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Insights into the Concepts 

of the Curriculum 
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In the process of the curriculum development 
two important factors are given considerable atten
tion; the defmition of the term curriculum and the 

1\ '(1\'\ by which educational objectives are determined. 
The paper examines these two issues briefly. 

INTRODUCTION 

The objectives of schooling is the central problem for a society that 
attempts to develop and expand its educational programme. Education 
refers to "the aggregate of all the processes by means of which a person de
velops abilities, attitudes, and other forms of behaviour of positive value 
of the society in which he lives" (Good, 1945, p. 145). Education, In 

the light of this view, is an essential social activity by which societies con
tinue to exist. In changing societies, such as our own, this function is dele
gated to a specialized institution called school. Educational objectives 

then have as their source the values, ideals, and aspirations that a society 
accepts as desirable. This means the kind of knowledge, attitudes and 
values a society wishes its youth to acquire through schooling, must be 
identified, if learners are to become effective members of their society. The 
purpose of this paper is, therefore, to discuss the ways by which curriculum 
objectives are determined. But flrst a brief look at the definition of the term 
curriculum is in order. 

*Author's Address: Dr. Abebe Bekele, Faculty of Education, Addis Ababa Univer
sity. P.O. Box 1176, Addis Ababa, Ethiopia. 
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Definition of Curriculum 
Curriculum may be viewed from many different vantage points. This i 

o because people have. to a large extent, different views concerning the 
functions of the school. To illustrate. Arthur Bestor (1959), a champion of 
the subject-centered curriculum. argues strongly that the distinctive func
tion of the school is the promotion of intellectual training (pp. 25-34). On 
the other hand, George Counts (1963), an advocate of the experience-cen
tered curriculum, argues forcefully that the task of the school is the prepa
ration of children for the purpose of building a new ocial order; accord
ingly, schools have the responsibility of meeting the urgent needs of the 
pupils for discipline, vocational training and guidance in solving problems 
associated with social phenomena as well as acting as an agent for social 
change (pp. 178-195). 

It seems obvious that the meaning one attaches to the function of the 
chool influences one's view of the curriculum. As a result there are dif

ferent definitions of the term curriculum as the following three examples 
may indicate. 

First. there are those who define the curriculum in terms of the subject 
matter to be studied. They understand it as "a group of ubject or a field of 
study arranged in order of some particular equence" (Stretch, 1939, p.18; 
Kraevsky and Leamer, 1984; Dressel and Marcus, 1984; Bestor, 1963 pp. 
194-211). According to this definition, the curriculum is the sum-total of alJ 
cour es of study for the various subjects in the school. 

Second, there are other who define the curriculum as all the experi
ences that contribute to the growth and development of the pupils (Hop
kins, 1941, pp. 12-19; Counts, 1963, pp. 178-195). Accordingly, the es en

tial elements of the curriculum are not necessarily found in books alone but 
also in every walk of life such as in the school, community, club and a 0-

ciations as stated by Thomas Hopkins (1941); 

The curriculum repre ents all of the activitie en
gaged in by pupils, teacher. supervisor, principal , 
parent, and others that are in anyway affected by 
tudy in and through the school. This mean that the 

curriculum goes on, both in and out ide the chool 
(p.33). 



THE llfJOPlANJOURNALOFEDUCAll0N _____________ 41 

One can ea ily , from Hopkin's description that the curriculum 
consIst of the plethora of expenences connected with the formal program 

of tudie as well a those connected with the incidental. daily exp riencc 
outside the chool. 

Third, ther ar educator who under tand the curriculum as a set of 
experience designed to train children into the culture of their society 
( mith, 1957. pp. 5~8; Lawton. 1976, p.6). According to this view, the cur
riculum i the mean by which ociety educate it young and, us uch, it 
reflect it ideal. knowledge. and skills that are consider d to be significant. 
In other word, the curriculum is es entially a lection from the culture of 
a society for the purpo e of transmitting its important cultural trait and 
ethical sy tern ( oJti ,1968. pp. 34; Appl .1979. p. 63). 

A ha b n pointed out above. there exi t in the lit rature a good d al 
of variation in the definitions of curriculum. As a result. it i difficult to 
defin it in a way that it mean the arne thing to everybody. Thi i so be
cau the concept of curriculum. in part, depends on the philo ophy of edu· 
education that one ub cribe to' con equently, each curriculum expert 
bring hi own bia to hi endevour to define th term; hence the many 
d finition of the curriculum. It follow from the above that one ha. to 
r aliI. th fact that definitionul di pariti urrounding the term curriculum 
are real, and that each definition has it own merit . 

Nev rthel • the tendency of mo t ducator .• i to view the curri
culum a a et of int nded learnings. which i pI ann d and direct d by the 
chool to attain the de ired objectives (Bernstein. p. 80; Young. pp. 345·347 
1973; Hir't and Peter, p. 177.1974; Goodlad. p. 12. 1966). What mu t be 

reali1.ed her i that the intended learnings a.re not ncee arily limited only 
to the arrary of cour es offered by chools. They al.o include tho e learn· 
ing which are mainly the ide-effect of the operation of chooling. The e 
learning • which b long to the realm of the hidden curriculum. can exert 
con iderable influenc on pupil' learning. in ludin the formation of di~ 
position and uttitud . Significant learning attribut d to the innuen of 
the hidd n curriculum are "I rning to live with oth r ; learning to b 
pati nt j 1 amin to with tand ev luation and a. ment by oth r. ; I rn· 
in to g t to know the ... pow r tructure and how to plea tho. e in uth • 
rity" (Mulcahy, 1981. p.143). Th curriculum. a. her d fin d. d not th 
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results of the effort of the adult society to impart to its youth the most signi

ficant experience that exist in the culture. The cUrriculum m this ense, 
enables us to recognize the following points. First, in curricular decisions 

we are interested in a programe which contains deliberately and cons-

ciously planned learnings. Second, built into the definition is the fact that 
learnings are selected and planned so that certain goals will be attained, i.e. 
the students will acquire certain skills and habll and be able to appreciate 
certain things rather than others. John Dewey is correct when he says that 
"acting with an aim is one with acting intelligently." Third, curriculum 
planning involves determination of the means (Hirst, 1980, pp. 9-18). The 
mean . in gcneral terms, include teaching materials, facilities, and instruc
tional procedure which are u eful for reaching the ends. The curriculum, 
as defined here, focuses on what is involved in selecting, justifying, and ar

ranging the mtentionally undertaken learnings. 
What i probably reasonable and, in fact , appropriate to consider next 

is the purpose of the curriculum, to provide better experience for those who 
go to chool. The remaining part of this paper deals with this key issue of 
curriculwn, that is, the determination and specification of educational 
nd . 

EDUCATIONAL OBJECfIVES 

Determination of objectives of the curriculum is an essential first task 
for a curriculum developer. One cannot proceed to other aspects of the 
curriculum development process until the task of identifying the objectives 
is complete. All other aspects of the educational enterprises are "really 
means to accomplish basic educational purposes" (R. Tyler, 1970, p. 3). 

T he objective of the curriculum should be specified prior to instruc
tion and tated in behavioural terms-behaviour meaning thought, feeling, 
and action (R. Tyler p. 5). Stating objectives in this manner is important 
because it provides guidance for determining both content and teaching 
strategies, thus forming the basis for guiding, selecting, and structuring 
activit ies in which teachers engage in the classroom (Whitefield, 1980, p.23). 
If what is to be accomplished is clearly visualized, it is easier for one to 
identify the kind of things needed and the circumstances under which the 

task must be carried out. 



THE ETHIOPIAN JOURNAL OF EDUCATION ------------- 43 

Forms of Stating Objectives 

For educational objectives to be useful in selecting learning experiences 

and in guiding instruction there must be a rational basis for their formula
tion and statement. The following are considered as the major forms of 
stating educational objectives. 

First, education is class-bound and the knowledge that schools pro
vide, at any given period of time, revolve around sets of principles and 
values of the politically and economically powerful social group (Apple, 
1979 pp. 64-65; Sharp, 1978, p. 136). The ideological interests of that parti
cular group often influence curriculum selection and organization (Young. 
1980, pp. 28-29). This means that curriculum objectives for their formula
tion, depend in part, upon the particular ideology of a nation whose citi
zens are obligated to develop and advance at a particular time in history. 

The significance of these statements to the present Ethiopian educa
tion is quite clear: Marxism-Leninism is the guiding philosophy for the so
cial and economic life of this nation. Seen from this perspective, it becomes 
apparent that the curriculum objectives must be stated in a manner that 
correspond with the Marxist-Leninist tenets of education. 

Close examination of Socialist Ethiopian school curriculum reveals 

this fact as shown on Tables I and II. 
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TABLE I 

CORRESPONDANCE OF THE NATIONAL AIMS OF EDUCATION 

WITH OBJECTIVES OF ELEMENTARY SCHOOL SUBJECTS 

SUBJECTS National Aims of Education 

., 3 4 5 .. 
Amhtlt·!t., 1 0 0 
-ngll'lI 0 1 0 
Music 0 1 1 
Dl'llwillS 0 1 0 
Physical 'duc<ltion 1 1 1 1 1 
Mc\! hemal les 0 0 0 0 0 
~lementtlry ci nee J 1 
ocial Studi II 0 1 1 

[lam con Inics 1 1 1 1 
A ricullur 0 0 1 1 
Handicraft 

5(45%> 9 (82%) 9 (82%) 10(91%) 7 (64%) 

Source: Ministry of Education, "Final Report of the Curriculum De-
velopment and Learning-Teaching Process Task Force." Addis 

Ababa. Vol. 1. Megabit 1977 (E.C.). p, 54; unpublished (by 
permis ion of the Ministry of Education). 

- i 
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The tables demonstrate the degree of correspondence of the various 
elementary and secondary school subjects with the following statements of 
the National Aims of Education. 

I. To eradicate illiteracy in the shortest possible time; 
provide general education, step by step. so as to im
prove I he /1\ Illg condlllOns 01 the broad mas ·C~ . 

2. To provide education based on the Marxist-Leninist 
conception which will raise the level of consciousness 
of the broad masses so as to intensify the class strug
gle. 
3. To instil in students progressive cultural values by 
developing Marxist-Leninist aesthetics so that they 
may be guided by socialisfmorality and discipline. 
4. To provide education, at different levels, that will 
promote scientific research so that students will 
acquire ability that will enable them to understand 
their surroundings, the community, and nature as a 
whole; to inquire. experiment, create. and integrate 
t hcol,) with practice in order 10 solve problems. 

5. To provide education, at different levels, that will 
enhance the dignity of labour and the desire to work; 
help produce trained personnel in different areas so as 
to meet the required well trained manpower needs or 
the nation. ("Final Report ... Op, cit. p. 42). My trans
lation. 

From Table I we observe that our elementary education consists of 
eleven different subjects. Of these eleven subjects, only the objectives of 
five subjects (45%) reflect Aim 1; nine subjects (82%) reflect Aims 2 and 3 
respectively; ten subjects (91 %) reflect Aim 4; and seven subjects (64%) 
reflect Aim 5. The conditions regarding Elementary Mathematics is rather 
surprising in the sense that none of the National Aims of Education is re

flected in any of its objectives. 

When we turn our attention to Table II, we recognize that of the 
twelve different subjects currently offered at the Ethiopian Secondary 

Schools, only the objectives of six subjects (50%) reflect Aim 1; eleven sub
jects (92%) reflect Aims 2 and 3 respectively; twelve subjects (100%) re-
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TABLE n 

CORRESPONDENCE OF THE NATIONAL AIMS OF EDUCATION 

WITH OBJECTIVES OF SECONDARY SCHOOL SUBJECTS 

--
SUBJECTS National Aims of Education 

2 3 4 5 

Amharic I 0 I 0 

Enghsh 0 I 1 0 

Math matic 0 1 1 0 

Phy ics 0 1 1 

Chemi try 
Biology 
Hi tory 1 
Geography 0 
Agriculture 0 
Hom Economics 0 
Commerce 
Productive Tech. 0 

6 (50%> 11 (92%> 11 (92%> 12 (100%> 9 (75%> 

Source: Ibid., p. 55 
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flect Aim 4; and nine subjects (75%) reflect Aim 5. 
From Tables I and II. it can be observed that National Aims 2. 3. and 

4 are well reflected in most of the objectives of the different subjects both 
at the primary and secondary school levels. Similarly. one can ee that the 
educational objectives of the pre 1975 era reflected the political-philosophy 
of those in positions of power (Ministry of Education and Fine Arts. 1954 
E.C.; 1963 E.C.; 1965 E.C.). 

Second, it is important to note that educational objectives have two 
parts; content and behaviour. Objectives are considered to be complete 
and meaningful when they have both. This point has two implications for 
planning and developing a curriculum. 

The first implication is that curriculum objectives should not be stated 
in the form of contents only (R. Tyler. 1970, pp. 44 - 46; Gronlund. 1970, 

p.8). For example, one objective of the elementary school Amharic states 
"The students will join sentences to build a paragraph" (Ministry of Edu
cation. 1984, p. 125). This objective suggests the area or content to be trea
ted Le. "joining sentences to build a paragraph." But what the students do 
with the above topic or what they are expected to understand or identify is 
not clear. 

This is a major problem which appears in the objectives of the various 
subjects, both at the primary and secondary school levels in this country. 
Tables III and IV show the conditions in detail. 



T :IE m 
PATIEIlNS OF SfA11NG OBJl'.CllVES IN TIlE SECOND Y 

SCHOOlS OF E11IIOPIA 

Behaviour - Content Components Level of Statement 

SUBJECfS o. of 

Objectives Behaviour Content 

Amharic 
English 

History 
Geography 

athematics 
Physics 

<lIemistry 
Biology 

5 

7 
5 

31 
20 

16 
22 

21 

only only 

% % 

85.7 

60 

25 

81.3 
4.6 
19.2 

100 
14 

30 
125 
36.4 

19.1 

Content 
and 

Behaviour 

% 

40 
100 

45 
6.2 
59 
61.7 

aearbut 
not 

Measurable 

% 

20 
14.3 

20 
87.1 

12.5 

68.2 

52.4 

Too 

Broad 

% 

80 

71.4 
80 
9.8 
100 

875 
31.8 
42.9 

Too Specific and 
Measurable 

% 

4.3 

3.1 

4.7 

... 
x 

g 
o 
~ :z ... o 
~ 

~ 
~ 
e 

:- Ministry of Education. "Final Report of the Curriculum Development and Learning-Teaching Process Task ~ 
Foree." Addis Ababa, Vol. I, No. I. Megabit 1m E.C. unpublished (by permission of the Ministry of Education.) g 
P.301. z 



TABLE IV 
PATTERNS OF FORMULATING OBJECTIVES IN TIlE ELEMENTARY 

SCHOOLS OF ETlUOPIA 

Behaviour - Content Components Level of Statements 

SUBJECTS No. of Content Clear but 
Objectives Behaviour Content and not Too Too Specific and 

only only Behaviour Measurable Broad Measurable 
% % % % % % 

Amharic 8 100 62.5 37.5 
EngJi h 5 60 40 60 40 
Mathematics 3 66.7 33.3 100 
Elementary science 16 66.6 33.3 16.7 83.3 
SOCIal Studie' 14 100 85.7 14.3 

Source:-lbid. p. 300. 
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Accordingly, all the objectives in Amharic (100%), at both levels of 

chooling and (66.7% of the mathematics objectives at the primary school 
level are expres ed in terms of contents only without suggesting what kinds 

of behaviour must be cultivated as a result of learning the contents of 

Amharic and Mathematics. Therefore there is a need for clearly determin

ing why students are learning the contents. In the case of the Amharic ob

jective at the primary school level, the statement clarifies what the students 

learn but not what they are going to do with what they learn. Terms that 

give clues to ome kind of behaviour must be included to develop good 

curriculum objectives. Thus "To acquire skills of joining sentences to build 
a paragraph" is a better statement of the Amharic objective. 

The second implication is that objectives should not be stated in terms 

of behaviour only (Goodlad, 1966, pp. 46-49), such as "To interpret ac

curately and skilfully" or "To acquire attitudes and values". Objectives of 

this type, indicate that education is expected to bring about certain beha

viour changes in the students, but they fail to specify the content to which 

the generalized pattern of behaviour are to be used. In other words, it i 

not enough to talk simply about interpreting accurately and skillfully with

out reference to the content in which the interpretation is to be made. If we 

look, once more, at Tables III and IV we see at once, that most of the ob

jectives in three secondary school subjects: English (85.7% ) History (60%) 

and Physics (81.3%), and in two Elementary school subjects: English 

(60%) and Elementary Science (66.6%) are formulated in terms of beha

viour only, thereby making them inadequate because they have not sug

gested the kind of contents in which the sets of behaviour are to operate. 

Concerning the behavioural and substantive elements, the "Final Re-

port" of the Ministry of Education concludes: 

All the objectives of Amharic and English ubjects 
and mo t of the objectives of Mathematics. Physics. 
Elementary Science ... are stated either in terms of be
haviour or content only rather than being expre ed 
in term of both behaviour and content; as a result 
the objective of these subject are considered Ie s 
effective than the objectives of the other ubject 
(p. 218). (By permi ion of the Ministry of Education) 
My translation. 
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The objective, "To interpret data accurately on taxation" includes both 

the behavioural element, namely, "To Interpret data accurately" and also 

content, namely, "taxation", on whIch the interpretation is to be made. 

Another objectIve, "To acquire positive attitudes toward ocial and tech

nological implications of science" is a complete objective since it contain 

the behavioral element which is to be acquired by the students, namely, 
"acquiring positive attitudes" and the substantive element. the content 
in which this behaviour is to operate, namely, "social and technological im

plication of science." Coming back to Tables III and TV, we observe that 

the objectives in three secondary school subjects: Geography (I 00%), Bio

logy (61.7%). and Chemistry (59%), and only in one elementary chool 
subject: Social Studies (100%) are stated in the correct form. 

Third. curriculum objectives have to be stated in terms of the students' 
behaviour (Gronlund, 1970, pp. 1-4). This means that the statement of ob

jectives must refer to the action of the students as a result of being in the 
educational program. The followmg statements taken from Grades 4 - 6 

Political Education Syllabus are example of bad objectives: 

The students will be deeply convinced that revolu
tiona!) Ethiopia is proceeding to the bright future. 
They should also be convinced that the guidehne 
given by the revolutIOnary force are the neces ary 
precondition for the achievement the better living con
ditions of man. Thi will help them grasp the di cipline 
of the working class to study hard; and participate in 
ocial activities and contnbute to building the new 

oClet) ("Mmi try ofE:.duca\lon" 1984. pp. 112-113). 

The above statements of objectives are deficient in that they refer to an 
action of the teacher. All the statements imply that the teacher. not the 

students are involved in some kind of activities. What are the students ex
pected to acquire, believe or do after they are through with the instructional 
programme of political education is not indicated. 

The statement of any objective in the school has to be a statement of 
changes to take place in students (Gronlund, pp. 1-4). When the above ob

jective is stated in relation to students' behaviour it would look like the 

following: 
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- To analyze how Revolutionary Ethiopia is striving to achieve better 

living conditions for its populace. 
- To become familiar with the guideline given by revolutionary forces 

for the attainment of better living conditions for man. 
- To acquire the discipline of the working class. 
One of the major advantages of stating objectives in this manner is tha t 

it provides a basis for assessing pupils' attainments of the kind of develop-

ment which is sought (Ericksen, 1984, pp. 91-93). 
And fmally, how generally or specifically should objectives be stated ? 

Two kinds of views are expressed concerning this issue. According to the 

first view, educational objectives should be stated in precise, directly ob
servable and measurable tenns (Mager, 1962; Popham, 1970, Esbenson, 
1971). Mager believes that if one succeeds in stating objectives in a highly 
specified fashion (by using words that denote action), one will convey one's 
intent in exactly the same way one understands it (p. 10). 

The advocates further argue that knowing the tenninal behaviour of t~e 
students can provide opportunity for the teacher to differentiate the rele
vant from the irrelevant kinds of activities. Activities that do not have a 
direct bearing on the objective will be avoided, although they may be con
sidered later on under different conditions and for different purposes. 

Mager indicates that highly explicated objectives are advantageous for 

evaluation purposes. This means that stating objectives sharply In J1l~a"l1r

able and observable tenns helps the teacher to select text items that clearly 
measure the student's ability to learn to the desired degree (Mager, pp. 3-4). 

According to the second view, objectives must be stated in behavioural 
tenns but only at a level of generality (R. Tyler, 1970). Behaviourists who 
aJHlnc~ arguments against the high degree of specificity of objll1I.!af2 MpO 

dicate that what is needed in the fonnulation of objectives is a d<:PS'A!OnL9,] 

tion of expected behaviour. They object to too general statenir ' nF.· ", ... \. 
they believe that such statements cannot be translated into e 
practices for the purpose of guiding the selection of learning t'fGAGIob f G 
and the evaluation of results. For example, the objective, "To develOp tge 
ability to learn English" is too gneral. 
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There is no doubt that many benefit could be derived from utilizmg 
measurable and directly observable behavioural objectives, but many edu
cator are oppo ed to applying it to curriculum planning and classroom 
in truction for a number of reasons (Apple, p. 107; Schwab, 1970, p. 18; 
L. Tyler, 1969, pp. 100(119). First, if objectives are stated in highly specific 
manner, there is little chance for students to critically examine problems 

from different perspectives (Eisner, 1970, 75 :253-256). 
In the second place the use of precise objectives may force teachers to 

develop too many objectives which may not be achieved in the time avail
able, as tated by Ebel (1967): "If one tried to state all of them explicitly 
in advance, he could easily spend all his time writing objectives and have 

none left for actually teaching" (p. 75:261). Louise Tyler (1971) called at
tention to the fact that the use of overt behaviour and measurability criteria 
proposed by Mager and Popham result in the formulation of trival objec

tives without any regard to the inner feeling such as character formations 
which are equally, if not more, important to aspects of schooling (7 :53-59). 

Thus, other things belig equal, many educators prefer general objec
tives to highly specified ones. The following type of curriculum objective 
stated in terms of a high degree of specificity is not recommended: "Given 
a list of 35 chemical elements, the learner must be able to recall and write 
the valences of at least 30" (Mager, 1962, p. 28). On the other hand, objec
tives which are too broad are not recommended either because, such objec
tives do not facilitate the processes of selection and organization of content 
and the evaluation of the outcome of the school programme. The following 
examples of the pre 1975 Ethiopian secondary education objectives are too 
broad: 

a) To produce people who can think objectively and dispassionately. 
b) To train the emotions properly and open the heart to the interests 

and concerns of others and the world at large. (Mini try of Educa
tion and Fine Arts, 1965, p. 2). 

From the above objectives, the phrases "think objectively and dispas
sionately" and "train emotions properly and open the heart" are too broad 
and vague. Consequently, they are not functional objectives from which 
contents can be selected and organized, instructional procedures can be 
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identified, and te ts and examinations can be prepared. Objective should 
be formulated in such a way that they do not mean different things to dif
ferent pc pie. Thi can be achieved by using action verbuch as "develop", 

"demonstrate", "identify", "analyze", etc. On the basis of thi argument 
the above two broad objectives could be stated at a level of orne generality 
but not measurability, somewhat like the following. 

a) To develop intellectual kills and abilities to analyze the underlying 
principles or problem of a phenomenon or a material or an cent. 

b) To demonstrate a desire to help others in times of difficulty. 

The level of generality can be determined by two factors, namely, the 
level required for effective use in life and the "probable effectivenes in 
teaching the students involved to generalize the learning to the level de
sired" (R. Tyler, 1969, p. 79). The first factor leads to objectives which are 
nOI too 'pecific. For example, one can ee the value of reading an Arabic 
Newspaper, but to be able to identify the technical aspects of the Arabic 
language is not an important objective. The second factor suggests that one 

has 10 emphasize the general idea to be learned by the student involved 

(Joyce and Well, 1983, pp, 49-50), In teaching addition to children of Grade 
Three, it is important to seek as objectives the understanding of the concept 
of addition and not have them practice each number combination again 
and again as separate objectives. The desired objectives in such a situation' 
can be stated as: 

a) Understanding the idea of addition, and 
b) Developing ability to add whole numbers 

In view of the principle presented above, how does the picture of for
mulating educational objectives look like in the Ethiopian schools' curri
culum? The results of the study by the Ministry of Education on the general 
quality of Ethiopian education, at the primary and secondary school levels, 
reveal that the statement of most of the objectives are not in tune with the 

principle advanced in thi paper. The traditional way of formulating ob
jectives at a very broad level eems to be quite dominant. The objective 
of five secondary school subjects, out of the eight, and of three elementary 
chool subjects, out of the five, are formulated at a level of high generality 
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and broadnes . These subject include Amharic (80% ), English (71.4%, 
History (80% ) Mathematic (100% ) and Physics (87.5% ) at the econdary 
chaol Ie el; and Engli h (60%), Mathematic (100/'0)' and Elemen tal'v 

Science (83.3%) at the primary chool level, according to Table III and IV, 
respectively. The objectives of three secondary school subjects: Geography 
(87.1%) Chemistry (68.2%), and Biology (52.4% ), and two elementary 
school ubject : Amharic (62.5% ) and Social Studies (85% ) are expre sed 
with clarity but not a high degree of pecificity or broadnes . Elementary 
Engli h i the only subject whose objectives (40% ) are stated at a rather 
high degree of precision and measurability. 

Recognizing the ineffectiveness of formulating educational objectives 
in term of too much generality and breadth ; high specificity and mea ur
ability either in behaviour or in content only, the Final Report of the Mini
stry of Education states: 

All those objective of the elementary and econdary 
chool subjects which are tated either in too broad or 

too narrow term ; expressed either in behaviour or 
content only; ... should be tated in clear terms ; and 
expres ed in term of behaviour and content ; .. . Appro 
priate training must be given to those curriculum 
practioners for the purpose of promoting under tand
ing in the formulation of objectives (p.246). (by per
mission of the of the Ministry of Education). My 
translation . 



56 -------------- nn: ETHIOPIAN JOURNAL OF EDUCATION 

Alder. Mortimer J. The Paideia Proposal: An Educational Manifesto. ew York : 

Mcmillan Publishing Co., Inc. , 1982. 

Apple, Michael V. Ideology and Curriculum. London: Routledge & Kegan Paul, 1979. 

Bernstein, .Basil. Class, Code and Control: Towards a Theory of Educational Trans

mission, Volume 3. London ; Routledge & Kegan Paul , 1980. 

Bestor, Arthur. "The Distinctive Function of the Schools", In Ronald Oro (ed.) The 

Teacher and the Taught. New York: A Delta Book, 1963. 

- "We are less Educated than Fifty Year Ago." In Alcorn, el, aI, Issues on Curri
culum Development , ew York : World Book Company, 1959. 

Counts, 0 orge S. "Dare the School Build a New Social Order," In Ronald Gross 

(ed.). The Teacher and the Taught. New York: A Delta Book, 1963. 

Dewey, John, Democracy and Education, New York: The Macmillan Company. 1959 

Ebel, Robert L. "SomeCornments". School Review, 75:261, Autumn, 1967. 

Eisner, E.W. "Educational Objective: Help or Hinderance". School Review, 75:250-
260, 1967. 

Erick en, Stanford C. The Essence of Good Teaching. San Francisco: Jo ey-Bas 

Publishers, 1984. 

Esbensen, Thorwald, "Performance Objectives." In James Ratbs, et. al. (eds.) Study 

Teaching. Englewood Cliffs, N.J. : Prentice-Hall , Inc., 1971. pp. 112-120. 

Good, Carter V. (ed). Dictionary of Education. New York: McGraw-Hill Book Com

pany, 1945. 

Goodlad, John I. "The Development of a Conceptual System for Dealing with Pro

blems of Curriculum and Instructions". Los Angeles, Calif.: University of Cali

fornia, Los Angeles and Institute for Development of Educational Activitie . 

1966. 

Gronlund, Norman E. Slating Behavioral Objectives for Classroom Instruction. New 

York : The Macmillan Company, 1970. 

Hirst, Paul. "The Logic of Curriculum Development." In Maurice Galton (ed.). Cur
riculum Change. London: Leicester University Press, 1980. pp. 9-18. 

-and R.S. Peters. "The Curriculum," In E.W. Eisner and E. Vallanl:c (ed~) . Con
flicting Conceptions of Curriculum. Berkeley, Calif.; McCutchan Publi bing Cor

poration, 1974. 



THE EllUOPlAN JOURNALOFEDUCAll0N -------------- 57 

Hopkins, L. Thomas. Interaction: The Democratic Process. Boston: D.C. Heath and 

Company, 1941. 

Imperial Ethiopian Government, Ministry of Education and Fine Arts. "The Long

Term Plan for the Reorganization and Development of Education in Ethiopia." 

June 25, 1954. (Mimeographed). 

--.Suggested Content of the Basic School Programme. Prepared by the Long-Term 

Planning Committee. Addi Ababa: Ministry of Education, August, 1955. 

- - .Elementary School Curriculum Year I-IV. Third Edition: Addis Ababa: Central 
Printing Press, 1963 E.C. 

--. Secondary School Curriculum. Fourth Edition: Addis Ababa: Berhanena Selam, 

HSI Printing Press, 1965 E.C. 

Joyce, Bruce and Marsha Weil, Model of Teaching. New Delhi: Prentice-Hall of 

India, 19 5. 

Kraevsky, V.V. et. al. The Theory of Curriculum Content in the U.S.S.R. Paris: 

UNESCO, 1984. 

Lawton, Denis. Class, Culture and the Curriculum. (London: Routledge & Kegan 

Paul,1976. 

Mager, R?bert F. Preparing Instructional Objectives. Belmont, Calif.: Fearon Pub

ushers, 1962. 

Mead, Margaret. "Why is Education Obsolescent?" In Ronald Gross (ed.). The 

Teacher ... op. cit. 

Ministry of Education of Socialist Ethiopia. "The Ethiopian School Syllabuses." 

Addis Ababa: Curriculum Department, 1984. 

--. "Final Report of the Curriculum Development and Learning-Teaching Process 

TaskForce." Addis Ababa, Volume I, No. I , Megabit 1977 E.C. 

Mulcahy, D.G. Curriculum and policy in Irish Post Primary Education, Dublin: Langa
mage Company Limited, 1981. 

Popham, W. James, et. aI., Establishing Instructional Objectives. Englewwod Cliff , 

N.J.: Prentice-Hall, Inc., 1970. 



58 THE ETHIOPIAN JOUR AL OF EDUCA nON 

Schiro, Michael. Curriculum for Better Schools: The Great Ideological Debate. Engle

wood Cliffs, N.J.: Educational Technology Publications, 1978. 

Schwab, Joseph. The Practical: A Language for Curriculum. Washington, D.C.: Na

tional Education Association, 1970. 

Sharp, Rachael, et. al. Educatum and Social Control. London: Routledge & Kegan 

Paul/1978. 

Smith, B. Othanel, et. al. Ftmdomentals of Curriculum Development. New York: 
\ orld Book Company. 1967. 

Stretch, Lorena B. The Child and the Curriculum. Minnespolis: Educational Pub

lishers, Inc., 1939. 

Tyler, Louise. "Inner Meanings and Outer Behavior." Curriculum Theory Network. 

7 :53-58, 1971. 

--."A Case History: Formulations of Objectives From a Psychoanalytic Frame

work." In Robert E. Stake (ed.). Instructional Objective, 3 .Chicago: Rand 

McNaUy&Company, 1969. 

Tyler, Ralph W. "Some Persistent Questions on the Deftning of Objectives." C.M. 

Lindvall (ed.). DefDling Educatwnal Objectives. Pittsburg: University of Pitts

burg, 1969, pp. 77-83. 

Whitefield, Richard. "Curriculum Objectives: Help or Hinderance." In Maurice 

Galton (ed.).Curriculum change. op. cit. 

Whitehead, Alfred N. The AimsofEducatwn. New York: The Free Press, 1959. 

Young, Michael F.D. "An Approach to the Study of Curriculum as Socially Organ1-

ed Knowledge." In Michael F.D. Young (ed.). Knowledge and Control. London: 

Collier MacmilJan, 1981. 


