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The field of curriculum development is one of vital 

significance with respect to the field of education 

as a whole. This field represents a complex and some-

times worrisome aspect of educational administration. 

Many of the problems of today's sys�em stem from in

adequacies in the curriculum. 

This thesis is presented as a possible aid in the cor

recting of three of curriculum development's most sig

nificant concerns: relevancy, accountability, and in-

dividualization. The statement of the thesis problem 

iss How can the integration of instructional systems aid 

in making curriculum more relevant, accountable, and 

individual? 

It is the proposal of this thesis to answer this question 

by presenting content material in two specific areass cur-

riculum development and instructional sysyems • .  Back

ground material is presented in both areas to acquaint the 

reader the basic principles and, drawing from this material, 

develops the rationale that will answer the thesis question. 

Information is provided that will be of value to all who 

are interested in this area. It assumes a rather modest 

entry level with respect to instructional systems and is, 

therefore, beneficial to those who are un-acquainted with 

this topic. 
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"Today the maior criticisms of thP. Amerir:i., c;rJ-.irv.,l r:11�:-ir11l11m 

stem from those di s'sati sfi ed with 1 the way it is.' They regard 

the standard curriculum as sterile, lifeless, coercive, indif-

fcrent to the actual lives of children and youth, and blind to 

the problems of the times. The failure of American education 

is reported under such titles as: The Way..!.! Spozed �Be, 

How Children Fail, Compulsory Miseducation, Education Contra 

Naturam, The Underachieving School, The Vanishing Adolescent, 

�High School Revolutionaries, Growing !!E, Absurd, The Naked 

Children, The Anael Inside itent �· The smell of death per-

vades some titles: Our Children� Dying, Murder in the 

Classroom, Death 211!!1 Early Age, School .i! Dead, How.!_2 

Survive .i!!. Your Native Land."1 

1William Van Til, ed. Curriculum: Quest for Relevance 
(Boston: Houghton Mifflin Co., 1974) p. 1. 

i;; 



The mean;ng of Mr. Van Ti l 's message i s  clear: today's schools 

are i n  trouble. And ;n fact, the li st  of cr;t;cs and cri ti c;sms 

;s v;rtually endless. The evi dence i s  staggeri ng. Vaidalism 

for exarrple, and the costs i ncurred to the svstem i n  i t ' s  pre-

vention and repai r thereof, cost the nation ' s  tax payers an 

amount ;n dollars equ;valent to S0, 000 t o  60 , 000 teachers' 

salar;es annually. 2 Absenteei sm i s  roughly 10 - 12% on the 

average. The dropout rate ;s currently 2 5%.3 The 1;st goes 

on and on. 

I t  i s  the stand of thi s paper that these are but a fe'" of the 

many problems faci n� today ' s  educati onal system. Thi s thes;s 

i s  presented in the spi ri t of addressing i tsel f to one area of 

the publi c educati onal system: t he cu rri culum. Curri culum i s  

often accu�ed of at hest tolerati ng these condi ti on s  and at  

\ooOrst actin� a s  a causal factor in  thei r perpetuation. 

Thi s paper will deal with curri culum development and i t ' s  

faci li tati on through the i rrplementati on of i n structional design, 

often referred to as systems desi gn or the systematic approach 

to educati on .  The speci fi c topi cs i n volved, as stated i n  the 

tradi t i onal thesi s problem forma t :  How� the i ntegrati on � 

a systematic i n s t ruct;onal design ai d i n  maki ng OJrri cula ----- ------- ---- - - --- -----

2Robert J. Havinghurst and Bern i ce L.  Neugarten, Soc i ety 
and Education 4th ed. (Boston : Allyn and Bacon I nc.,  1975) p. ?.0?.. 

3John Meyers ed. "High Schools Under F i r e" Time Magazi ne 
November 14, 1977) p.  61. 



I t  will be showi that sound systemati c design can ai d curri cu-

1 um devel opment i n  p 1 anni ng cur ri cu l a  that wi 11 be more i ndi-

vi dual, rel evant, and accountabl e .  B y  doing thi s, i t  could be 

argued that some of the symptoms di scussed ear l i er wi 11 van i sh. 

A l  though not within the scope of thi s paper, the argumm t that 

such i l l s  as vandal i sm and absenteei sm cou l d  be corrected with 

a more rel evant, indi vi dual curri cu l um has rruch support from 

vad ous parties concerned with educati on. If one agrees with 

the i dea that a possi bl e cause of an y  behavior that constitutes 

a counterproducti ve attitude t0\•1ards educati on cou 1 d be remedi -

ated with a sensiti ve, art i cu l ate curri culum tai l ored to the 

students for �i ch i t ' s  desi gned, then i t  can rationa l l y  be 

concluded that any means of performi ng thi s task, such as 

i n structi onal systems, wil l be of value. 

To use the system thi s paper proposes, these are the obj ectives 

to be ful fi l l ed as a result of reading the mater i a l  to fol l ow: 

1. Upon CO!Tp 1 eti on of thi s study, the reader wi 11 
demonstrate a w:>rki ng kno\111 edge of the cu r r i cu l um 
devel opment process by bei ng able to:  

A. Descri be the factors that i nfl uence curriculum 
devel opment deci s i on s  and pri ori ti es; 

B .  Name the parties i nvol ved i n  the curri culum 
devel opment process; 

C. Li st the primary goal s and objecti ves a l l  
curri cul a  have i n  common. 

2. With a basi c understandi ng of the curriculum develop
mEnt process, i t ' s  needs, goal s, an d  probl ems, the 
reader wil l danon strate an understanding of the pro
cesses that propose to meet these needs, fu l fi l l  these 
goa l s, and help sol ve these problems b y :  

2 



A. Oefinino the inc;tructional systP.ms :lnnrn�rh to 
<.:::uu,�·;1,;1, .1'.:. <..:v;Ju1c1.:d, )n part, by the L.now
ledge of the meaning of such terms as validation, 
system, feedback, interactive instruction, etc. 
and their relationships as appropriate; 

B. Rationalizing the importance and significance of 
the basic beliefs and concepts concerned with 
the components of a systematic design such as 
the importance of behaviorally oriented objectives, 
or the necessity for va 1 i dati on processes. 

The organization of this paper can then be determined from the 

objectives. The chapter divisions are made so as to provide 

the necessary content material to aid in the fulfillment of 

the stated objectives. A chapter, for instance, wi 11 be de-

voted to the curriculum development process. Bv no means a 

definitive treatment of t�e topic, it will serve to acquaint 

the reader with this field. By the same token, a chapter will 

be devoted to the instructional systems concept. Once the 

ground W>rk has been laid, it will then be possible for this 

paper to draw tre logical conclusions Wiich will serve to 

3 

answer the questions raised in the thesis problem stated earlier. 
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It. Curriculum Devel��t 
---- - - - -- --·- -- -- - -- -

Traditional learninq theory establishes that any discussion of 

a �iven topic beqins with a clear definition of the key concepts 

in question. In order to deal effectively with the topic of 

curriculum development, therefore, it would be best to obli�e. 

Curriculum development is rather nebulous, making a clear-OJt 

explanation of the field ifll>ossible. 

To state the actual definition is quite straight f orward. 

Curriculum is considered bv maiy as all the learninq activi-

ties planned or otherwise implemented i·n any educational set-

ting. The curriOJlum development process then is the attain-

ment of the 1 earning acti vi ti es mentioned abo,1e as a consequence 

of decisional processes made by "arious parties involved with 

the managemen t and operation of t�ese educational settinqs. This 

definition is decP.ptively sifll>le, as this concept has a dimension 

that co�licates the issue. The decisional processes mentioned 

above are of a "values-judgement" nature, bringing cultural and 

societal influences into play. 

Much literature has been devoted to the study of this field, 

most all of W"iich deals with opinion and values. Ho\A.lever, any 

responsible effort to enlig�ten and inform usually will allign 

with the sentiments presented by Mr. Bruce Joyce in a recent 

article: 

'�he task of reform is the creation of learning environ
ments which permit greater fulfillment of individuals, a 
fuller actualization of the possibilities of connunity, 



?�d �n involvement of �iti7E'nS in the procc�� of revit�l-
)L)ng anti i1u1na1Yiz'ing 'i.ne �oc'iety. rl1is task is the core 
of the moral mission of education, the mission wdch 
reaches beyond the place of education as a reaction to 
the other dimensions of societal life to the ifTl>erative 
need for an education \.Jiich has a �ositive role in the 
irrprovement of human social life." 

Mr. Joyce'!> usage of the term "reform" in this article is 

synonymous with the essence of the curriculum developrnent 

s 

process. This paper takes the stand that a systematic approach 

to curriculum development (as it will be detailed later) must 

include some reform mechanism or more appropriately, some means 

for self-adjustment and self-correction. 

In order to better understand this multi-faceted concept, it 

W>uld be appropriate to deal with the factors that influence 

the process. Moreover, we rn.rst investigate the means through 

which these influences filter dowi to the various personnel 

involved as well as the roles these personnel play in the 

processes' implementation. As well as understanding the par-

ties involved and the nature and extent of their involvement, 

curriculum development and the understanding thereof, requires 

that some attention be paid to the objects of curricula; the 

students. The remainder of this chapter wi 11 then deal with 

these three topics: who influences curriculum development, 

Wio is involved in the actual development of OJrricula, and 

finally, the goals of curriculum development. 

4sruce R. Joyce 'Model for an Alternative Approach to Cur
riculum Development" School Media Q.Jarterly (Spring, 1976) p. 219 
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The �chool c;v�t�m i� � �nriril/r111ti.1r�l inc:tit11ti,.,n 1-l--.0"" �""."ts 

are f;rmly planted ;n the very heart of the cormiun;ty.5 The 

school acts as a comnon ground for all the ch;ldren it serves. 

Very Httle goes on ;n the school that doesn't draw the atten

tion of the comnunity. The key factor to realize ;s that every 

school deals with tw:> "ccmnodit; es" that are Vet"Y dear to the 

hearts of nearly every member of the corrmun;ty: their ch;ld

ren and the;r money. If any wrong doing or mis-handling of 

either or both is even suspected, then serious accusations 

and in some cases d;sciplinary actions are in store. 

In accord with the treatment the school can expect, the school 

curriculum is constantly scrut;nized by members of the com

rrunity. \Jhether or not any gi•1en course of instruction is 

appropriate is a decision that always has sane input from the 

corrmunity. Please understand that the term corml.lnity is used 

here in a general sense. Some w:x.ild prefer the term "society". 

However, the meaning ;s ident;cal in the context of this pre

sentation. The conmunity could be local, state, nation, or 

even vorld; at every level the concerns are identical, only 

the magnitude varies. 

The specific parties that historically have been most vocal in 

the educational priorities of the school in general and the 

curriculum in particular have had a profound impact on the 

system. Civil l;tigations, petitions, defeated referenda, and 

5Havi nghurst, Society, p. 217. 



demonstrations �re but a few of the many mP;")n s by i,.A1i ch com

rruni ty members let their thoughts and beliefs be knov.n. Any 

individual or group of individuals has the potential to exert 

some influence on the public institution of ed.Jcation. The 

chief reason for this influence hinges on the fact that the 

school is a public institution, it is run by elected members 

of the cormunity (school board) , it is supported by public 

monies (taxes) and populated primarily by the children of the 

members of the coornunity. There's no escape from the "glass

cage" \Jiich hides nothing and magnifies everything. 

There are three primary influence groups in American ed.Jcation. 

The first of these have a strong moral rationale supporting 

their vie,..points. Religious organizations and educational 

alliances \..ot.ild be excrnples of this as well as parents' or

ganizations. Another motivator for school-conmunity involve

ment is that of the vested interest group. Special interest 

groups have exerted pressures countless times. Mcri datory 

driver's education was supported to a large degree by federal 

lobbyists for the insurance industry. Agriculture programs 

have been shaped and maintained in many cases by local farming 

organizations. If any group could benefit (or be harmed) from 

a given policy or course of instruction, then it is certain 

that all will be done to see the necessary actions be taken. 

The third group of this triad of influence is the strongest, 

and perhaps most reluctant. Governmental organizations are 

involved in education out of necessity. One might argue that 

7 
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they too are a special interest group. Their interest is 

primarily in saving money. After all, the main service of 

many governrrental agencies is to spend money and to justify 

these expenditures. 

To surrrnarize, the three influential parties and their rela-

tionship to the school are depicted below: 

MOR AL-PROFESSIONAL 

INTE.RESTS 
• 

VESTED GOVERNMENT 
NTERESTS 

In keeping with the nature of this topic, the people W"io make 

the decisions concerning curriculum development are not read-

ily identifiable. At the risk of oversimplifying, the parties 

involved in this process can be categorized into five groups. 

According to Mr. Roger Worner in his book Designing Curriculum 

for EdJcational Accountability, curriculum designers, as he 
- . 

puts it, are conJ;>rised of:6 

6Roger B. �orner, Designinq Curriculum� Ed.Jcational 
Accountability (tlew York: Random House Inc., 1973) p. 7. 



Mr. Worner feels this is the most conmon currirulum 
designer. It's popularity is particularly corrmon in 
smaller school distric:ts "here personnel restri ctions 
may impose barriers preventing COl'TJ?etent design. He 
feels that although the q..Jality of the work is often 
very high (sometimes not, dramatically so) the very 
fact that the designer has no particular corrmunity or 
schoo 1 di strict in mind when the 1·.ork i s none makes 
the likelihood of the goals of the W>rk coinciding 

9 

with the goals of any school district very problematical. 

2. Design by a Curriculum Director 

Curriculum directors are corrrnonly found in larger or 
more affluent school districts. Their responsibility 
is to organize and write the curricula for the school 
dhtrict. It is doubtful, according to Worner, that 
the "average" curriculum director is knowledgeable or 
competent enough to do an adequate job for all the 
programs today's schools need. In addition, the cur
rirulum director faces a "credibility problem" in that 
he is usually not required to teach the curricula he 
develops. Teachers may be reluctant to abide wi 1-
lingl y with programs from this source. 

3. Design by a Subject Matter Specialist 

The subject matter specialist is in the position of 
designing rurricula that is perhaps the most precise 
in that he is considered to be an expert in his field. 
This situation can cause problems in that this special
ist is somewhat separated from the classroom teacher. 
The teachers initiative {as with the curriculum direc
tor as \-Jell) is not challenged, they are merely to fol
low the plan of another. This situation also serves to 
dichotomize the relationships and roles of the adminis
tration and the teaching staff. 

4. Design by an ()Jtside Consultant 

The outside consultant possesses characteristics of the 
three designers already mentioned. As with numbers t\'tO 
and three above, he is primarily viewed as a success 
model for all to follow. One of the major problems 
Mr. Worner sees with the outside conSJltant is his 
probable lack of insight and understanding of the 



school district's needs and goals. To this end, the 
vLlts)LiL L<;:;::.ui�o11t 1 .:.re:�y has the ti: .. e 01 cic::.·:,c to 
pursue and supervise the implementation of a curricu
lum pl�n. 

S. The Decentralized Curriculum Oeveloprrent Team 

This plan is utilized by a large number of school 
districts. It em bodies the practice of using the 
instructional staff as a team with other personnel 
in the school to design curricula as a committee. 
Mr. Worner believes that this method could prove 
to be "most fruitful" if adm'inistered properly. 

10 

It WOJld be virtually impossible to determine the actual usage 

of any of these methods. In rea 1i ty, there is much "hybri di za-

ti on" of these p 1 ans. For instance, a curriculum developed by 

a publisher is often revised and augmented by the classroom 

teacher or the administration. Suffice it to say that all of 

the designers with the poss,i bl e exception of the 1 ast, have 

1 imitations and short-comings. It wi 11 be the stand of this 

paper that for reasons that will be discussed later, the de-

centralized curria.ilum development team offers the greatest 

potential for success. This arr<r'lgement lends itself to the 

concept of instructional design incorporating a systematic 

approach. 

Now that the "who's" of curriculum development have been dis-

cussed, it is necessary to look at the curriculum itself. Much 

has been said about curriculum insofar as uniqueness is con-

cerned. For excrTiple, curriculum directors are usually ill-

equipped to dea 1 with comprehensive cu rri cu 1 um demands bee au se 
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of lack of background. Other factors also come into play which 

together orchestrate the belief that any given 01rriculum is 

unique and rlistinct with respect to any other currirulum. This 

is not entirely the case. Even though there is nuch indivirlual-

ity and uniqueness, there i� a side to curriculum and it's de-

velopment thereof, that servP.s as a cannon denominator binding 

all curricula, no matter how diverse. 

What constitutes this corrrnon frame...ork is based in ed.Jcational 

philosophy. Regardless of the subject matter or grade level, 

all curricula atterrpt to fulfill the corrmon goals of education. 

As early as 1918, the Corrmission on the Reorganizing of Secondary 

Education listed the goals of ed.Jcation (Wiich serves vicariously 

here as curriculum). In their publication, The Cardinal Prindples 

of Secondary Education they reported the goals of education to be:7 

1 .  Health 

2. C001T1and of fundamental processes 

3. \Jorthy home membership 

4. Vocation 

5. Citizenship 

6. Worthy use of leisure time 

7. Ethical character 

In a separate report by  the National Education Association in 1944, 

?cardinal Principles of Secondary Education a report to the 
NEA Commission on The Reorganization of Secondary Education cited 
by William E. Hug Instructional Design and the Media Program 
(Chicago: American Library Assoc1at1on-r9'7>T""p. 9. 
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They proposed that all schools construct their curriculum c:o as 

to relate their programs to ten imperative needs of youths:8 

1. Acquire salable skills. 

2 .  Develop good health. 

3. Und�rstand and fulfill obligations to the colTITl.lnity, 
state, nation, and w:>rld. 

4. Understand and appreciate successful family life. 

5. Become wise consumers. 

6. Understand methods and influences of science on 
human 1 i fe. 

7. Appreciate literature, art, music, and nature. 

8. Use leisure time wisely. 

9. Develop respect, cooperation, and ethical behavior. 

10. Think rationally, corTTI'k.Jnicate effectively, and read 
and 1 i st en with understanding. 

Regardless of the source or the timeliness of these reports, the 

message is identical; all of the studies and reports, no matter 

how recent, echo the ideas presented in the report made in 1918 

to the NEA by the CRSE {see previous page). 

Under the Kennedy administration, a council was establishP-d, 

The President's Conmission on National Goals, vklich had as it's 

task to establish the goals of education on a na tionwide basis. 

Their findings stressed very highly the direct relationship 

between the quality of educational opportunities and the power 

and potential of society. This report went on to charge that 

BI bid. , p. 9. 



the current educati onal system was "med;ocre and i mpersonal " 

and recorrrnended that provi s;ons be made to account for i n d;

vi dual di fferences.9 

9 t b i d. , P• 10. 

l 3 



Hopefu l lv ,  i t  has bem shO\IA"'I that the fi e1d of curriculum 

deve1opment i s  a co�l ex, l i vi ng organism that requi res 

attenti on and care to keep operating effecti vel y .  The 

notions presented throughout thi s chapter have ta.iched on 

the concern s  rai sed i n  the fi rst chapter. It i s  the opi n i on 

14 

of many that curri cu l um i n  today ' s  school s i s  not doi ng the 

job. Governmen t i s  rel uctan t l y  invol ved i n  edJcation because 

of accountabi l i t y  concerns. Mr.  \.'orner accuses over 99%of 

today ' s  schoo l s  with operatinq wi thout any notion or reCO!Jn i 

tion o f  t h e  goa l s  towards whi ch i t ' s  cu rri cul a are t o  stri ve. 10 

The Presi den t ' s  counci l i n  1960 accused curricu l a  of bei ng 

i rrperson a l . The meaning i s  c l ear,  cu rri cul um must stri ve to 

be more rel evan t ,  accountab l e ,  and i ndi vi du a l i s t i c .  

lOvorner Oesi gni ng Curricul um, p .  9. 



lLL•_J_!]_S true ti on al _.�Y5.t_�s 

"A system i s  defi ned i n  the dictionary as �n assanbl age of 

objects united by some form of regu l ar i nteract i on or i nter-

dependence; an or�an i c  or organi zed whol e; as, the sol ar 

system or a ne\•t te 1 egraph system." Accordin� to thi s defi-

n i tion, a system can ei ther be natu ral or men-made. I n sofar 

as thi s presentation i s  concerned, man-made systems wil l be 

di scussed. 

There i s  nothing magi cal about a systemati c approach to educa-

t i on. \·-'hat thi s concept embodi es i s  a l ogical , rati onal , pre-

ci se approac� to i n structional design so as to faci l i tate 

l earning. \.1hen an approach such as thi s i s  used, i t  is pos-

si bl e to determine exact l y  i.-Jhat h to be accompl i shed and 

provide a mechani sm to assure i t ' s  attai nmen t .  This approach 

can be appl i ed to most any task or job. As with cu rricul um 

development, there exi sts much l i terature concerning a systems 

approach to education. Thi s fi el d i s  p l agued with rruch (too 

rTl..lch) techni cal jargon that al l essent i a l l y  expresses the same 

thoughts. Thi s paper wi 11 attempt to decipher thi s jargon 

i nto simple, p l ai n-l anguage terms. 

In order to understand a svstems approach we need to have a 

fi rm under standin� of a system as i t  rel ates to education. 

As stated earl i er ,  a system "i s an assemblage of objects;" as 

l l oel a H. Banathy I n structional Systems (Belmont, Cal i f
orni a :  Fea ron Pub l i shers 1968) p. 1 .  

l 5 



far as education is concerm�rl, this is insrJfficient. Modify-

ing this definition; a system is an orderly, precise means of 

identifying, implementing, and insuring all the learning ex-

periences in C!l"IY educational setting. A viable syst(Jl'ls model 

is presented by the COl'fl>uter progranmcr. In dealing with a 

very COl'fl> 1 i cated system, the computer, he rrust have some pre-

ci se means of depicting this "sys tern" and it's COl'fl>Onents 

(usually called sub-systems). The flow chart is a means of 

sho�nng a system and it's related sub-systems in an under-

standab 1 e manner-. A flow chart is nothing more than a "road 

map" showing tlie position of the sub-systems and their inter-

connecting "roadways" Wii ch serve to i 1 lustrate important 

relationships. 

INPUT 

PROCESS 

OUTPUT 

In the interest of clarity, it \f..Ould be appropriate to depict 

a system as it relates to education in ri flO\Y-chart form. 

Remember that our definition consisted of three concepts wi tf1 



17 

ing.  Any descripti on ther�fore must i nclude these not i on s .  

A possi ble i n structional systems format i s : 

IDENTIFY ! 

GOALS 1 
11 
tn 
m 

IMPLEMENT �---•O 

INSTRUCTION m 

)> 

0 

" 

INSURE I T 
RESULTS _____ _ 

Notice that the system includes a fourth C°"l>onen t ,  feedback. 

Feedback i s  necessary to i n sure the success of the system by 

providing a means of self correction. For i n stance, i f  this 

system were to be found i n  error as a result of the vali dation 

processes, i t  i s  only logi cal to assume that these error s be 

co rrected, ot herwise, Wiy vali date i n  the flrst place? Thi s 

mechan i sm i s  generally referred to a s  a "closed-loop". Many 

systems are of a closed loop nature. 

Taking a closer look at  the sub-systems of our system model, 
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let's investi!'.late first the 11box11 label�d "identify �oals". 

A goal is a bro ad, general description of instructional intent. 

For instance, a goa1 for an art class may be: The student wi 1 l 

appreciate impressionist art as a result of this course. This 

is a perfectly valid goal, but how do you reach this goa1? What 

do you teach? How do you know if and when the students attain 

this goal? 

Behavioral Obiectives 

It is obvious that a sifll>le statement of educational goals is 

of questionable value as far as a systematic approach is con

cerned. For this reason, a more pred se, measurable means of 

identifying the goals of education needs to be devised. To be 

effective, these i denti fi er s must be pred se, measurable, and 

ab1e to point out the proper teaching strategies. These iden

tifiers are corrrnonly knoW'I as Behavioral Objectives. A be

havioral objective is a precise statement of Wiat the student 

nust do in terms of overt, measurable behavior as a result of 

the course of instruction designed to fulfill this objective. 

In addition, behavioral objectives also include the conditions 

under which the student must perform and the standards of per

formance requirements he nust meet in order to satisfactorily 

demonstrate his competencies. 

Behavioral objectives therefore, describe the desired behaviors 

in terms of overt actions, (or overtly manifested, cover t be

havior) to a set performance level under specified conditions. 



A few examples of behavioral objecti ves may be: 

1 .  The student wi 11 know the pdmary causes of the c i  vi 1 · 
war . 

This objecti ve i s  not as cl ear as i t  cou l d  be; the standards 

or condi t i ons are not l i sted (they need not al ways be i nc l urled 

i f  i t  i s  obvious \.fiat thev are). To be eff P.cti ve, a behavioral 
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objecti ve must be preci se and measurabl e. Perhaps a better rep-

resentation of this objecti ve cou l d  be: 

2. Upon cofll>l et i on of chapter 4 in the tex t ,  the student 
wil l ,  without reference mat-eri als,  l i st the 9 p r i mary 
causes of the ci  vi 1 war i n  20 minutes wi th 100% 
accuracy. 

Thi s objecti ve i s  more desi rabl e  i n  that i t  sp�ci fi es the oesi red 

behavior i n  behavi oral terms--l i st--other such terms might be: 

exp l ai n ,  defi ne, order ,  solve, etc. It  goes on to speci fy the 

condi ti ons under Wii c h  the objective i s  to be eval uated--upon 

corrp letion of chapter 4 ••• without reference materi a l s--th i s  

gi ves the student the knowled9e necessary to perform adequately. 

Fina l l y ,  this objecti ve speci fi es the standards by whi ch the 

student wi 11 be eval uated--9 primary causes • • •  i n  20 minutes •• • 

wi th 100% accuracy--t here tan be no dou bt as to the requi re-

ments for succ�ssful completion. 

Behavi oral objecti ves are often di ffi cult to wri t e  correct l y .  

The st ipulati on that they be preci se, and behavi oral l y  ori ented 

often l ead to th� cri t i c i sm that they are valuabl e onlv i n  the 

training of ski l l s. Thi s cri t i c i sm i s  generated bacause objec-

ti ves i n  thi s area are often easier to wri t e. Behavioral 
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objectives can be written for virtually every learning situation.12 

All learninq can be divided into three domains: the cognitive, 

affective, and psychomotor. The cognitive domain deals with con-

crete knowledge such as mernodzing, redting, solving, deducing, 

etc. Much of today's learning falls within this domain. The 

affective domain deals Mth attitudes and feelings, art appreci-

ation, music appreciation, enjoyment of sports or science or 

mathematics are a few of the areas in W'lich the affective domain 

is involved. Educators are just beginning to realize the irn;:>or-

tance of the affective domain in the teaching of such topics as 

civics, ethics, v..orthy home membership, and so on. The last 

domain is that of the psychomotor, the teaching of s kills such 

as manipulative actions, manual dexterity, or linguistic skills. 

The following represents objectives, written in precise, be-

havioral terms for each of the three domains: 

Cognitive Domain 

Upon corn;:>letion of the handout material, the student w; 1 1, 
w; thout reference materials, define the meaning of the terms: 
Cognitive, Affective, and Psychomotor in 20 minutes with 100% 
accuracy. 

Affective Domain 

The student will demonstrate a positive feeling towards im
pressionist art by voluntarily discussing the work of Monet 
in cl ass. 

--This is the most difficult area to write objectives, in 

1 2Derek Ro'v-Kltree Educational Technology in Curriculum 
Development (New York: Harper and Row Publishers 1974) p. 29. 
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that the performance i ndicators are general l y  covert and 
• ' ,: j. : � ) r I ( '•: [" • 1 I.,• .J (. 1 •; f. �) t ;;. 1 •: '? )' S iJ ' i? s (_;f} l. • :3 • 1 ' ' ._ r rl 1 1 i' $ r ca k-
i ng ,  i f  the behavi or i s  demonstrated vo l untari l y ,  then 
the objective i s  considered val i d--

Psychomotor Domai n 

The student wi l l  d6'1onstrate the knowl edge of carpent ry 
techni ques by joining tw:> pine 1 X 81s at an aigle of 90° 

wi t h  a standard dovetai l joi n t  as demonstrated i n  cl ass. 
Thi s project i s  to be turned i n  on the date sp eci fi ed. 

Al though a l l  l earnin� experi ences can be cl assi f i ed i nto these 

categories,  behavi oral objecti ves are necessar i l y  restri cted to 

behavi oral termi nology. Re-cl assifying al 1 l earning expe ri ences 

i nto behavi oral terms we fi nd t hat t hese three categori e s  cai 

adequat l ey descri be all learning act i vi t i es:13 

Motor Performance 

This behavi or can be typi fi ed by some of the fol l owi ng 
terms: Maiipul ate, operate, adjust, ass'3nble, and 
c onstruct. 

Verbal 

Some terms that typ i fy this behavior are:  l i st ,  name, 
ci te, reci te, state, defi ne, and wri te. 

Di sc ri mi nati on 

Behavi oral i ndi cators that represent di scrimination 
behavi or are: choose, select, corrpare, i denti fy, and 
differentiate, amongst others. 

I n  surrmary, behavi oral objecti ves speci fy the desi red behavi ors 

to be learned as a result of the course of i nstruct i on i n  pre-

ci se, behavi oral terms. I nc l uded with thi s statement i s  a 

13Genera1 Prograrrrned Teaching Desi gning Effective I ns t ruction 
(Pal o A l t o ,  C a l i fornia: General Programmed Teaching 1970) p.  17. 
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specification of the conditions under \Jiich the performance 

will be evaluated and the standards of performance the student 

rrust meet to satisfactorily fulfill the objective. Behavioral 

objectives can be developed for all three domains of educational 

activities; the cognitive, psychomotor, and affective. In 

behavioral terms, an objective can specify performance as motor 

performance, verbal performance, or discrimination performance. 

In specifying any behavior, the activities can represent any one 

of these behaviors. Very often, the behavior specified will 

overlap into any tv.o or all three areas. 

Developing Instruction 

Ve now move on to the second sub-system of our sys tens mode 1 ,  

the "box" 1abe1 ed "develop instruction". Developing i nstruc-

ti on is a means of developing and presenting the content mater

ial that will allov-1 the teacher to continual ly monitor the prog

ress of the student and the performance of the program. 

According to Dr. David Cram in the vorkshop: Designing Effective 

Instruction this process can best be illl>lemented by usage of 

interactive instruction. 14 Interactive.instruction relies 

heavily on tv.o-way coomunication and interaction between the 

teacher aid student. Interactive instruction is also manifested 

by a large degree of active interaction bet\veen the student and: 

1 )  his fellow students and 2) the program itself. The ration

ale here, Cram believes, is in the great deal of data available 

1 4 I bi d. , p • 3 • 



when interactive instruction is employed. Progress is con-

tinual ly monitored and the student's performance can be closely 

examined. If a sturlent doesn't understand or is bored, then 

"it becomes inmediatelv apparP.nt. 

A central concern of this sub-system is the development of the 

content material. This is c�rised of a tw:> step procedure. 

First, the 9eneral content for the course of in struction i s  

developed. Then, the specific learning aciivities are pre-

scribed for each student to guide each of them in th e fulfill-

ment of the course requirements. 

We will deal with the considerations for general content devel-

opment here. The development of content for a course of in-

struction can be thought of as a system itself. Vernon 

Gerlach and Donald Ely in their book, Teaching and Media: A 

Systematic Approach, have developed such a system to determine 

the oeneral content for a course of instruction:15 

Steps to developing content 

1. Determine teaching strategy. 

This step involves the investigation of the specific 
objectives individually and determining the best 
teaching strategy to satisfy that particular objective. 
Decisions are made as to the nature of the instruction, 
such as lecture, laboratory "-Ork, or independent study. 

2. Organize Groups. 

Once the proper teaching strategy has been determined, 

Vernon s. Gerlach and Donald P. Ely Teaching aid Media: 
A Systematic Approach (Engl ev.ood Cliffs, Ne'" Jersey:Prenti ce
Hal 1 Inc. 1971 ) p. 24. 



the student s  can be ornani zed i nto the proper �ro1ps 
!>O ;i5 t.u conp i / v;i th tht! r·equi rer:1ents of tlv'! teaching 
strateqv requi rement s. 

3. A l l ocate t i me. 

Rememberino that the studen t s  are i nvol ved in other 
cours�W>rk, i t  i s  i !ll>erati ve that the t i me l i mi ta
t i ons be takP-n i n to account. After a l l ,  t�e best p l an 
i s  usel ess i f  the stud�nt ' s  other acti vi ti es confl i ct 
wi th t�e proqram. 

4. Al l ocate space. 

Agai n ,  p�ysi cal l i Mi tations mu5t be accounted for i n  
anv respon s i b l e  plan.  

5. Select resou rces. 

Here the pr oper support equi pment and software are se
l ected to maximi ze the poten t i a l l earn i n g  cxperi E!'lces. 

Gerl ach and El y ' s  p l an for content devel opment i s  but one pl ai 

to accC>nl>l i sh this task. I t  i s  i f1l>ortant to note that there 

are probabl y  as many pl an s  as there are pl anners. Many fal l 

vi ctim to the overuse of jargon that CC>nl> l i cates t he pi cture. 

Very few i ncl ude rruch for which thi s p l an deosn ' t  allow. They 

may use di fferent termi nology but the meaning  i s  the same. 

Lookinq at the task of content devel opment from a sl i gh t l y  

di fferent perspecti ve ,  Cram i n  hi s presentation of what he 

call s content anal ysi s has developed a sub-system that ad

dresses i tsel f to the task of devel oping the proper caiten t : 16 

16General Prograrrrned Te�chi ng, p. 7. 
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S/R PAIRS 

Taking a cl oser look at the i ndi vidual canponents: 

1. Develop Course Requirements. 

These are the requi red terminal behavi ors that are to 
resul t as a consequence of the successful corrpletion 
of the course. 

2. Consi der Exi sti ng Mater i a l  Pertai ning  to Coorse Require
ments. 

Here a survey i s  made of the resource material avai l 
able  and appl i cabl e to the course requi remen t s. 

3. Devel op Coorse Objecti ves. 

The speci f i c  i ndicators of desired t ermi nal performance 
are sp eci fi ed. These, however,  are somewhat genera 1. 

4. Develop Stimulu s-Response Pai r s .  

A s  far a s  thi s presentat ion i s  concerned, a stimul us
response pai r i s  the speci fi c acti vi ty the student i s  
to be i nvol ved i n .  Thi s pertains to the speci fi c mo
ti vator (the stimul u s )  and the desired behavior (the 



response). Th�sc stimulus-response pairs should be 
.:.� c.:cta-: ied o� Ui<; tks'iyne;- ueerns 1tt;cessary. This 
is by no means an adequate description of stirrulus
response pairs and their relationship to the system, 
however, the co"lllexity of this material places any 
detailed description beyond the scope of this paper. 

5. Classify Stimulus-Response Pairs. 

With the S-R pairs identified they can now be classi
fied as to the type of performance they represent. 
They can represmt verbal, discrimination, or motor 
performance behaviors. 

6. Develop Subobjectives. 

Now that the desired behaviors have been identified, 
the subobjectives (Wiich are just behavioral objec
tives that specify a performance that is a CO!Tllonent 
of the behavior specified in the objective) can be 
determined. Subobjectives tend therefore, to be 
very sped fi c. 

7. Develop Criterion Test Items. 

2(, 

A criterion test item is an evaluato r of the achieve
ment of an objective. Criterion tests items are de
signed so as to measure the success with which the 
behaviors specified by the objectives are assimilated. 
It is necessary therefore, that the criterion test item 
test for the exact behavior specified in the objective 
for which it's written. For every objective there rrust 
be a criterion test item to determine if that objective 
has been met. 

Cram goes on to suggest yet a different system for content 

development. This system serves to surrmarize the \..Ork of many 

educators in this field:1 7  

Eight Steps in DetermininQ Content From Objectives 

1. Read available material on the topic. 

2. Divide material into large coherent units. 

3. Develop broad, general goals. 



4. Oevc loo cou rse obiecti v�s. b�h�vio� a 1 1 v  �t�tPrl Rnrl 
\ ; 1 c l t 1 1 i i nq co11Ji t � v . 1 !.>  and standards 1.-.hcre 11eccssar·v. 

S. l dent i fv gen eral content areas that must be covered 
to i nsure the students abi l i ty to perform each ob
jecti ve. 

6. Develop subobjecti ves for the course object i ves. 

7. Ana l yz e  the subobjecti ves for speci f i c  content 
ma t er i a l  to be covered so that the students can 
achieve the performance requi rements. 

8. Develop content. 

Thi s system embodi es a r a t i onal , del i berate effort to develop 

the speci f i c  l earning experiences to be covered. Perhaps a 

w:>rd of explana t i on here cou l d  help c l ar i f y ;  Cram ' s  usage of 

the term " subob jecti ves" ref er s to objec t i ves wri tten for the 

exact, spec i f i c  behaviors to be taught. For examp l e, g i ven 

the object i ve :  t h e  student w;11 descr i be the funct i on s  of 

th e  s i mp l e  machi ne c a l l ed the l ever, a subobjecti ve for th i s  

general object i ve coul d be: the student \.Ji 1 1  define the fu l -

crum a s  i t  relates to a f i rst c l a s s  l ever. The subobjecti ves 

are very spec i f i c  and reflect exact l earni ng acti vi t i es an d  

di ctate speci f i c content. 

Now that the content mater i al for the course has been devel oped, 

our attenti on wi 11 turn to the student. One of the cri ti ci sms 

made of the present cu r r i culum i s  i t ' s  i nabi l i tv to account for 

student s '  i ndi ·Ii dua 1 di fferences. The systema t i c  approach 

offers a so l u t i on to the probl em. I f  we a s sume that every 

student enters a cou rse of i n struct i on � th a vary i n g  l evel of 

be!1avior a s  i t  relates to the content mater i al then we can 



derlucc that thesP stucicntc; � 1 1  h::ive cii ffer i n n  P.rl11c-::iti on::) l n"l"rl c:; .  

That i s ,  i f  the behaviors they exhi bi t upon entering the cl ass 

vary, then the program tl-iey wi l l  be i n'-<> l ved i n  shcu l d  vary 

accordi n g l y. Th� process of f i t t i ng the program to the 

i ndividual studen t ' s  needs i s  usua l l y  referred to as entrv 

l evel determi nati on. Entry level determi nations can be made 

i n  various ways. Records of course v..ork i n  pr.evious cl asses 

or pre-testing ( l i ter a l l y ;  testing  before any i ns t ructi on) are 

bot., emp l oyed extensi vely to ai d the t eacher i n  determi ning  

entry l evel behavi ors. Once the entry l evels have been de-

termi ned, the teacher can go back to his "inventory" of ob-

jecti ves he has establ i shed for t he  course. He may then 

choose the appropri ate objecti ves to i nvol ve the student i n  

onl y  those areas he needs to ful fi l l  course requi rements. 

Bel a  Banathy i n  h i s  book Instructi onal Systems sumnarizes the 

resu l ts of entry l evel determi nati on.18 

I N V E N T O R Y  

O F  L E A R N J N G  

A C T I V I T I E S  

-
' N P U T  

C O M P E T E N C E  

-

-

A C T U A L  

L E A R N ! N G  

Entry l evel determi nations can be used i n  other app l i cati ons. 

At Oakland Corrrnuni ty Col l ege i n  Mi chi gan, they use entry l e vel 

determi nati ons i n  a more corrprehensi ve, provoca ti ve manner. 19 

18Banathy I nstructi onal Systems, p .  49. 

1911Persona l i  zed Educati on Programs Uti 1i zing Cogniti ve Style  
Mappi ng" Oakl and Comnuni ty  Col l ege 2480 Updyke Rd. , Bl oomfi eld 
Hi l l s, Michi gan. 16mm Fi lm, Eastern I l l i nois University Fi l m  
Li brary M-1362 



�ach student entering Oakland ;s administered a battery of 

tests. These tests not only determine entry level behavior 

as we have described it here, but actually measure the ways 

that student learns best. They refer to this as "cognitive 

style"; they believe every student has his OW'l unique cogn;

tive style. In their opinion ,  if the indivi dual cognitive 

style can be determined, then not only can they teach him \.J')at 

he needs to know, but do so in a manner that wi ll allow him 

?') 

to 1 earn the \•Jay he 1 earns best. Determining entry 1 evel be

haviors is the focus of the system ' s  abilities to tailor the 

course of instruction to the i ndividual differences each s tudent 

possesses. By doing this, a systematic design can truly offer 

the student the benefits of individualized instruction. 

Validation Processes and Feedback 

Since feedback and validation are very closely related they 

will be treated together. Validation/feedback processes rep

resent the last sub-system of our systems model. 

Validation processes refer to the evaluation of the performcrice 

and validity of the activities of the entire system as a i,..hole. 

Validation is useful to a systems design in tw:> separate capaci

ties. Early in the design of a system, validation is used to 

validate the program itself. I n  the development stage of con

tent material designing, validation is used to test each of the 

objectives under "l aboratory11 con di H ons. This type of test

ing is usually cal led developmental testing. After the program 

has been assembled but before it is placed into general use, i t  



i s  tested under Qenera 1 cl  ass room con di ti ons. Thi s type of 

testing i s  referred to as val i dat i on testi ng. Val i dati on and 

developmen tal testi ng represent a COl'f'l> l e x  aid i nvol ved pro

cedure that requi res much careful thought on the part of the 

designer. Thi s i s  one area of the system where the designer ' s  

professional ski l l s  are put to th� test ; he rrust deci de on the 

basi s of the testing resul t s  W-.ether the scores refl ect de

fi ciencies i n  the program, t he stu dents,  or both. 

Once these deci sions have been made, the necessary changes can 

be effected. P rograms often requi r e  re-val i da t i on after a 

peri od of ti me to keep pace wi th the ever changing school 

en vi ronmen t • 

Now that the val i di ty of the program has been assured, val i 

dation processes are elTf>l oyed to moni tor t he  student ' s  p ro

gress. Thi s type of testing i s  general l y  cal l ed cri terion 

testi ng because the test measures the degree wi th hni ch the 

student l earns the cri teria estab l i shed in the objecti ves. 

Cri terion tests consi st  of test i tems that determine Wiether 

the student has l earned the mater i al as outl ined in the ob-· 

jecti ves. For each objective (or subobjective) there shou l d  

be a cri ter i on test i tem. Thi s test i tem lll..Jst  test for the 

exact behavior t'4ught in  the objecti ve. Otherwise, the test 

i tem i s  i n val i d. I f  the objective teaches verbal pe rformance, 

then the test i tem lll..JSt test for thi s ver bal performance. 

Feedback i s  the logi cal extension of the va l i dation process. 

10 
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Feedback mechan i sms carry out t he recorrmcndati ons of the val i da

t i on process. This mechanism serves to cl ose the l oop to 

create a process that con t i nual l y  moni tors the who l e  S"/stem 

and keeps i t  "on course". As wi t h  vali dation, feedbad: pro

cesses const i tute a gr�at deal of acti ve i n vo l vement on the 

part of the designer. The system here does l i tt l e  more than 

guide the designer ' s  thoughts; most of the v.ork i s  outsi de the 

rea l m  of the system i tsel f and relies on the expertise of the 

designer. 



I n  surrmary ,  a systemati c design c�ri ses t he fol l owing sub-

systems: 

I D E N T I F Y. _____ 1 
G Oi L S  � 

D E V E L O P ____ g 
I N S T RrC T I O N  � 

V A L I D A T IO N-· ____ J 
Behavi oral objecti ves are preci se, mea surable statements that 

prescribe vmat the student lllJ St do in  terms Of desi red termin-

al behavi or s as a resu l t of a gi ven course of i nstruction. 

These objectives tend to el iminate ·ambi gui t y  from corrpromi s-

ing the effecti vene ss of a program. Both the teacher and 

student understand the t a sks at hand. The student knows ex-

act l y  \<hat to expect and the teacher knows exactl y  Wiat lll.Js t 

be cover ed to fu l fi l l  the objecti ves. 

In devel oping co n t en t  i t  i s  recomnended that the plan be 

centered around a method of i nstruct i on that '� 1 1  al low for the 

greatest possi bl e i n t eract ion between al l the parti es concerned 

wi t h  the i n structi ona 1 process. Thi s  i s  necessary as these 

i nteractions a l low for the moni toring of student progress and 

i n structional program perfor1TICW1ce. 



Content materi al i s  best produced a s  a resul t of a careful 

anal ysi s of the desi red l earning behavi ors as evidenced from 

the behavi oral objectives. The eight steps of deve l op i ng 

content from objecti ves are: 1 .  Read avai l ab l e  mater i al on 

topi c. 2 .  Di vi de mater i a l  i n to l arge coherent uni t s .  3. 

Develop broad, general goal s .  4. Develop course objectives,  

behavi oral l y  stated and i nc l u di ng condi t i on s  and standards 

Wiere necessary. 5 .  I dentify general con tent areas that 1T1.Jst 

be covered to i n sure the studen t ' s  abi l i ty to perform each 

objective. 6. Develop subobjecti ves for the cou rse objectives. 

7 . Analyze the subobj ecti ves for speci fi c content materi a l  to 

be covered so that the student can achi eve the performance re-

qui remen t s .  8. Devel op con t en t .  

Entry l evel determi nations al l ow t h e  teacher to select the 

necessary l earning experi ences so that the student may l earn 

onl y  the materi al needed to fu l fi l l  course requi rements. He 

need not be bored wi th mater i al he has a l ready ma stered or 

confused with materi al he ' s  not ready to l earn. Thi s process 

a l l ows the teacher to tai l or the course to the i ndi vi dual 

needs of each student. 

V a l i dati on and feedback provide for the preci se moni tor i ng en d  

improvement of the system during i t ' s  desi gn , and the studen t s '  

i nteractions \� t h  the system after i t  has been i nstal l ed i nto 

use. 

Perhaps there i s  one componen t  of ou r  system that has not been 



di scussed ·1e t .  The most i mportant COfll>Onent of thi s (or an y )  

system i s  the rlcsi gn er .  A \.-Or thwhi l c  ec:L cat iona l program cou l d  

very possi bl y be designed and i fll) l emented wi t hout one formal 

though t of a systems approach. Some of the best teachers thi s 

\f.O r l d  has ever seen may never even have heard of such a t h i n g  

as a "systems approach" or " i n structi onal desi g n " ,  yet i f  

these teacher s were to i nvestigate a systemati c approach, they 

W>u l d  probab l y  notice many simi l a r i t i e s  bet,�en the i r "i nformal" 

design proc�sscs and the fo�ma l i zed conceptual i 7.a t i on of syste�s 

theory. Mcrey of the best teachers \-Ou l d  cal l a l l  of thi s "cormron 

knowl edge." But for tliose W"io aren ' t  excep t i on a l  educat i onal 

designers, a systems approach can a i d  the teacher to maxi mize 

al l the benef i t s  the cu rri culum can offer i t ' s  stud6'l ts. No, 

there can be no substi tute for good t�acher s ;  no machi ne cou l d  

be fed a systems desi gn and alone p l an an excepti onal program 

(or any program at a l l ) .  P eop l e  make an y  system W>rk. System

ati c approaches don ' t  replace teachers bu t  rather, they ai d i n  

maki n g  every teacher a true educator i n  the most positi ve s01se. 



I V. I n structional Systems and Cur r i c u l um Oevelop�n t .  

\.1i t h  the necessary back ground mater i a l  covered i t  i s  now pos

si b l e  to i n vesti�ate the means i n  \Ji i ch system design can a i d  

i n  cur r i c u l um developll'P.n t .  

I t  has been shoWl that t h e  curri cu l um devel opmen t process i s  a 

COfll>l ex ,  i n vo l ved task that i s  never corrp l ete; a l l  curr i cu l a  

need to be revi sed con t i  nu al 1 y to keep pace wi t h  ever-ch anging 

soci ety an d  the envi ronment i n  \Jii ch i t  functions; 20 The cur

ri culum i s  a concern of tremendous magni tude. Many of the i l l s 

p l aguing schoo l s  today are traceabl e in  part to the curriculum. 21 

Thi s paper does not propose to offer an y  sol u t i on that wi 1 1  

solve a l l  or even any of the great p robl ems faci ng the OJ rr i cu

l um of today si nglehanded l y. There are rarel y si rrp l e  answers 

to such canp l ex probl ems. Human i ty has rel i e d  on the powers 

of l og i c ,  reasoni ng , an d  et11'i ri ca 1 i nvesti gati ons to deal wH h 

a l l  of i t ' s  problems since the daW'l of hi story (an d  before, as 

we l l ) . Thi s papP.r humb l y suggests that educators take the 

exa"l>l e, and l ook at the problems i n  a rationa l ,  logi cal way. 

I nteresti ngl y enough, the princi p l e s  of a systemati c desi gn 

fol l ow these l i nes of thought. I f  nothing el se, a svstematic 

design represen ts order l y, l ogical thought patterns 

20 Joyce "Model for al ternati ve • • •  11 p. 220. 

21 Van Ti l Cur ri cu 1 um: Quest • • •  p. 4. 



orchestr�tP.d into a plan for educational �dvancement that i5 

sensitive to the needs of the i ndivi dual, precise i n  terms of 

what i t  i s  to accomplish and readily adaptable to the changing 

ti de of societal influences, v-..hile main taining a firm educa

t i onal goal that no amount of interferenc� can disturb. This 

poi nt can ' t  he st ressed enough : there i s  nothing magical 

about a systems approach. I t  merely represen ts a formaliza

tion of all the thought processes that compr i se educational 

programs which excel in perfo rming their task. 

How does the average school go about i mplemen t i ng a systems 

approach? A full answer to this question i s  quite beyond the 

scope of this text. The pro9rams that employ a systems approach 

vary from one course to one subject area, one divisi on ,  one 

college, or even an entire educational program. Systems 

approaches to developing curricula are not new. The mi litary 

and i ndustrv have been employing a total systems corrmitment for 

years. At Oakland Conmuni t v  Col lege, 30% of their entire cu r 

riculum uses a systems approach t o  education. 22 Many schools 

use individualized instructional packages , either home pro

duced or conmercial l y  prepared. And in many cases, teachers 

are usi ng at least parts of a systems approach, as many parts 

as thei r school district al lo\..,is.  A systems approach, \..,ihen 

t ruly thought of in the edu cational sense, fits in very 

?.211Personali zed Education • • •  " Oak l and, 16rrrn film. 
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comfortabl y.  A rather new and provocative approach to i ncorpor

ating systems an d  cu rri cu 1 um i s  that suggested by Roger \.!orner 

i n  hi s descri ption of "The De-cen tral i zed Curricu l um Devel opmen t 

Team". TM s team wru 1 d be c�ri sed of at 1 east t\o.O par ti es. 

One par t y  \>,OLJ l d  represent the content exper t s ,  thi s cou l d  be 

c l assroom teachers,  department heads, or even ad'ni ni strators. 

The second party wou l d  rep resen t a systems expe rt,  �mi ch could 

be instructional designers, or media speci a l i sts  (audi o-vi sual 

di recto r s ) ,  cl assroom teachers wi th a backgrounrl i n  systems 

theory cou l d  even qual i fy .  The func t i on  of thi s team \>,OLJ l d  be 

to pour i nto thei r design al l of thei r knowl edge and experti se, 

in order to d�sign i n structi on as a group functi on .  Together, 

thi s team wi l l  produce a package that i s  both systemati cal l y  

designed (wel l medi ated, too) and academi cal l y  correct. Thi s 

i s  perhaps one of the areas i n  ed.J cation Wiere i t  can be dra

mati cal l y  sho""1 that the p rod.l et i s  vor th more than just a sum 

of the consti tuent parts. 



v. Sul'TTTlary 

Re-sta t i ng the thesi s problem: 

How can the integration of a systemati c  i n structional 
design a i d  in  ma¥. i ng cu rri cu l a  rrx>re rel evan t ,  i ndi vi dua l ,  
and accountabl e? 

To answer thi s question wi l l  requi re sane careful prepara-

t i on .  I n  order t o  bel i eve an answer t o  thi s question, one 

rrust bel i eve the question. \Jhether or not today ' s  cu rri culum 

i s  rel evant ,  accountabl e, or  i ndividual i s  a matter that i s  

best left up to t he  phi l osophers.  I t  makes l i tt l e  sEn se to 

deal i n  absolute terms when dea l i n g  wi t h  val ues. Al l argu-

ments on one sirle or the other of thi s controversy wou l d  

necessari l y  need to cai fine themsel ves to matters of degree 

and not exi stance. logi ca 1 1  y ,  i f  we can 1 t deny these charges, 

they mJSt exi st to some degree i n  a l l  curri cula.  The point 

here i s  that no rTl3 tter �ow p�r fect a cu rri cul um i s ,  i t  ca.J l d  

probabl y  stand some i rrp rovement. Obvious l y, there can be no 

c l ear-cut bl ack-and-"'1i te answer. Thi s top i c ,  as wi th al l 

other values orien ted concep t s ,  l imi t s  our deci sion makin� 

processes to a shades-of-gray continuum. There are no c l ear 

answers, just di ffi cu l t  choices. 
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Rel evancy 

Assumi ng our present cu rri cu l um to be i rrel evant (to varying 

degrees) just how can a systemati c  approach hel p to make sai d 

cu r r i cu l um more rel evant? 

Perhaps ,  for the sake of thi s paper the non-exi stence of a 

good, cl ear-cut, defi n i tion of rel evance, i s  unfortunate. 

When deal i n q  with rel evancy, the ol d "val ues-monkey-wrench" 

i s  thrown i n  the works. General l y  speaki ng though, relevancy 

deal s wi t h what i s  needed and desi red by the students. I n  

today ' s  mi cro-coni:>uter society there i s  l i tt l e  rel evance to 

teaching the art  of adding on an abacus. Simi l a r l y , the 

rel evance of teach i n g  concrete rni xi nq by hand to a pi ano 

vi rtuoso wou l d  be of questionabl e value. However, the 

hi stori cal s i �n i fi cance of the abacus wou l d  be very rel evant 

to a Far Eastern Hi story c l ass. Simi l ar l y ,  concrete mi xi ng 

3') 

by hand W>u l d  be val u abl e in an art cl ass. The key to under

standing the concept of rel evancy i s  to be act i ve l y  and con

tinuousl y i n t erested i n  the student. The teacher rrust be sen

si t i ve to thei r needs and cognizant of thei r abi l i ti es. 

Rel evancy can be thought of as provi dinq the student wi th 

what he needs and wan ts (not necessari l y  the same thing) 

at a rate he can under stand and '"°rk wi th . 

I t  i s  the stand of thi s paper that rel evance can be achi eved 

through the use of a systemati c design. A systP.m, prope r l y  

used wi 1 1  provi de the teacher '"i t h  a 1 1  the necessa:-y data to 

determi ne 1..het,er or not any gi ven ca..J rse or presentation i s  



\..Orki ng. He i lilTlediatel y knows \J1en the students are l ost or 

bored. The preparation of i nteracti ve i nstruct i onal designs 

of education al l ow the teacher to continuousl v moni tor the 

students ' progress. Much of t�e \o.ork of deci ding exact l y  

Wia t i s  ;md i s  not re 1 e'1ant i s  up to the teacher and his stu-

dents. fl systemati c desi gn of i n structi on assures that every 

student i s  i nvol ·1erl i n  on l ·1 those l earni ng experi ences that 

are necessary to fu l fi l l  cou rse requi remen ts. He hOn ' t  be 

bored wi th mater i a l  he's a l ready mastered (one poss i bl e defi-

n i t i on of i rrel evance ) or hopel essl y l ost i n  a cl ass that i s  

way over h i s  head (another possi bl e defi ni ti on o r  i r rel evance ) . 

To genera l i z e ,  i r rel e,1ance can be caused by not pa·dng c l ose 

attention to the students and thei r rel ati onsh i p  to the content 

materi a 1 .  I f  the preparation of the 1 earning acti vi t i es i s  not 

made carefu l hr enough, the chance of i n c l uding i rrel evan t ma-

terial  i s  presen t .  Perhaps there i s  no assurance o f  mai ntain-

ing rel evancy in any p rogram, but wi t h  a constan t ,  si ncere 

effort to t ru l v  understand the students' needs an d  l earning 

activi t i e!=; a rel evan t ,  \..O rthwhi l e  erucation . i s  sure to re-

sul t.  
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Accountabi l i ty 

As m.Jch as rel evancy i s  nebulous, accountabi l i ty i s  crystal 

c l ear. The bi rth of accountabi l i t y  i s  a resu l t  of the mar-

d age of the "ti ght money" si tu a ti on and the uneasy feeH ng 

about the l ack of knowl ed�e the pub l i c  has about ecL cation. 

These t"'° areas of concern uni te to gi ve the accountabi l i tv 

movement meani nq .  For a curri cu l um t o  b e  accou n t a b l e ,  i t  must 

teach the t h i n g s  i t  proposes to at a l evel of performaice 

that i s  acceptabl e to the pub l i c  and school al i k e .  I t  must 

accOIT'pl i sh t�i s task at a reasonabl e cost as wel l .  

Si nce accountabi l i t v i s  an i ssuP. of a dol l ar s  and cents nature, 

the just i f i ca t i on of anv programmi nq mu s t  be equ a l l v  preci se. 

The operat i ve "'°rd here i s  preci se. Some means m..is t  be 

developed to accuratel v t a bu l a t e  the performan ce of the stu

den t s ,  wh i c h  serves to v i c a r i ou s l y  eval uate the school and 

i t ' s  cu r r i c u l um. Thi s tabulation shou l d  be concrete, pre

ci se, and suffi ci en t l v  detai l ed so as to forestal l any pos-

si b 1 e d::>u b t .  

Here, agai n ,  a systemati c approach t o  education cou l d  be o f  

value. The carefu l , conti nuous mon i torin!'J o f  a student ' s  pro

gress throuqhout '1i s in·1ol •1emen t i n  the program provides the 

proper j u s t i f i cation o f  the success (or fai l ure) of that pro

gram. Not on l y  cbes the school have grades but thev have at 

thei r di sposal , a l i s t i n g  of the corrpetenci es, ski l l s, and 

speci f i c  kn0\'11 edge the student ha s acqui red. 



Another pot� t i a l  benefi t a good systems design can offer i s  

i n  the savi n� of money by not having to be confi ned to the 

lockstep constant c l ass si ze restr i c t i on s. For excinp l e, a 

typing cl a s s  may be effecti vel y taught by one teacher vi rtu

al l y  regardlPss of cl ass si z e .  Many prog rcins cou l d  b e  i mp l e

mented i n  thi s manner. Thi s i s  not to say that the profes

si onal staff cou l d  be cut i n  si z e  as a resu l t  of the i n s t i 

t u t i on of a systemat i c  d�si g n ,  but the tal en t s  an d  abi l i ti es 

of the exi s t i ng staff cou l d  be maximized and good educati onal 

progrcins cou l d  be i ns t i tuted i n  a very cost-effect i ve way. 

Whether the educator l i ke s  i t  or not, the accountabi l i ty 

movement i s  here to stay. Taxpa yers have a r i ght to know \..here 

thei r tax ool l ar s  qo. A systems design offers the educator 

one way to obl i ge at no detriment to the student (not to mention 

the benefi t s  of a systems desi gn , ed1Jca t i onal l y ! ) .  



Indi vidua l i z i ng I n struction 

In  the context of thi s presentation, the meani nq of i ndi vi du

al i zed i n structi on i s  as fol lows: Indi vi dual i zed i n structi on 

i s  faci l i tated any time the objecti ves estab l i shed for a stu

dent are met to the degree of performance speci fi ed regard

l ess of factors such as cl ass size or teacher-student ratio. 

The meaning of thi s i s  s i mp l e ;  i f  a student i s  i ndi vi dual l y  

eval uated as to �i s education a l  needs for anv gi ven l earning 

si tuati on , and some course of i nstruction i s  prescribed to 

meet these needs, and tf-e se needs are met a s  a resu l t  of thi s 

i nstructi onal ncti vi tv,  t hen the studen t ' s  i ndi vi dual educa

t i onal needs ha�e been sati sfied and he can be consi dered 

the product of an i ndi vi dua l i zed i n structional experience. 

Tradi t i onal l y , i ndi vi du a l i zed i n struction mandated that there 

be a one-to-one correspondence bet\-1een teacher and student. 

Yes, thi s i s  i ndi vidual i zed i n struction, but i t  i s  vi rtual l y  

as useless as i t  i s  i mpos s i b l e  to i mp l ement i n  today ' s  educa

t i onal system. I f  however , as suggested above, the student ' s  

Tldi vidual l earning needs be assessed and an i n s tructional 

package tai l ored to meet these needs, have not a l l  the re

qui rements been sati sfi ed? Has he not been a p roduct of an 

i ndi vi dual i zed i nstructional p l an? 

The systems approach can accomp l i sh thi s very task. I t  p ro

vides the mechani sm by \-Jhich  the i n d i vi dual needs can be 

assessed. I n  addi tion i t  a l l ows the prescription of tl1e exact 



l earn;ng acti vi t i es t re t  wi l l  best fu l fi l l  the requ i r emP.n t s  

o f  t h e  l earni ng activi ty i n  question. The necessary conten t 

materi a l  i s  then presented and the student ; s tested f o  a pre

ci se manner to determi ne hi s success. And the process conti n

ues unt; l the mater i al i s  mastered. No more ; s  the slow 

student passed a l onq even ; f  he doesn ' t  have the requ i red 

capabi l i ti es or the bri l l i an t  student hel d back, sti ffled 

because he rrust progress wi t h  the others. Remember , i ndi -

vi dua l i  zed i nstrur.tion i s  g i vi nq the student exac t l y  '"hat 

he needs and wan t s  exac t l y  when he ' s  ready for i t .  



I n  C l os i ng • • • 

E�ha s i z i n g  thi s fact aqai n ,  there i s  nothing magi cal about a 

systematic approach to curriculum developmen t. What i �  

actua l l y  i n vo l veci here i s  an order l v ,  rat i onal , pr eci se 

approach to cir.al i n q  wi th the soc i a l  i n sti tution of educati on. 

Hopefu l l y  i t  has been sho\..n that a systemat i c  approach i s  not 

a de-human i zi ng automaton that "gobbl es up" our chi l ciren or 

some cumbersome, bureauc r a t i c  menace that t i es them up i n  al l 

that red tape bureaucraci es are famous for. Rather , a system 

i s  a wel l thought out i n tel l ectua l i za t i on of the necessary 

and prudent act i vi ti es that can achi eve the highest possi b l e  

goa l s  of educa t i on wi th i n  the frame\.oOr k and con s t r a i n t s  of 

society ' s  presen t educational structure. 
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