary avenue of · 
curriculwn improvement 

"They must have a 
conviction that change 
is desirable and will 
result 1n improvement 
and must learn how to 
guide the new curric-
ulum as proposed." 
(p. 49) 

(See p. 100.) 
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When differentiating between 
satisfying pressure groups 
vii th narrow interests, and_ 
worthy supporters, it would 
seem highly-important to have 
a criterion tor choice which 
could openly be announced and 
whioh would command respect of 
thoughtful, persons. This 
criterion is lacking. 

In an example given __ ot 
curriculum planning in Florida., 
pupils filled out question~ 
naires "designed to discover 
what kind or curricular 
experiences the pupils . 
wanted•••" (p. 382) Oaawell 
does not indicate, however, 
that children are to be taught 
preoiaely what they want. In 
what way, and by what criteria 
shall pupils participate in 
that part of curriculum. planning 
having to do with selection ot 
$Ubject matter? 

Aa a practical consideration., 
i.e., for selling the ideas to 
teachers, this may be entirely 
true. The direction of growth 
or the end to be achieved in 
respect to subject matter 
selection is,_unfortunately, 
not indicated. 
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In examining Caswell' s suggested be.see tor choice 

of subject matter in his three most recent books we seem to 

find, as· in his first. two, no clear test for knowing 

whether to include or exclude any particular bit of subject 

matter from a curriculum. The bases which he does mention 

can be interpreted in a number of ways. If they wore to be 

put into use, nearly any subject matter which a curriculum 

worker or teacher wished to employ could be justified. The 

proposals., then, in each of his books could mean almost 

anything in practice. 

Such looseness in a. suggested program, coupled 

with the fact that concem is expressed about the teachers• 

underst.anding., poses an interesting question. Is this to be 

taken to mean that teachers should be thoroughly imbued 

with the curriculum-designers• mode of thinking before the 

"guides" can be adequately followed? The idea of consensus 

seems to be operating here--all get together and talk about 

these matters sufficiently. Soon we shall agree; then we 

shall get somewhere.l This writer remains to be oonvinced 

1 If there be any doubt that there is this emphasis in 
Oaswell's work, one needs only to look at his leadership 
during the war emergency. At Teachers College, on 
December 9 and 10, 1942, the Department of Curriculum 
and Teaching, of which Caswell was the head, sponsored 
a conference entitled, "The Present Educational Program 
and the War Situation." In it, Caswell endorsed the 
procedure of canvassing the needs of society (and, by 
inference, needs of children) then planning on a local 
level to meet those needs. At most, he suggested that a 
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that discussion by a school start necessaril7 results in 

agreement or that demooratio methods of reaching agreement 

ar~ necessaril7 employed. To assure a democratic program 

it would seem mandatory tor Caswell to state bases for 

selecting needs to meet (or subject matter to teach) which 

can function as true criteria. Thia he does not eeem to do. 

Caswell holds a position or leadership in the 

field of curriculum and has written a considerable amount 

·or matel'ial that seems to have bearing upon the selection of 

subject matter. The question might well be raised; "It 

Oaswell's suggested and implied bases for choice of subject 

matter are not tl'Ue criteria, what are they?" Fott purposes 

ot review and comparison, a tabulation has been made of 

criteria which have been found in each of hie books. It 

appears on the next page. 

The"oriteria" have been rearranged so that similar 

bases for choice are side b7 side. Blank spaces indicate 

that this writer round so little material related to a 

particular criterion that she could not safely inter 1 ts 

presence either in the stated curriculum program or in 

school staff confer together until they agreed on valid 
needs, and then agree on which needs they were in position 
to act upon. Inasmuch as bases for agreements are un-
stated, one must conclude that in Caawell 1s program each 
group was tree to decide on needs (and consequently, on 
subject matter) in any mannett it chose. See Florence 
Stratemeyer. "The Educational Program in a World at War," 
Teachers College Record, v. 44: 227-297, Januaey, 1943, 
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Oaswell•s thinking. Of necessity, the material in the 
tabulation is highly condensed. An attempt has been 

made• however, to preserve Caswell' s apparent meaning and 
to place in parallel position only those-items which aro 

substantially parallel in m.eaning regardless of terme 

used. 

From the foregoing tabulation it eeems fairly 

clear that a general pattern of criteria for choosing 

subject matter runs throughout Oaswell's major works. 

Between five and thirteen criteria were found in eaoh work, 

never just one or two. There are more items of comparable 

nature recurring than not, despite the fact that only the 

first set is a direct listing of criteria and is identified 

as euch. 
For the most part, omissions in any one list 

seem inoo~sequential-~more a shifting of ideas or a regroup-

ing of them than a genuine change. "Significance to an 

organized field of knowledge" is the one item to be most 

fully dropped out. So far as this writer could find, 

Caswell has neither identified nor explained any shifts 

which he may have made in ideas or in terminology. 

Furthermore, whether he intended or not, he seems to have 

said just about the same thing about selecting subject 

matter for eighteen years: 



1. Take.into consideration children•e needs, 
abilities, interests, purposes. 

2. ·, Give consideration to the democratic ideal. 
.or democratic values. 

3. P~ovide experience in democratic procedures. 

4. Oonceive and operate the program. as a whole 
and organize it about a core of experiences 
comm.only needed by all who are to take 
their places in society. 

' ' $. Take care that the program is broad, 
encompassing anticipated needs balanced for 
each child each day. 

6.. Teach the techniques, abilities, and inter-
relationships among them which children will 
need now and aa adults. 

7. Involve parents, ·pupils, teachers, community 
representatives, and curriculwn special1sta 
in the planning. 

8. Above all, be sure that teachers are 
developing the needed insight and understand-
ing to work out such programs 1n thei.r 
classrooms, because what the curriculum 
turns out to be depends d1•ectly on how the 
teacher understands it. 

As w& have seen in previous chapters, the,above 

statements can scarcely be used as trua criteria tor 

subject-matter selection. That is to say, they cannot 

serve to diatinguish clearly what a teacher who plans to 

follow Caawell • a program should or should not include in a 

curriculum. They seem to this writer not dependable for 

steering a straight course toward a democratic program. 

The question baa been raised, "It Oaawell 1 a 

suggested and implied bases for choices of subject matter 



are not tl'Ue criteria, what are they?" We can but answer, 

"They are injunctions, admonitions, or directives which, 

it followed, call upon a teacher to employ some unstated 

criterion or criteria tor subjeet-matter selection." 

Inaemuch as the criterion or criteria arG unstated, and 

any criteria ranging from ultra-authoritarian to ultra-

la1ssei-fa1re might be used, 1 we must conclude that in 

bases tor choice of content Oaswe11•s proposals are not 

necessarily appropriate for democratic education. 

1 Examples: Seloet subject matter to fill any need which 
(a) the New York Times points out 
(b) the children happen to mention 
(c) a Oongreas1onal committee ''uncovers" 
(d) ·standard tests or the superintendent• s choosing reveal 
(e) a survey from the nearest university sugge!ts 
(f) teachers happen to be able to fill easily. 



Chapter VI 

CRITERIA SUGGESTED BY J. PAUL LEONARD IN DEVELOPING 
!!!! SECONDARY SCHOOL CURRICULUM. AND IN OTHER WORKS 

The writings ··of J. Paul Leonard in the i"ield or 
curriculum may be less familiar than those of Caswell yet 

they merit consideration here. With a career curiously 

similar to that of Caswell,1 Leonard has been in position 

to exert great influence in curriculum matters. It should 

be of interest in this study to note how he differs from 

Caswell in his suggestions for selection of subject matter. 

We turn first to his major work, Developing !l:!!! 
Secondary School Curriculum. 2 In it, Leonard examines 

l Born in the same year, Caswell and Leonard went to college 
and had their first teaching experience in neighboring 
mid-western states. At Columbia University they received 
the A•M• degree in 1927 and the Ph.D. in 1929. Both went 
south for college teaching--Caswell to Peabody, Leonard 
to the College of William and Mary. During the thirties, 
each helped with curriculum in Florida, Virgini~ and 
Mississippi, and each had experience in directing school 
·surveys in various cities. In 1937, when Caswell went 
north to Teachers College, Leonard went west to Stanford 
and each,continued to work closely with school systems in 
his own area. Leonard's acceptance or an admini~trative 
pos1 tion ( President of San Francisco State College.) was 
followed the very next year by Caswell's appointment as 
Associate Dean (later, Dean) or Teachers College. It 1s 
not surprising that they have both been leaders in some . 
of the same national, professional organizations-~National 
Education Association, John Dewey Society, and Educational 
Research Association. 
Data from Jaques Cattell and E. E. Ross, Leaders in~ 
cation, Third Edition, Lancaster, Pa.: The Science. Press, 
1948. 

2 J. Paul Leonard, Developing the Secondary School Curriculum, 



ourl'1culum history seeking "to bring out the relation 

between the program of the secondaey school and the social 

problems or each major period in our histpry, to trace the 

significant changes in the curriculum, and to point out the 

deficiencies of,tbe secondary school 1n its attempt to 

educate modern youth with traditional curricula. 111 Then 

he reviews various conflicting theories and practices, and 

concludes with a chapter which brings together suggastions 

for curriculwn revision which had been made or implied 

throughout the book. 2 

When Leonard writes or conflicting Qurriculum 

theories, he does not always identify his own position or 

express direct approval or particular ideas. Great care 

must be exercised-when lifting his sentences from their 

context lest the views therein be wrongly credited to him. 

It is believed that the following excerpts represent him 

fairly, inasmuch as they are in harmony with-his expressed 

position as found in the preface, on page 285, and in the 

last chapter. 
; 

New York: Rinehart and Company, 1946 •. S6o p. In 1953, 
after this investigation was completed, a revised edition 
was publis·hed. No significant differen~es in cri tei-ia 
for selection of subject matter have been found by this 
writer. Some minor dif'f'erenoes between the two books 
have been noted elsewhere-in this chapter. 

l Ibid., p. viii. 

2 The revised edition adds many illustrations of' current 
practice, cites material from recent studies, and gives 
consideration to some new topics not of' particular interest 
to us in this inquiry. 



••• learning is •.•• the process of changing 
the behavior ot the individual as he 
adjusts. himself to basic organic disturbances 
••• This process ot the interaction of a 
man and his environment 1s known as 
experience, and out of it a man gains 
knowledge for the redirection of continued 
experience ••• This point ot view regarding 
learning requires a different school 
program--a program originating in the basic 
needs of the individual.l 

The selection or materials ••• must proceed on 
the basis ot the level of ~rowth of the 
individual, his own deslined purposes;-the 

B!, !!!,! _2! .£!!! !?! brought !.!!!• 
necessan: pressures !!!!a! social mores 

around him at his own level of' growth. He 
builds and grows with what he can incorporate 
into his own experience • .All other materials 
will be superfluous or unused.2 

The one remaining criterion for selecting 
subject matter is the behavior desired of 
the individual--the aims of education ina 
c!eiiiocratic soc1ety7 Il'"wewant 1nd1viauars 
to have certain attitudes, knowledge, skill 
for social participation, it is necessary- that 
we.plan our materials of instruction so that 
the desired behavior patterns will have 
opportunity to develop. Careful study needs 
to be made of individual and social needs 
and of the multiplicity_of activities 
necessary to secure adequate practice in 
satisfying these needs.3 

Leonard's bases for selecting subject matter, judging from 

the foregoing statements, are five: maturation level of the 

pupil, pupil purposes, needs manifested, social pressures, 

and behavior desired in a democracy. 

l Ibid., pp. 90.91. -
2 ~., p. 113. Underscoring not in original. 

3 ~., P• 114. Undersooring not in original. 



The question before us is, "Ir the selection of 

learning materials proceeds on the above bases, can a 

democratic educational program thereby b~ assured?" We 

shall consider each basis, as we did in-examining Caswell's 

program.--

1. Maturation level or the pupil 

Leonard warns against taking all material from 

the adult world, disregarding the maturation level or the 

learner. presenting him with the materials as problems which 

are not his own ~nd have no meaning or significance tor him. 

Yet he also decries excessive concern over the immediate 

eXperienoe or knowledge of the individual. He does not 

want teachers to ignore the necessity for adult guidance 

in the development or youth. Beyond these warnings, however, 

he does not seem to go. There is no way suggested ror a 

teacher to strike a desirable balance between teaching what 

a child is ready for and teaching what an adult thinks he 

should have, i.·e., giving him "adult guidance." Leonard 

merely says, in effect_ consider the level ot growth ot the 

individual. 

Even if we were to take this criterion ot 

maturation level at face value we could scarcely use it 

alone as a base for choosing content. or all the possible 

experiences.which children might have, there are surely 

many for which at any one time they are prepared. Fifth 



graders, tor_ instance, are sufficiently mature to partici-

pate in' a spelling bee, write every word in the lesson 

twenty times, compose a sentence using each worl.(', or even 

write each one backwards and upside down. Which shall it 

be? There is nothing here to tell us. Again, shall the , 

subject matter in a unit on animals be reproduction, 

conservation,. diseases, or extermination ot animals? 

Pupils are conceivably mature enough for any one ot these. 

Pupil maturity as a basis for choice ot subject matter 

apparently cannot stand alone, unless the one who suggests 

it specifies that any topic whatsoever for which they are 

read1 is acceptable.. We are sure that Leonard does not 

intend that. Pupil maturity, then, as Leonard uses it, 
-does not serve as a true criterion; its selectivity is only 

very general. 

2. Pupil purposes 

Pupil purposes are recognized by Leonard as central 

to individual development. They are said to direct behavio~, 

thus determining what 1s learned.1 When pupil purposes 

serve as basis tor selecting subject matter does it mean 

that whatever helps children satisfy their own purposes 

becomes the subject matter.or the school? Not quite, for 

pupils 

l !ill•• p. 103. 



••• must set their own purooses in so far 
as is possible, but where.they may not 
voluntarily choose to act in acceptable 
ways, they must be led to accept willingly 
those purposes which the teacher deems 
desirable ••• On the other hand, care must 
be exercised that choosing another's 
purpose does not become.a habit ••• 1 

Furposes must be in harmony with the nature 
of the democratic society which we desire, 
in harmony with the most desirable goals 
of the individual, and must be developed 
in such a way as to provide for continuity 

'in the proeess.2 

It seems readily apparent that just any pupil purposes 

cannot be used to select subject matter. Only purposes 

Which meet the three criteria just mentioned are to be 

employed. If a pupil does not give evidence of such 

purposes a teacher must lead him to .accept those which she 

considers desirable. And just what, in Leonard's program, 

Will they be? He says that, first, pupil purposes must be 

in harmony with the nature of the democratic society which 

we desire. To evaluate pupil purposes then, a teacher 

should know Leonard's ideas of the significant character-

istics of democracy. 
Scattered throughout the book are references to 

democracy.3 Among the most pertinent are: 

l Ibid., P• 103. 

2 ,&gg,. cit. 

3 The~e are sixty-eight page entries in the Index under the 
beading "Democracy" but no subtitle "Democracy -
definition." 



Democracy involves the acceptance of the 
principle that all members of society 
have equal rights and an equal voice in 
the .determination or societal policies.l 

People are different in many ways, and 
democratic society needs those differences. 
••• All must~ together collectively to 
develop the resources of the country and 
to pool their best thinking tor the type 
of institut~ons which shall be operative 
in society. 

It we want a democracy where each person 
is to think his way through life situations 
and where his solution 1s to have the 
respect of other men ••• 3 

150. 

We look elsewhere to see whether we have the whole of his 

concept and find allusions to "democratic ideal,! and 

practice.!"4 and "principles of democracy. nS But he also 

mentions "the ideal of democra01"6 and "the democratic 

conoept."7 ·Here we find contusion in terms similar to that 

in Caswell. (See p. 71, Chapter 3, this study.) 

We look for some clarification in Leonard1 s con-

cluding chapter, where he most clearly outlines what he 

expects teachers to do. When he predicts the eight 

l Ibid., PP• 278-279--
2 Loe. cit. Undersc·oring originally in italics. -·-
3 .. p. 112. 

4 Ibid.; p. 121. Underscoring not in original. -·· s Ibid., - P• 531. _· See also p. 349. 

6 !!2,!g., P• 42. 
7 Ibid., - p. 349. 



curriculum changes most likely to be effected he says first, 

We must build a program to teach the 
meaning of democracy ••• The "meaning of 
democracy" as we have used the term, 
implies several things. First, 1t implies 
the meaning of the two basic concepts or 
democracy--respect for individual 
personality, and freedom of action ••• 
We·need also to develop the meaning of 
family life and its implications for the 
building or individual. character and 
personalities, the stabilizing of 
emotions, the inducting of child~en into 
the manners and customs of civilization, 
and the rearing of a family ••• The school 
should develop an understanding of the 
necessity for utilizing our natural and 
human resources wisely ••• If we are going 
to develop the full meaning of democracy 
we must make boys and girls intelligent 
about economics and politics ••• Many other 
phases of democratic living should be 
discussed ••• The teacher, however, should 
make a careful study of all the social 
problems which impinge upon the community 
before making final decisions as to the 
scope of the program which teaches the 
meaning of democracy.l 

The above passages which seem on first reading to give 

promise of an explanation of the meaning of democracy 

become, on perusal, a catalog of content by which to help 

youth arrive at its meaning. For our purpose, they reveal 

at most. the concepts which Leonard considers basic in 

democracy. These two concepts, fortified by his other 

statements, suggest (1) a social order based on respect for 

personality (individual differences are developed and 



utilized; memb8rs have equal rights) and (2) freedom of 

action (independent thought is encouraged; all members 

1$2. 

work together in directing society). Whether this comprises 

the whole of Leonard's outlook ·on democracy we cannot say. 

It-is as much of a definition as the writer could honestly 

construct from Leonard's apparent commitments in Developing 

Secondart School Curriculum.l 

·The above idea of democracy seems loose; suggestive 

but not definitive. His concepts may indicate in rough out-

line a teacher1 s decisions as to whether to permit or 

replace pupil purposes but would not help much in the actual 

selection. Particularly is this true when controversial 

topics were in question. In one school system a teacher 

could accept a pupil's purpose to learn how to curtail 

powers of corporations operating farms so as to promote 

family life of farm laborers. In another, such a purpose 

would be considered out of harmony with the nature of demo-

cratic society in which there is "freedom ot action" and 

respect for individual personality (of corporation members, 

to be sure.) In order to judge pupil purposes a teacher 

needs a knife-sharp definition of democracy, not platitudes. 

l In the 1953 edition Leonard devotes a paragraph to "The 
Political Character of Our.Society." (p. 49) The beliefs 
which are listed (only the "chief among them" are given), 
and his explanation of them, seem to confirm what was 
found in the earlier book. 
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Leonard says next that purposes must be in 

harmony with the most desirable goals of the particular 

·1nd1vidual.1 But the reader does not find what the author 

deems desirable and so would not know when to accept a 

pupil's own purpose and when to get him to accept one of 

hers. Teachers are urged not to set the purposes for youth 

so often as to form a habit, 2 yet with no standard for 

judgment that is probably precisely what they will do. 

Finaliy, pupil purposes are to be developed in 

~uch a way as to provide·for a continuity ~n the process.3 

Sequential learning in a series or grades is to be planned 

cooperatively by teachers. There is even to be "orderly 

development of basic understandings and skills."4 Although 

this sequence is said to be not the conventional sequence 

or history or mathematics, it is to be certain ideas or 

major importance, agreed upon in advance by teachers. 

Nevertheless, such an agreement (curriculum) is to be only 

suggestive and "eventual selection of actual subject matter 

will rest with the teacher and the pupils at the time ot 
learning. 0 5 When to follow and when to depart from the 

1 Ibid., p. 103. 
2 !!2.£. ciJ. 
3 ~- .£!i. 
4 ~- cit. 
s Ibid., p. - 114. 
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sequence is not specified. 

To th1$ reader, the teacher who. attempts to 

follow such a program is truly in a predicament. She is 

to use pupil purposes to select subject matter~ modify 

those purposes if they are not in harmony with democracy 

(however her own group defines it); if she thinks the 

purposes are not in harmony with the pupil's most desirable 

goals (whatever may be desirable); and if purposes do not 

provide continuity. (Her fellow-teachers have a plan for 

orderly development of basic understandings and skills.) 

Sometimes follow the planned sequence; sometimes not. She 

must decide. With such latitude there is grave doubt 

whether teachers will consistently guide pupils i.n a demo-

cratic manner. 1raditional subject-matter concerns and 

personal biases loom too large in the thinking or many 

teachers. A highly authoritarian pattern could develop. 

It is conceivable, perhaps, that a group of.well-educated 

and highly conscientious teachers could deal with pupil 

purposes in democratic fashion. If they did so, it would 

be under self-imposed limitations of freedom, not 

Leona~d•s, tor his program seems to provide no safeguards 

to assure d.emocratic treatment or pupil purposes. 

3. Needs manifested 

In selecting materials of instruction teachers 

are to be guided by the needs pupils see or can be brought 



lSS. 

to f'eel. Such a st guide" merely confronts a teacher·with 

more choices. Vlhen does she use the needs pupils feel 

and when bring,them-to :reel the needs she.thinks they 

should? If a child sees the need for improving his manu-

sc·ript wr1 ting so as to excel in something but a teacher 

can bring him to feel the need for cursive writing instead 

or manuscript, should she? If a youth sees need for 

comprehending a pinball machine but his· teacher can bring 

him to feel need for fathoming a typewriter, which should 

he study? Leonard does not indicate how a teacher is to 

decide. 

Nor does he specifically define a need. He 

mentions how others use the term (shortage as seen by 

adults, physiological drive, psychological want) and points 

out the limitations of each definition. 1 Then he says needs 

"arise from a growing, acting personality and are the 

results of adolescents undergoing tensions and conflicts. 112 

Moreover, they can be discovered by studying growth and 

development, analyzing the culture and interviewing youth 

in school and out.3 Apparently needs are. for him, both 

personal and social in nature, are of several kinds and 

teachers will know them when they see them. As the writer 

l Ibid., pp. 92 .. 94. -
2 Ibid., p. 93. -
3 ill!!·, p. 95. 
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pointed out in regard to Oaswell' s suggestion of "needs'' 

as a criterion for choice ot subject ma.ttex-., teachers 

require more than vague, undefined guides in order to 

decide ror ott against part1cula,.. items or subject mattex-. 

They also need some means or reconciling contl1cts among 

several needs experienced by an individual at any one time. 

4. Social pressures 

Although, in hia bases on which selection ot 
material ta to proceed, Leonard includes "the neoessary 

pressures or the soc1a1 mores around him fiup1g at his own 

level ot growth,"l there seems to be little further comment 

on the social pressuNs apart trom d1souss1on or needs and 

purposes.2 It ma7 be assumed, perhaps, that Leonard 

mentions social pressures in order to make sure that ~eaders 

will be aware of needs arising both from personal and. t:rom 

social conditions and ot purposes which social pressures 

gene:rnte. Ho apecial consideration or this criterion 

seems needful. 

S. Behav1o:r desired ot the 1nd1v1dual-•tbe aims 
ot education in a democratic society 

In aeleot1ng subject matter. curriculum workers 

are to have "a new central focus in mind. the focus ot the 

1 .!!?,!s., P• 113. 
2 Seep. 10,3. 



emerging democratic citizan."l They are to determine 

which behavior patterns are desired, then plan their 

content accordingly. 

Throughout his book Leonard refers frequently to 

the aims or education in a democratic society. With one 

exception, which we shall note later, he does not state 

his. Nor does he delineate the "emerging democratic 

citizen" toward which to focus. He seems, rather, to 

place this responsibility upon those who wish to follow 

his ideas. By discussion and compromise teachers are to 

arrive at a list of general aims of education stated in 

terms of behavior desired of children and youth. They are 

then to select subject matter whioh will produce the 

behavior patterns.2 

As we have seen before, it is not enough to tell 

teachers to study and arrive at consensus if we wish them 

to perform democratically. There are too many possibilities 

of subtle pressure exerted by special-interest groups or by 

individuals with strong influence and limited vision. 

In his concluding chapter Leonard does give a 

"brief summary" of "some ••• major social goals" and says 

that the summary "will suggest the direction toward which 

1 Ibid., P• 114. 
2 This task is admittedly difficult. (Seep. 350 in 

Leonard.) But teachers are to do it anyway, making a 
"scope and sequence ••• a two-dimensional blueprint of 
desirable experiences from kindergarten through secondary 
school." 



our secondary schools might move. "1 The goals are: 

1 •••• citizens competent and willing to 
make-every needed sacrifice to make 
democracy work for all men. 

2 •••• a consuming desire for that kind of 
public behavior toward other nations 
which produces peaceful international 
relationships, 

3 •••• a realization that we have adequate 
resources to meet the economic and 
social needs of all our people and 
that these resources must be used for 
this purpose. 

4 .... consoious[iies.!7 of the fact that 
successful living depends upon adequate 
personal and public health, upon 
physical fitness for employment and 
upon satisfying social and family 
relations. 

S •••• understand.Lfni7 that America•s 
traditional economic system of private 
enterprise must serve the public good 
and that, if necessary, it must-be 
regulated by government. 

6 •••• learnLfD:S7 that all men must work 
to produce ?or individual and group 
welfare and that opportunities for 
work DillSt always be available • 

1. • • • knowledge ••• he .ioutti7 needs to 
improve his social and economic status 
to the limit or his capacities. 

158. 

It is to be noted, first, that these are only some 

of the goals of democratic society. Then what are 

l ~. ,. P• 541. Underscoring not in original. 

2 ~., PP• 541-543. 

the others? 



Does 1t matter which goals any one group decides upon? 

Or in which direction it moves? Leonard does not commit 

himself on these matters. Can we depend upon a group to 

be democratic, merely 11' they discuss and compromise? This 

writer's experience leads her to think not. 

Next we look at the goals themselves. It should 

be remembered that these goals are to be the basis for 

subject-matter selection. The first, second,·and seventh 

point toward abilities, attitudes, and knowledge to be 

acquired.: The others supply the generalizations actually_ 

to be apprehended. The assumption seems.to be that with any 

one of them the subject matter to use in achieving them 

would be derived by teachers through study. Let us test 

the first to see whether this be true. 

What behaviors do we expect of "citizens competent 

and willing to make democracy work for all men? 11 Shall 

competence include knowledge of legal enactments which 

prevent democracy working for all--or how to get around 

laws without arousing one's constituency? How to run a 

propaganda campaign--or ho~ to run someone out of of'fice? 

How to break a strike--or how to conduct one in order to 

secure better conditions? Would saturating pupils with 

h1sto17 or such changes make pupils more competent? Or 

demanding.high achievement in oral persuasion? What· about 

a "good dose" ot the literature or democracy--or, for 
-

contrast, or the literature of totalitarianism? BrieflJ', 
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·shall competence and willingness to make every needed 

sacrifice be of· the McCarthy brand or that or Justice 

William·nouglas? Leonard does not seem to take into account 

the divergence of views Which might preclude agreement: on 

choice of content. 

Time does not permit like scrutiny of each of 

the other goals. Perhaps one question about each will 

serve to show whether any can be used to select subject 

matter. 

2. Pupils are to have "a consuming desire for 

that kind or public behavior toward other nations which 

produces peaceful international relationships." To get 

that desi:re shall _they study statistics of war oasuaities, 

the Quaker faith, the life and work of Owen-Lattimore, or 

the history- of tariffs? 

3. Pupils are to realize "that.we have adequate 

resources to meet the economic and social needs of all our 

people and that these resources must be used for this 

purpose." In order to arrive at this realization do they 

study T.V.A., "natural" migration from the dustbowl, group 

dynamics, social service, or revival of Victory- gardens? 

4. Pupils are to become "conscious of the fact 

that successful living depends upon adequate personal and 

public health, upon physical fitness for employment and upon 



satisfying social and family relations." Will this 

consciousness stem from the teacher's saying that it is 

so, from reading biographies of the ancients, from 

community surveys. or from examining the causes and results 
or mental illness? 

· 5 .. Pupils are to "understand that America's 

traditional economic system of private enterprise must serve 

the public good and that, if necessary, it must be regulated 

by government." To understand this, do pupils study the 

life of Carnegie, Communist criticisms of private enter-

prise, or the "basic error" of. the Republican Party? 

6. Pupils are to "learn that all men must work 

to produce for individual and group welfare and that 

opportunities for work must always be available." Does this 

call for a-study of the New Deal, the rise of industrialism 

in England, or the sinfulness of India's holy men who "only 

begll? 

7. Finally, youth is to acquire the "knowledge ••• 

he needs to.improve his social and economic status to the 

limit of his capacities." Will this knowledge include study 

of foreign language, problems of home ownership, how to give 

book reviews. development of markets for native handcrafts, 

or automobile financing? 
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To describe goals of ·education in terms of 

"desired behavior patterns" does not seem necessarily to 

indicate what subject matter will achieve the goals, i.e., 

produce the behavior. The interpretation of each goal 

seems to depend upon one's concept or democracy. 

A teacher who wishes to use the goals of education 

as a criterion for selection of content finds that she and 

her colleagues must first delineate an "emerging democratic 

citizen" on which to focus. Some, but not all, of the 

behavior traits desired in that individual are suggested. 

What the others are she is not told. Even the ones 

mentioned will not point toward some subject matter and 

away from all other. As with Leonard's second criterion--

pupil purposes--his fifth, which we have just examined, 

needs a clear-cut definition of democracy. With it a 

teacher could know what direction she would be taking if 

she chose to follow Leonard. 

We have now considered all of Leonard's bases for 

choice of subject 'matter. In each we seem to have found 

loosely fashioned directives: Consider pupil maturation but 

give adult guidance. Use pupil purposes but overrule some. 

Formulate a sequential list of major ideas to be taught 

but do not always follow it. Meet pupils' felt needs but 

at times bring them to feel some which you see. Finally, 

select subject matter in line with the aims or education in 

a democracy but first decide what they are. By placing so 



many decisions in the hands of curriculum workers and 

failing to give explicit definitions of democracy and 

educational purposes within democracy by which to test 

their conclusions, the field is left wide open for them 
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to be either highly authoritarian or grossly laissez-faire. 

There appears to be no "Ellis Island" to screen out -the 

undesirable. The program, then, has nothing which commends 

it for democratic education and that alone. 

The technique of proposing a curriculum program 

in very- broad outline and charging teachers with responsi-

bility for finding their own way, by study and consensus, 

has a familiar ring. It is what we have found throughout 

Caswell's writings. Does it also prevail in Leonard's work? 

Leonard was co-editor of!!! Evaluation of Modern 

Education1 and wrote the first chapter entitled, "What is 

-Modern Education?" His position on subject-matter selection 

might be summarized thus. The focus of selection is the 

learner himself and the nature of his problems. Consider 

who the learner is--the kind of person,2 his goals in life, 

the social conditions surrounding him, problems (disturbances) 

l J. Paul Leonard and Alvin c. Eurich, et al., An Evalu-
ation..2f Modern Education, Report sponsored byThe Society 
for Curriculum Study, New York: D. Appleton Century Co.• 
1942. . 

2 The one specific personality trait mentioned is maturity. 
Seep. 19. The writer takes "the kind of person" to mean 
general personality as well as maturity. 



he ·~moounters, and needs he manifests in attempting to 

restore balance in behavior. Base education on personal 

and gr6up problems (disturbances) determined by a study of 
·t 

individuals and the culture in which they live.l 

In a few respects this position 1s similar to 

that found in Developing 1!!!_ Secondary School Curriculum. 

Maturity, pupil purposes, social pressures, and manifest 

needs are all to be considered. There 1s an important 

difference, however, in each of these items. They seem to 

stand on their own merits; there are.no qualifying phrases 

_such as "give adult guidance," "lead them ·to accept will-

ingly purposes which the teacher deems desirabl_e," or 

"select needs children see or can be brought to 1'eel." 

Furthermore, aims of education or the behavior desired in a 

democracy are omitted. If Leonard meant to say that any 

s~bject matter which would help learners solve problems 

actually encountered was to constitute the curriculum, we 

would have something quite different from what we round in 

his later book. He came veey close to it in the assertion, 

As the teacher guides each individual 
through the analysis of himself and 
through the selection of materials and 
techniques that help that individual 
restore. balance and develop insight, he 
must do this in an organization which 
itself is characteristic of exploration. 
The answer is not known; it isn't in the 



boo.k or in the mind of the teacher; ·1 t 
isn't in the acceptance or the judgment 
of '~nother; it is in the process or · 
individual pursuit.l 

Only the needs of the learner, in terms of personal and 

group problems encountered, seem to be the criterion for 

selection. 

Yet, when Leonard gave· illustrations of the "most 

promising" educational programs, he used five frequently 

mentioned favorably in Developing J?h! Secondary School 

Curriculum. 2 They all happen to list analyses of needs 

anticipated and not of problems encounte~ed. Moreover, he 

concluded his remarks about them by saying, 

All of the areas of human needs ••• 
illustrate a feeling for developing 
behavior consistent with democratic 
living.3 

In the writer's judgment there is a genuine difference 

between selecting subject matter which helps individuals 

restore balance and develop insight and subject matter which 

meets needs anticipated because a certain type of social 

order is desired. Since- Leonard himself participated in 

the making of the Santa Barbara County program used as one 

1 •• p. 18. 

2 ~., P• 10. 

3 Ibid., P• 17. -
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_1llust~at1on, •e must conclude that, despite hia stated 

theoey, he intends the study ot oUlture and of the individual 

to result in a 11st of needs to be met, not problems to be 

encountered. He seems to mean, further, that those needs 

exist or will exist because we desire a particular type ot 
democratic society which we may define as we ohoosa. 

In 1950, Educational Leadership published three 

brief articles under the heading "What are Lite Needs?"l 

The editor introduced the articles by saying~ 

To- say that instructional programs should 
be designed to help students meet their 
needs ls to be guilty of a truism. Just 
what these needs are is not always clearly 
stated. The authors ••• present their 
points·ot view as to the nieaning of the 
term 11111'e needs. 11 2 

Curiously enough, Leonard points out how life needs are 

defined by psychologists, sociologists, and subject teachers; 

then says there is no .2!!2 way to detine them • 

••• but whatever definition (usually a 
classification of experience) is 
accepted; it should be useful in the 
selection of instructional material 
which will be effective in producing 
the desired results. It should be 
specific enough to help in making a 

l Hal'ry Bal'd, "Individual and Community Needs"; J. Paul 
Leonard, "School and Life Needs"; and Henry Harap, 
"Essentials of Good Living", Educational Leadership, 
7:354-359, March, 1950. 

2 Loe. cit. --



~hoice among curriculum materials. 
The classifications should be few in 
number. not a major listing of 
specific goals to be achieved, and 
the classifications should be closely 
related to human experience-so that a 
need·_ is at once apparent.l 

The "principal life needs that the school should strive to 

meet" are given only "by way of illustration." They are 

four: learntng .to behave the way your peers expect you to 

.behave. getting and holding a job, personal growth and 

developme_nt. and developing a successful home lite. "All 

other phases of needs can be subsumed clearly under these 

four." 2 

These nee_ds also may serve as a framework 
ot organization, and will, if adopted, 
tend to fo·cus attention upon behavior and 
the selection of materials to establish 
certain behavioral patterns:J 

The import of this article is unmistakable: the 

needs of society rather than the problems of learners are 

primary in Leonard's considerations; Leonard is granting 

freedom to curriculum workers to choose the classifications 

or experience to be considered areas or "needs," to 

ascertain the desired behavioral patterns, to select with 

1 Ibid., P• 356. 
2 ~-· pp. 356-357-
3 !2£_. ill• Underscoring not in original. 



-no further guidance the subject matter to develop those 

patterns. By neglecting to provide otheI'Wise for it, he 

appears to expect them to define democracy as they will. 

Great faith is placed in curriculum workers' insight into 

democracy and ability to arrive at consensus by group 

study and discussion,. apparently, but there is no clear 

assurance _that any one group will ipso facto create a 

program indisputably democratic. 

In 1951-Leonard gave a brief address on "General 

Education--Bases for D.etermination of Content and Method. nl 

He counselled educators to consider the cultural heritage 

(forces dominant in our lives), needs of society, and 

needs of individuals. Goals of general education, ho 

proposed, should be stated in behavioral terms; then 

debated by each faculty until connnon understanding and 

general agreement are reached. Broadly speaking, general 

education is to "seek to make known to youth the values 

which promote a society ot free men" and the goals are to 

be speci_fio enough "to be determinants in choosing from 

among human experience that most likely to achieve the 

goal of a m!!! ffinde:f'ined..J" 2 The author• s examples 

l J. Paul Leonard, "General Education--Bases for Determin-
ation of Oontent and Method", pp. 173-177 in R. c. Maul, 
Editor, Addresses 2!! Current Issues!!! Higher Education, 
April 2-4, 19.51, Sixth Annual Conference on Higher Edu-
cation, Washington, o.c.: National Education Association, 
Departmen;t or Higher Education, 19.51. 20? p. 

2 ~., pp. 174-175. 



or goals sound much like those in Developing !_h! Secondary 

School Curricv.lum--"a code of individual and public 

behavior consiste_;nt with a good society," "a colilmon under-

standing and agreement upon certain values which they will 

observe and· protect,"1 et cetera. 

Ir the needs of society (as diagnosed by a faculty) 

and the needs of individuals conflict, no way is provided 

fo<r harmonizing the two; there is not really a criterion of 

selection. Once more, teachers are to study individuals 

and the culture (note that it is not individuals ,!B the 

culture) and 1~ they decide to promote values which are 

scarcely democratic, what 1s to prevent them? 

Leonard's other works2 reveal no signif~cant 

differences in his ideas of subject-matter selection. In 

each case his program turns out to be essentially a study of 

the individual and of society, with curriculum workers3 to 

l Ibid., P• 171~. 
2 See especially: J. Paul Leonard, "Some Reflections on 

the Meaning of Sequence'' in V. E. Herrick and R. w. 
Tyler, , Towal'd Improved Curriculum Theory. Ohioago: 
University of Chicago Press, Department of Education, 
Supplementary Education Monographs No. 71, 1950. J. Paul 
Leonard,. "Meeting the Imperative Needs of Youth," School 
and Communitv, . .33:·35-36, January, 1947. J. Paul Leonard, 
"Organizing the Curriculum to Meet Youth Needs," National 
Association of Sec·ondary School Principals Bulletin, 34: 
~28-234, _ AprIT, 19.50. Thomas Henry Briggs, J. Paul 
Leonard and Joseph Justman, Secondary Educatio~, New York: 
The Macmillan Company, 1950, Revised Edition. ~68 p. 

3 In the 1953 edition of Developing the Secondary School 



170. 

determine the ·nee·ds or both, however they see them. Then 

they are to select subject matter to meet the needs so 

that the desired behavior (by their own definition) can 

be produoed. To the.extent that curriculum workers 

formulate functional and accurate definitions of democracy 

and _democratic behavi.or, to that extent will their 

curriculum be fit for our social order. But the reverse 

is also true. There seems to be little in Leonard's writing 

to insure action uniquely democratic. We feel obliged to 

conclude that his program is not necessarily appropriate 

for education in our democracy. 

Curriculum Leonard stresses that ultimate·selection of 
subject matter is to be made by individual teachers. 
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Chapter VII 

CRITERIA SUGGESTED BY STRATEMEYER, FORKNER, McKIM, ET AL., 
I_N. DEVELOPING A CURRICULUM .EQ.!! MODERN LIVING 

The Horace Mann-Lincoln Institute or School 

Experimentation was fol"Dled in 1946 to do research in curricu-

lum in public-school systems. Members or the Institute 

staff saw-need for more adequate direction or curriculum 

programs.1 In an attempt "to develop an approach to the 

curriculum which relates the best we know about children 

and youth growing up in society in terms or the democratic 

values of that society,"2 the Childhood-Youth Education 

Committee or the Institute produced the book, Developing 

!. Curriculum~ Modern Living. It is characterized by the 

Committee as a· "reasoned theoey or a curriculum. n.3 The 

criteria for selection of subject matter are to be found in 

· the following: 

••• the content of the curriculum consists 
of the everyday problems of learners seen 
in the light of the persistent life situ-
ations of which-they are a part. These 
situations ••• take the place of subjeots ••• 4 

1 F. B. Stratemeyer, H. L. Forknor, M. G. McKim, et al., 
Developing.! Curriculum fil Modern Living, ·New York: 
Bureau of Publications, T_eacfiers College, Columbia 
University, 1947, p. v. 

2 ~., p. viii. 

3 Ibid., P• v. 

4 Ibid., p. 74. 



l. 

2. 

3. 
4. 

The problem or the situation is the 
determiner of the particular content 
to be discovered.l The learner's 
real curriculum emerges through the 
teaching-leaming process, as teacher 
and learner work together on problems 
which have meaning for thom.2 

The range and variety or persistent 
life situations with whioh all persons 
inevitably deal and in whichall need 
12, develop eonipetence serve asth~ 
criterion against which balanced or 
rounded development is evaluated.) 

. ••• it is possible to make an analysis 
or the nature and range of persistent 
life situations, the recurring 
situations with which persons living 
in our society are dealing ,!!lg those 
which!!!!! become part .2f their living 
as we move toward the more complete 
realization or democratic values. In 
addition, through extended study or 
children and youth, it is possible to 
indicate a number or typical situations 
of daily living in which learners or 
various maturity levels are most likely 
to face these persistent lite situations.4 

With such an analysis as a guide, it 
becomes the responsibility of each 
teacher to study his learners and to 
identify those persistent life situations 
with which they have had little or no 
contact and in which they lack needed 
understanding and competence. In so 
doing,· he must look at the total growth 
of the learners, appraise the learnings 

~-, P• 90. 
Ibid.; - p. 72. 
~., p. 83. Underscoring not in original. 

. . 
Ibid., p. 84. Underscoring not in original. 
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coming through experiences in the 
home and ••• community, and must plan 
to supplement and expand these 
experiences so that balanced growth 
results.l 

••• Teachers guide the learner in 
dealing with his experiences in such 
a way as to develop values, under-
standings, and·ways or behaving which 
give him bases for meeting new aspects 
of these ·situations .2 

. 173. 

Briefly, individual and group-concerns or 

problems of learners, seen in the light of persistent life 

situations whioh are common to everyone and in which all 

need competence, are said to determine curriculum content. 

Curriculum workers make a guide for teachers by· analyzing 

the nature and range of persistent life situations which 

exist now and which will come to be in the future "as we 

move toward more complete realizai;ion of democratic values." 

Teachers look at pupils and at the analysis, identify 

situations in which experience is thought to be needed, 

and proceed to set up such situations with pupils in the 

classrooms. Then they help pupils to arrive at the basic 

understandings and competencies needed to deal adequately 

with experiences of present and future daily living. 

1 Loe. cit. See also pp. 311-321 where numerous criteria 
Tor identifying specific situations at a given time are 
summarized. 

2 ~-, p. 86. 
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Essentially, this program ie one or meeting needs 

which educators see and foresee. Examples given of sources 

for life situations are five aspects of living--home, work, 

community, l$lsure tl~e, and spiritual activities.1 The 

life situations ·seem in everr way oompa~able to the results 

of Oaswell 1 s and Leonard's analyses of the needs of society 

and or learners. In tact, Stratemeyer and her co-authors 

seem almost ·to equate "needs" with major situations when 

they designate, in the Preface, the nature or society and 

the needs of children as "the two major guides to curriculum 

development~"2 then proceed to discus!' life situations as 

curriculum guides. 

Curriculum workers and teacher!! apparently are 

to use two criteria for selection of persistent.life 

situations which, in turn, select subject matter~ The 

criteria are (1) situations with which all persons 

inevitably deal and (2)-situations in which all need to 

develop competence as we move toward the realization or 
democratic values. Both of these "criteria" seem 

useful only a~ general indicators of content, not as genuine 

tests for specific subject matter. The first brings into focus 

possible situations to be faced somehow, sometime, by all 

1 _!ill., P• 100. 

2 Ibid., p. viii. -



175. 

learners, but not to be used as specific educational goals 

or objectives. 1 The second criterion depends upon the 

democratic values we hold. Additional criteria are listed 

for teachers' use but, like Caswe11 1 s long list of 

"criteria" in his first book, 2 they seem merely to narrow 

the field of "needs" without truly delineating subject 

matter to be taught. 

What, then, are t~e actual bases upon which 

persons are to choose subject matter? Throughout 

Stratemeyer1 s book, as we have found in other works where 

"meeting needs" 1s central, it seems to be assumed that 

certain learnings are to be acquired,3 and that any educator 

who cherishes democratic values can, by studying society, 

discover what the learnings are. Shortcomings in this 

view have been mentioned in earlier chapters. There is one 

difference in Stratemeyer•s proposal, however. Curriculum 

workers are not asked to study society and formulate a 

1 

2 

3 

Ibid., p. 105. 

See pp. 89-90 of this inquiry. 

The learnings are variously referred to as "values, 
understandings, and ways of behaving" (p. 86), "under-
standings and competence" (p. 258), "basic understand-
ings and skills" (p. 377), "basic generalizations and 
understandings" (p. 3.57), and "understandings and 
generalizations" (p. 397). According to a statement on 
page 89, understandings and generalizations are 
equivalent. Despite the shift in terms, with resultant 
confusion for the careful reader, the authors seem to 
intend no difference in meaning. 
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definition of democracy. The authors indicate early in 

the book thei-r conception of the nature of our society 

which, presumably, must be accepted by anyone who wishes 

to follow their plan.1 Democracy, for them, seems to be 

a "way of life" in which "each individual striveLs7 to 

assure the maintenance of democratic values, ••• each 

takeLs7 responsibility for helping to establish conditions 

under which material abundance and power will be used for 

the_maximum development of a11. 112 The values cited by the 

authors are four: 

1. 

2. 

J. 

4. 

Belief in the worth and dignity of 
the individual, 

Belief that decision and action should 
be based on the scientific approach to 
the study of problems, 

Faith in cooperative intelligence as a 
means of improving life, 

Commitment to the translation of demo-
cratic values into action.3 

To the extent that these values are acted upon in every 

aspect of daily living, to that extent is society said to 

be growing in the direction of democracy.4 It is 

l For further analysis the authors suggest a companion 
volume, Education and !h!!. Promise Et, America, by George 
s. Counts, New York: Teachers College,·Columbia Uni-
versity, 1944. (Mimeographed.) See Stratemeyer, et al., 
.2E.• fil., p. 26. 

2 Stratemeyer, et al., .Q.E.• ill•, P• 43. 

3 ~., pp. 44-47. Not quoted exactly. 

4 !Jlli!., pp. 43-44. 
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interesting to notice that the values referred to by 

Stratemeyer and her co-authors are to be found listed 

together~ that they are discussed at length, and that the 

same values, easily ~ecognizable, are mentioned throughout 

the text. To this reader, they are considerably more 

certain than values alluded to in some curriculum writings. 

But the question remains, "Can democratic values as listed 

in Developing! Curriculum serve as adequate basis for 

choice of subject matter?" 

The vagueness and consequent inadequacy of the 
, 

concept within the first value--respect for the unique 
,. 

worth of individuals--has been pointed out elsewhere.l 

The third value likewise seems unclear. The 

authors did not say, "Teach children to be intelligent 

and to use democratic processes when the interests of 

individuals and/or groups conflict." They suggested that 

we "help the individual meet his needs through channels 

making for the greatest social contribution."2 But who 

can presume to judge in advance what "the social good" is? 

Does realization of this value call for subject matter to 

produce more technicians or more social scientists? The 

authors do not seem to intimate. What the third value 

means, in terms of subject matter beyond a personal· 

1 See Chapter III, p. 73 of this inquiry. 

2 Stratemeyer, et al., .2.E.• ill•• P• 46. 
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commitment to social welfare (and even which subject matter 

is.thought to be efficacious in bringing about such 

commitment) this reader does not quite know. 

It, by the second value, the authors were 

proposing a program in which the curriculum would be 

constituted of any subject matter whatsoever needed in 

scientific handling•or problems currently confronted by 

children, teachers might have a dependable test for choice 

of subject matter. But the authors do not make such a 

statement. They indicate that learners are to be made 

willing and able to use the scientific approach to 

problems.1 No particular subject matter seems to be 

implied by this value. Apparently the authors_believe 

that teachers can utilize any experience to teach children 

to use the scientific method. 

The fourth value depends upon the other three. 

If they are unclear, and they seem to be, subject matter 

to foster commitment to democratic values can scarcely be 

clearly determined. 

To the extent that democratic values as given 

by the proponents of this plan are vague, to that extent 

l Ibid., p. 45. It may be through a slip of the pen that 
tfieauthors• summary ends with the phrase, "able to make 
reasoned decisions based on the values they hold." 
(Italicized in original.) On the previous page they had 
just said, "coming to reasoned conclusions on the basis 
or careful study or all available data." 
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teachers cannot be sure what to choose as subject matter, 

i.e., as situations in which competence is said to be 

needed as we move toward realization or the values. More-

over, teachers are urged to strive toward the ideals or 

values, yet nowhere has this reader found suggestions for 

resolving differences of opinion when groups of curriculum 

workers are "striving." 

We can be glad that Stratemeyer and her co-authors 

attempted to identify all criteria operative in subject 

matter selection, that they saw fit to give detailed 

explanations and illustrations, and that they presented 

their own definition of democracy. Such features are help-

ful to those who try to evaluate curriculum proposals. 

Weaknesses in their plan for subject matter 

selection, however; are apparent. Judgments are to be made 

by using a set of values which are confusing when we try to 

apply them. Educators must hazard guesses on "needs" in 

the uncertain future. Certain learnings seemingly are to 

be acquired but it is difficult to know'just what they are 

supposed to be. In other words,· choice of subject matter 

is apparently to be made from among those aspects of 

human knowledge which teachers believe that pupils need 

in order to strive toward whatever teachers understand 

Stratemeyer•s values to mean. The inconclusiveness of this 

situation permits personal bias to sway many decisions. 
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For that reason we must conclude that, so far as selection 

of subject matter is concerned, the plan proposed in 

Developing~ Curriculum ill Modern Living has nothing in 

it to make it •distinctively appropriate for democratic 

education. 
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CHAPTER VIII 

REVIEW OF THE INQUIRY, CONCLUSIONS, FURTHER COMMENTS 

A. Review .2! !h,! Inquiry 

At this point in'our_study of new..;type curriculum 

programs we seem to be repeating ourselves. One after 

another or the proposals which we have examined seems to 

be not necessarily appropriate for democratic education--

and for somewhat the same, if not identical, reasons. Let 

us look backward, over the trail which we have taken in this 

inquiry-, to see whether the pattern, which seems to be 

taking shape, actually is discernible. 

We started with recognition that·more than a 

quarter century ago there was some slight movement toward 

development or new-type curriculum programs, characterized 

chiefly by. cutting across traditional subject-matter 

boundaries. We noted that the authors or the Twenty-Sixth 

Yearbook for the National Society for the Study or Education 

saw fit to encourage the movement. Since then numerous 

curriculum proposals or this type have appeared. Almost 

without exception the P,roponents have registered or implied 
/ 

a desire to offer an educational program suitable for our 
.. 

democracy. 

The question we raised was, nAre these new-type 

programs necessarily appropriate for democratic education, 



as rega~ds their criteria for selection of subject 

matter? 111 
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Detailed examination has been made of the works 

of two leaders in the field,-Hollis L. Caswell and J. Paul 

Leonard. Developing! Curriculum for Modern Living by 

Stratemeyer, Forkner, McKim and their associates has also 

been examined, but in briefer fashion. 

The study has been conducted throughout as a bona 

fide inquiry, not as the report of one nor as a record of 

the process of making one. All along the way problems have 

been raised, data have been collected and-tested by follow-

ing out their implications in writing, and tentative 

conclusions have been formed. We pause now to survey our 

work only as one further check on our data and what they 

seem to suggest. 

B. Conclusions 

In our search through new-type programs we seem 

to have found rather extensive lists of what might be termed 

1 Numerous aspects of new-type programs might have been 
evaluated. We have chosen only one--criteria for subject 
matter selection. From a study of three widely known and 
broadly representative educational programs we have con-
cluded that most, if not all, programs have such criteria. 
They may be expressed, implied, or completely overlooked 
but exist, nonetheless, and function importantly. For 
this reason we felt it valid to inquire into criteria for 
choice of content as one measure of the appropriateness 
or new-type programs for democratic education. 
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criteria tor selection or subject matter. In some instances 

the criteria were designated as such by the authors; more 

often they were not. Caswell devoted a chapter to them in 

his first book and scarcely mentioned them by name in other 

works. By diligent perusal the writer found as many as 

thirteen expressed or implied controls over subject matter 

scattered throughout one book, although its author listed 

only four. 

No uniformity in expressing or utilizing criteria 

was apparent, even in the works ot a single writer. From 

book to book there seamed to be a shifting or ideas or a 

regrouping of thoughts, albeit no significant changes in 

the point of view or the author were noted. 

In several cases when criteria were listed, authors 

acknowledged them to be inadequate when taken separately 

but ''a valuable check" when all were employed. Yet no 

additional strength was found by this writer when she 

considered the given criteria as a group, rather than 

individually. 

Most important, l,h! so-called criteria !Q! choice 

2.£. subject matter 1:!!!.! turned !2 !!!. something other !h!!! 
criteria. Time and again when the writer has attempted 

to apply them in situations calling for choice or content 

by a curriculum worker or a teacher, the "criteria" failed 

to function. That is to say, they did not help the writer 
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distinguish between what should be included in the proposed 

curric~lum and what should not. Choices logically deduced 

from these proposals varied so much as to be preposterous. 

Anyone who attempted to follow a given proposal would be 

faced with the necessity of making decisions with no stated 

basis for choice and little inkling as to what the choice 

might supposedly be.l Under such conditions teachers could 

ca~ry- out a program with conscious or unconscious bias. 

If competent, .. conscientious teachers were actually to 

achieve democratic pl'ocedures in selecting subject matter 

(and the writer concedes that it is possible), they would 

do so not by fulfilling the provisions ot new-type programs 

but by going beyond those provisions. 

The question arose, "It the suggested criteria 

are not criteria at all, in the sense or being functioning 

standards for judgment, what are they?" For the most part, 

the so-called criteria seem to be factors which may be 

taken into account when choosing subject matter but are 

not bases for choice. Balance, maturation, children's 

interests and purposes, manifest needs, sequence, social 

pressul'es, and the like appear repeatedly for teachers• 

consideration. These factors, in and or themselves, have 

1 Stratemeyer and her co-authors give more examples (in 
the torm of persistent life situations) than anyone else, 
yet do not provide adequate criteria for subject matter 
actually to be used. 



no particularized signification by which choices can be 

clearly outlined and made. Moreover, teachers are not 

told what the desired end is to be when they use these 

"criteria,." nor how the end is to be achieved. They 

cannot, therefore, use them as true bases for choice or 

content. 

In addition to the factors supposed to be taken 

into account, there are certain "criteria" or slightly 

different. nature. They seem to be central in all programs 

(except Stratemeyer1s) and influential in considerations 

given to the factors mentioned above. Curriculum workers, 

including teachers, are to study society and children, 

formulate a concept or democracy, and discover its 

implications for aims or education. In one way or another, 

the findings (usually in terms of a definition of democracy 

and a statement of a1ms) 1 become the chief determinants of 

what is to be taught. 

Here we have two criteria--conoept of democracy 

and educational purposes--which might at first seem to be 

functional~ But such is not the case in the programs which 

1 Stratemeyer and her associates would have teachers 
identify persistent life situations or needs from the 
st~dy of society and of learners. Recognition of such 
situations depends, however, on their view of democracy 
which hinges upon tour·values to be upheld in all aspects 
of living. Upon inspection, the values prove to be too 
vague to serve as the criteria for choice ot content. 
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we have examined. None of the authors proposed a 

definition of democracy which is sufficiently clear to 

delineate desirable from undesirable subject matter. The 

examples given of democratic ideals are too vague to 

follow •. Both Caswell and Leonard speak of "the democratic 

ideal" and "democratic ideals" within the same work with 

no apparent regard for the contusion evoked in a reader. 

The aims of education, if given at all, have not been found 

to indicate what subject matter is·to be learned in order 
to achieve the goals. 

Furthermore, the plan for discovering concepts 

ot democracy and aims of education, one which all of the 

authors except Stratemeyer propose in some form, has 

nothing in 1t,which will ensure a democratic program. The 

assumption seems to be that groups of workers will, by 

studying society and learners, formulate workable and 

completely acceptable definitions of democracy and state-

ments ot purpose. There is no assurance that their concept 

of democracy will truly tit our social order or that the 

goals they set will be appropriate. Heither is provision 

made for groups of workers to reach agreement. Through 

discussion and compromise they are expected to arrive at 

consensus. There is no guarantee that they will, or that 

they will do it democratically. The loudest voice or the 

most powerful interest can exert undue influence upon 



decisions reached by consensus. Ultra-authoritarian or 

ultra-laissez-faire tendencies can prevail underthis 

arrangement, provided only that the members of the group 

agree among themselves and that the community accepts 

their leadership •. 

·The concepts of democracy·and the purposes of 

education, then, as suggested in new-type curricula, are 

not binding enough to serve as criteria for choice of 

subject matter.l As was the case with factors to be 

considered,, the proponents or new-type curricula seem to 

be admonishing teachers to take action without clarifying 

how they are to do so, or what may be expected as a 

result. Inasmuch as we have round no true criteria for 

selection or subject matter in the new-type programs which 

we have.examined and inasmuch as selection may be 

legitimately made based on viewpoints either highly 

authoritarian or highly anarchistic,!_! cannot escape !h,! 

conclusion~ the proposals in, question!!:! not depend-

ably appropriate fQ..!: democratic education in respect !2_ 

their criteria ill choice of subject matter. 

c. Further Connnents 

Certain other ideas have persistently arisen in 

the course of this inquiry-. Space does not permit extended 

treatment of each, but it may be worthwhile to give them 

very limited consideration. 

1 See footnotes, p. 12 of this study. 



With the exception of Stratemeyer and her 

associates, each writer whose work we have examined 

affirms that we must re-educate teachers it we wish to 
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change curricula. Is thi's a natural consequence ot the 

loose system to be employed in choice of subject matter? 

Teachers are to study society and learners. From their 

study they are to formulate their own concepts of democracy 

and of educational purposes. Yet they are provided no satis-

tactoey method by which to reach agreement either in what 

they find or in w~at 1 t signifies. Can it be that similar 

viewpoints are to be assured only by cultivating in 

teachers a particular outlook on society? 

Another, and related, issue comes to mind. On 

the basis of their own concepts of democracy and of edu-

cational purposes, curriculum workers are to decide what 

learners·"need." The needs are not simply obvious ones, 

in the very real present. Nor are they just deep, internal 

tensions or drives in the sense in which many psychologists 

define needs (although both of the types mentioned are 

often included in lists of needs). Many are future needs 

which curriculum workers presume to anticipate. All too 

often the "needs" include particularized understandings 

and skills which are justified solely as "those which 

eveeyone should know." 
As·soon as educators start to list needs or 

learners in a democracy on the basis of their own beliefs, 



they catalog what they:want or expect democracy to be, 

disregarding !h!! fil .2£ J!!• working together, might 

!! become. Their listing of ne~ds--1n terms of behavior 

traits, experiences, persistent lite situations, and 

such--becomes a new body of subject matter to be covered. 

It differs from traditional subject matter only in being 

more difficult to itemize and to check-off when "learned."l 

By constructing teaching programs to meet "needs," in the 

manner which new-type curriculum programs advise, 

·educators tend to promote whatever kind.of society they 

themselves happen to envision. 

· It ls to be remembered that the historic work of 

George Counts--Dare the Schools Build a New Social Order?----- -- ---
was severely criticized for suggesting that educators 

should determine the direction of our society. Americans 

demonstrated vociferously that they wished to be selt-

directed; that they would delegate to no single group the 

responsibility for determining what our democracy should 

become. In view or the strong reaction against Counts' 

theory, it is a bit surprising that new-type curricula win 

l There ·are doubtless many who would dispute this claim. 
The writer quickly acknowledges that teachers are 
warned over and over that lists of needs, persistent 
life _situations, and so forth are considered by the 
proposers as merely suggestive. But when no clear method 
of choice 1s given and when certain "needs" crop up in 
every list, what would a conscientious and dutiful teacher 
do if not "cover the list"? 
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any favor in America. Implicit in these programs is the 

requirement of unqualified and unquestioning faith in the 

good judgment and the clairvoyance of educators. 

In apparent effort to avoid Counts' pitfall, 

it has been suggested in several programs that teachers 

and·admfnistrators enlarge their curriculum-planning groups 

to include representative laymen, parents, and children. 

To propose that "all concerned" pool their judgments 

scarcely obviates the objectionable feature in teaching 

to meet anticipated "needs." One school, one connnunity, 

one county, one state, or even one group of states that 

ventured to determine in advance what our society shall be, 

and, to educate vigorously toward that end,· would be 

subject to the same criticism that was heaped upon 

Professor Oounts. Ours is a planning society, not a 

pre-planned one. We do not delegate to groups of citizens, 

even to widely representative groups, the responsibility 

to envision the whole of our society. 

In the light of our findings in this inquiry, it 

would seem only natural to raise one additional point. Do 
,. 

all new-type curriculum programs fall into the same error 

as those examined here? Are·they, too, not necessarily 

appropriate for democratic education insofar as criteria 

for subject-matter selection are concerned? 

~o inquire carefully into all new-type curriculum 

programs would seem to fall beyond the scope of this study. 



191. 

The writer might say, however, that she has examined 

several other proposals with more than -casual interest 

and care.1 Over.a period of three years she has had 

occasion to deal closely with curriculum writings for 

both elementary school and college. She has round 

repeatedly that criteria for choice of subject matter are 

not considered forthrightly; tha~, even when they are 

mentioned,- not all controls over subject-matter selection 

are necessarily included; that confusion in use or terms 

is co:rmnon; and that whatever can be taken to be criteria 

in these programs do not truly distinguish between subject 

matter to include in a curriculum and subject matter to. 

be excluded. Teachers are admonished to make certain 

considerations, -but what the considerations are to lead to 

and how they are.to be conducted is anyone's guess. 

It might seem reasonable to expect that one who 

has made careful inquiry into criteria employed in several 

programs would have developed discernment which would aid 

in quickly locating and evaluating criteria in other 

programs. The writer wishes that this were true. Thus 

l Harold Alberty, Reorganizing~ High-School Curriculum, 
New York: The Macmillan Company, 19 8. Educational 
Policies. Commission, Education for All American Youth, 
Washington, D.C.: National Education Association and 

-American Association or School Administrators, 1944. 
Educational Policies Connnission, Education for All 
American Children, Washington, D.c.: National Edu-
cation Association and American Association of School 
Administrators, 1948. 
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far she has found such inquiries marked with tedium. 

This may reflect her own lack of perception. On the other 

hand, 1 t may reflect th'e failure of' curriculum wri tars to 

deal.directly ·and thoroughly with criteria tor subject 

matter'' selection. Or again, it may indicate regrettable 

dfsorder in c·urriculum theory. One is led to suspect 

that, unti1 teachers and other curriculum workers~ 

inquire into new-type curriculum programs and demand of 

their _authors clearly expressed and truly functional 

criteria tor _choice of subject matter, we shall continue 

to be bombarded with "new" curricula, none or which will 

turn out to be satisfactory. 
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ABSTRACT 

AN INQUIRY INTO THE CHOICE OF SUBJECT MATTER IN CERTAIN 
REPRESENTATIVE, NEW-TYPE CURRICULUM PROGRAMS 

The problem which was considered in this study 

was: Are new-type curriculum programs, characterized 

chiefly by cutting across traditional subject matter 

boundaries, necessarily appropriate for democratic edu-

cation as regards their criteria for selection of subject 

matter? The purpose of the study was to evaluate one 

aspect of new-type curricula in terms of its appropriate-

ness for democratic education. 

In conducting the study (a bona fide inquiry, 

not the report of one nor a record of the process of making 

one) a problem-raising, problem-solving procedure was 

employed. 

The basic assumption that criteria for choice of 

subject matter are present and function importantly in 

most, if not all, curricula was validated at the outset by 

examination of three diverse and representative proposals, 

namely, Jean J. Rousseau's, Franklin Bobbitt's, and Henry 

c. Morrison's. 

In the main body of the study, detailed exami-

nation was made of the works of Hollis L. Caswell and 

J. Paul Leonard. Developing.! Curriculum for Modern Living 



by Stratemeyer, Forkner, McKim and their associates was 

examined more briefly. 
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Rather extensive lists or so-called criteria 

were found. They included balance, maturation, children's 

interests and purposes, manifest and anticipated needs, 

sequence, social pressures and the like. In addition, 

concepts of democracy and purposes of democratic education 

were suggested and implied as determinants of what is to be 

taught. Some authors proposed plans for "discovering" 

concepts of democracy and purposes of education; others 

attempted to define democracy and to state the purposes of 

education. 

In some cases the criteria were designated by the 

authors; more often they were not. No uniformity in 

expressing or utilizing criteria was apparent even in the 

works of a single writer. Confusion in use of terms was 

common. .Most importantly, the '-'criteria" seemed to be 

factors to be taken into account rather than true criteria. 

They were found to have no particularized signification by 

which choices could be clearly made. When this writer 

attempted to apply them in situations calling for choice 

of content.the "criteria" failed to function. They did 

not serve to distinguish between what should be included 

in the proposed curriculum and what should not. Choices 

logically deduced from these proposals varied so much as 
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to be preposterous. It appeared to the writer that 

teachers were expected to take action without having it 

made clear how they were to do so (particularly how they 

were to arrive at agreement) or what might have been 

expected in result. It seemed evident that under suoh 

cond·i tions teachers could carry out a program with 

conscious or unconscious bias. If competent, conscientious 

teachers were actually to achieve democratic procedures in 

selecting subject matter (and the writer concedes that it 

is possible), they would do so not by fulfilling the 

provisions of new-type programs but by going beyond those 

provisions. 

Inasmuch as no true criteria were found in the 

new-type programs and inasmuch as it was found that 

selection of content could legitimately be based upon 

viewpoints either highly anarchistic or highly authori-

tarian,~ conclusion!:!! reached that~ proposals in 

question~ not dependably appropriate~ democratic 

education,!,!! respect~ their criteria for choice of 

sub.1ect matter. 
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