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ABSTRACT 

 

Three models are presented in this article: Taba’s instructional strategies model, 

Weinstein and Fantini’s humanistic model, and Eisner’s systemic-aesthetic model. 

Models can assist curriculum developers to conceptualize the development process by 

pinpointing certain principles and procedures. The three models examined are inductive, 

nonlinear, and descriptive. Inductive models provide a unique approach to curriculum 

making as compared to the traditional deductive models, which are linear and 

prescriptive. Furthermore, inductive models could incorporate a postmodern view of 

curriculum, because they are temporal and naturalistic. You could say that the ultimate in 

a nonlinear, descriptive approach is the absence of a model when curriculum makers are 

operating intuitively. Taba’s instructional strategies model is a little more theoretical than 

Weinstein and Fantini’s humanistic approach and Eisner’s systemic-aesthetic approach. 

________________________________________________________________________ 

 

 

 

What is curriculum development? What is its purpose? How does it affect 

students, teachers, and administrators? The way we define curriculum development in 

part reflects our approach to it. Curriculum development can be defined as the process of 

planning, implementing, and evaluating curriculum that ultimately results in a curriculum 

plan.  
One way of developing a curriculum plan is through modeling. Models are 

essentially patterns that serve as guidelines to action. Models can be found for almost 

every form of educational activity. The education profession has models of 

administration, of supervision, of instruction, of evaluation, and others. There are models 

of curriculum development as well. 

 Using a model to develop curriculum can result in greater efficiency and 

productivity (Oliva, 2009). By examining models for curriculum development, we can 

analyze the phases essential to the process. The three models I have selected for analysis 

were conceived by well known scholars in the field: Hilda Taba (1962), Gerald Weinstein 

and Mario Fantini (1970), and Elliott Eisner (1991).  

 

 



SCHOOLING 

2_____________________________________________________________________________________ 

 

The models are inductive, beginning with the development of curriculum 

materials and leading to generalization. Furthermore, the models are nonlinear. A 

nonlinear approach permits curriculum planners to enter a model at various points, skip 

components in the model, reverse the order, and attend to two or more components of the 

model simultaneously. Moreover, the three models are descriptive. A descriptive model, 

referred to as naturalistic by some scholars, include three major elements: platform, 

deliberation, and design (Walker, (1971). By platform is meant the beliefs or principles 

that guide the curriculum developers. Platform principles lead to deliberation, the process 

of making decisions from among alternatives. Deliberation results ultimately in a 

curriculum design.  

Walker contrasted the naturalistic or descriptive model with the classical or 

prescriptive model [see Tyler (1949), Beauchamp (1981), and Saylor, Alexander, and 

Lewis (1981), companion article]. A descriptive model has a beginning (platform), an 

end (design), and a process (deliberation) through which the beginning leads to the end. 

The classical model (like Tyler, Beauchamp, and Saylor and associates), in contrast, is a 

means-end model. It assumes a desired end (goals and objectives), a means of attaining 

this end (learning experiences), and a process (evaluation) for determining whether the 

means in fact has resulted in the desired end. 

The two models differ in the roles that goals and objectives and evaluation play in 

the curriculum development process. In the classical model, goals and objectives are 

essential. In the naturalistic model, goals and objectives are one means among others in 

the curriculum development process. Furthermore, in the classical model, evaluation is 

used to determine whether learning experiences lead to the attainment of specified goals 

and objectives. In the naturalistic model, evaluation is used merely to justify design 

decisions.     

 

 

Taba: Instructional Strategies Model 

 

Hilda Taba (1962 reversed the commonly accepted procedure for curriculum 

development by suggesting that instead of developing a general plan for the school 

program as the scholars in the tradition of deductive models do, (see, e.g. Tyler, 

Beauchamp, and Saylor et al., companion article), it would be more profitable to begin 

with the planning of teaching-learning units. In such a system, teaching-learning units 

would provide the basis for the curriculum design. Thus, the curriculum would emerge 

from the instructional strategies. 

 Taba developed a Grades 1 through 8 social studies curriculum organized around 

teaching-learning units (Taba, 1971). In the process, a curriculum model evolved that is 

applicable to many types of curricula and that can be used in many different kinds of 

school settings and school levels: elementary school, middle school, and high school. 

The model includes an organization of, and relationships among, five mutually 

interactive elements—objectives, content, learning experiences, teaching strategies, and 

evaluative measures—so that a system of teaching and learning is represented. The model 

is depicted in Figure 1. 
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Figure 1. Designing the curriculum—an instructional strategies approach.  

 

 Taba’s model contains within it a number of innovative aspects: specificity in 

determining objectives and content;  learning experiences selected and organized in 

accordance with specified criteria; teaching strategies that specify a variety of methods 

and technology; and an elaborate array of evaluative procedures and measures. Factors 

external to the model that may affect its internal components are also represented. Such 

factors include (a) the nature of the community in which the school is located—its  

pressures, values, and resources; (b) the policies of the school district; (c) the nature of a 

particular school—its goals, resources, and administrative strategies; (d) the personal 

style and characteristics of the teachers involved; and (e) the nature of the student 

population. 

 Objectives help to provide a consistent focus for the curriculum, to establish 

criteria for the selection of content and learning experiences, and to guide and direct 

evaluation of learning outcomes. At the same time that objectives, content, and learning 

experiences are being selected and organized, teaching strategies must also be planned 

and developed. 

 The process of determining objectives begins with the development of overall 

goals, originating from a variety of sources (for example, the demands of society, the 

needs of students, and the social science disciplines); is broken down into behavioral 

statements, classified in terms of the kinds of student outcomes expected (for example, 

the development of thinking skills, the acquisition, understanding and use of important 

elements of knowledge, and the like); and justified on the basis of a clearly thought out 

rationale. 
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 The content for each grade level in the curriculum is contained within a number of 

teaching-learning units, all emphasizing to some degree a yearly theme. Each unit 

consists of three kinds of knowledge: key concepts (for example, interdependence, 

cooperation, cultural change, and social control), main ideas (that is, generalizations 

derived from key concepts), and specific facts (that is, content samples chosen to 

illustrate, explain, and develop the main ideas). 

 The content contained in the units within a year’s work is incorporated into 

learning experiences selected and organized in accordance with clearly specified criteria 

(for example, justifiability, transferability, variety of function, open mindedness, etc.). 

Care is taken to ensure that the learning experiences develop multiple objectives: 

thinking, attitudes, knowledge, and skills. 

 Especially designed teaching strategies that identify specific procedures that 

teachers may use are included within the curriculum. (This makes Taba’s model unique.) 

Some have been designed to encourage students to examine their individual attitudes and 

values. Particularly innovative are certain strategies that promote the development of 

children’s cognitive skills, such as comparing and contrasting, conceptualizing, 

generalizing, and applying previously learned relationships to new and different 

situations. 

 A variety of objective format devices have been prepared to measure the 

effectiveness of the curriculum in helping students to explain or recognize causal 

relationships, apply in new settings important generalizations developed in the 

curriculum, and to interpret social science data. Several open-ended devices have been 

designed to measure the quality of students’ generalizations, the flexibility and variety of 

students’ conceptualizations, and the variety and nature of the content that students use in 

response to open-ended questions. A coding scheme has been developed and used to 

analyze teacher-student discussions as to the levels of thinking that they exhibit, similar 

to Bloom and others’ taxonomies (Durkin, 1993). 

 

 

Weinstein and Fantini: Humanistic Model 

 

Gerald Weinstein and Mario Fantini (1970) link sociopsychological factors with 

cognition so learners can deal with their problems and concerns. For this reason, these 

authors consider their model a “curriculum of affect.” In viewing the model, some 

readers might consider it part of the behavioral, managerial, or administrative approach, 

but the model shifts from a deductive organization of curriculum to an inductive 

orientation from traditional content to relevant content (see Figure 2). 
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Figure 2. Designing the curriculum—a humanistic approach 

 

 

The first step, shown in Figure 2, is to identify the learners, their age, grade level, 

and common cultural and ethnic characteristics. Weinstein and Fantini are concerned 

with the group, as opposed to individuals, because most students are taught in groups. 

Therefore, knowledge of common characteristics and interests is considered prerequisite 

to differentiating and diagnosing individual problems. 

 In the second step, the school determines the learners’ concerns and assesses the 

reasons for these concerns. Student concerns include the needs and interests of the 

learners, self-concepts, and self-image. Because concerns center on broad and persistent 

issues, they give the curriculum some consistency over time. Through diagnosis, the 

teacher attempts to develop strategies for instruction to meet learners’ concerns. 

Emphasis is on how students can gain greater control over their lives and feel more at 

ease with themselves. In organizing ideas, the next step, the teacher should select themes 

and topics around learners’ concerns rather than on the demands of subject matter. The 

concepts and skills to be taught should help the learners cope with their concerns. 

 The content is organized around three major principles, or what Weinstein and 

Fantini call vehicles: life experiences of the learners, attitudes and feelings of the 

learners, and the social context in which they live. These three types of content influence 

the concepts, skills, and values that are taught in the classroom, and they form the basis 

for the “curriculum of affect.” 

 According to the authors, learning skills include the basic skill of learning how to 

learn which in turn increases learners’ coping activity and power over their environment. 

Learning skills also help students deal with the content vehicles and problem solving in 

different subject areas. Self-awareness skills and personal skills are recommended, too, to 

help students deal with their own feelings and how they relate to other people. 

 Teaching procedures are developed for learning skills, content vehicles, and 

organizing ideas. Teaching procedures should match the learning styles on their common 

characteristics and concerns (the first two steps). In the last step, the teacher evaluates the 

outcomes of the curriculum: cognitive and affective objectives. This evaluation 

component  is   similar  to  the  evaluation  components  of  deductive  models [see  Tyler 
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(1949), Beauchamp (1981), and Saylor et al. (1981), companion article]; however, there 

is more emphasis on the needs, interests, and self-concept of learners—that is, affective 

outcomes. 

 

 

Eisner: Systemic-Aesthetic Model 

 

 Elliott Eisner (1991) offers a systemic and dimensional view of curriculum that 

combines behavioral principles with aesthetic components to form a curriculum planning 

model. Eisner indicated that if America is going to have the kind of schools it needs, it 

will need to pursue five dimensions: (a) intentional, (b) structural, (c) curriculum, (d) 

pedagogical, and (e) evaluative (see Figure 3).    

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3. Designing the curriculum—a systemic-aesthetic model. 

The Intentional 

 

This refers to the serious, studied examination of what really matters in schools. 

To realize our intentions, we will need to address the characteristics of our curriculum, 

the features of our teaching, the forms of our evaluative practices, and the nature of our 

workplace. 
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The Structural 

 

This dimension refers to how schools are structured, how roles are defined, and 

how time is allocated. All are important in facilitating and constraining educational 

opportunities. According to Eisner, the structural organization of schools has not changed 

much in the past one hundred years. We start school in September and end in June; 

school lasts twelve years with a prescribed curriculum for everyone; thirty students per 

class are taught by a single teacher; grades are given several times a year; and students 

are promoted to the next grade. Such a structure is restrictive. 

 

The Curriculum  
 

The significance of ideas in a curriculum is of great importance. We need to think 

about those ideas more deeply and about the means through which students will engage 

them. The design of curriculum includes attention to ideas that matter, skills that count, 

and the means through which students and programs interact. 

 

The Pedagogical  
 

Whatever the virtues of a school’s curriculum, the quality of teaching ought to be 

a primary concern of school improvement. To treat teaching as an art requires a level of 

scrutiny, assistance, and support that any performing art deserves. Schools need to be 

places that serve teachers so that they can serve students. 

 

The Evaluative  

 

School evaluation practices operationally define what really matters for students 

and teachers. Schools need to approach evaluation not simply as a way of scoring 

students, but as a way in which to find out how well we and our students are doing in 

order to better do what we do. 

 

 

Conclusion 

 

Three models were presented in this article: Taba’s instructional strategies model, 

Weinstein and Fantini’s humanistic model, and Eisner’s systemic-aesthetic model. 

Models can assist curriculum developers to conceptualize the development process by 

pinpointing certain principles and procedures. The three models examined were 

inductive, nonlinear, and descriptive. Inductive models provide a unique approach to 

curriculum making as compared to the traditional deductive models, which are linear and 

prescriptive. Furthermore, inductive models could incorporate a postmodern view of 

curriculum, because they are temporal and naturalistic. You could say that the ultimate in 

a nonlinear, descriptive approach is the absence of a model when curriculum makers are 

operating intuitively. Taba’s instructional strategies model is a little more theoretical than 

Weinstein and Fantini’s humanistic approach and Eisner’s systemic-aesthetic approach. 
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