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. All Western democratic societies, American and European, rely on
their schdols to promote social and individual welfare, ‘The diversity of
‘tasks assigned to the educational system in the Un1ted States may be illus-
trated by the influential list of the components of ''quality education' de-
veloped by 2 committee of the State Board of Education of the Common-
wealth of Pennsylvania. The set of goals which follow probably command
at least the nominal allegiance of a s1zable segment of the Amemcan edu-
cational commumty

1.’ To help every. ch11d acquire the greatest poss1b1e understanding of
'h1rnself and an appreciation of his worthiness as a member of soc1ety

2, To help every child acquire understanding and apprec1at1on of persons |

) belongmg to social, cultural and ethnic groups different from his own.

B 3 To help every ch1ld acqu1re to the fullest extent posS1b1e for h1m mas-'
tery of the basic skills in the use of words and numbers. .

4, To help every child acqu1re a pos1t1ve attitude toward sohool and
toward the learnmg process,

R T To help every child acqulre the habits and attltudes assoc1ated w1tn |
| ;respons1blo c1t1zensh1p v - | |

6. To help every child acqmr e good health hab1ts and an understandma of" |
the conditions necessary for the maintenance of physmal and emot1on- o
- al wellbeing. > S | S

7.’ To help give every child opportumty and encouragement to be creat1ve' "
in one or rnore fields of human endoavor. | : , |

| "8.; | To help every child understand the opportun1t1es open to h1m for pre- |

paring himself for a productive life and to enable him to take full ad-

B ,vantage of these opportun1t1es. _

9. To help every child to understand and apprec1ate as muoh as he can ofr .
 human achievement in the natural smences, the soc1a1 sc1ences, the g

o human1t1es, and the arts.: :

‘, 10 ":"To help every ch11d to prepare for a world of rap1d change and unfore-‘
- seeable demands in which contmumg educatlon throughout h1s adult L
e !*;llfe should be a ‘normal expectat1on. S e , N

a 11 To prowde every Ch].ld w:th equal access to quahty educatlon, and to ' i
 its social rewards, regardless of d1fferences in race, oreed nat1ona1 o
o orlgm or socnal class, or talent T e

1




This array of objectives is typical in range, if not necessarily in

content, of numerous efforts to define the functions of the schools. It is
odd, therefore, with so much investment of hope that we know so little
about the precise nature of the interrelationships between stated aims and
~actual outcomes. " Apparently we now lack both the intellectual apparatus --
i e. the standards, theories, concepts, indicators, tests, and raw data --
 and sufficient will that would permit us to distinguish a "success'' from a

Mfajlure!! As Henry Dyer, who is among the most astute and knowledge-
able of all observers of schools, has said: "pupils, teachers, administra- -
tors, and policy-makers rarely give any though to the question of why they
are going through all the ritualistic motions they think of as education. "
He also adds that the "overwhelming problems of surviva.} in a fast moving
and crowded world make aimless education intolerable. ™ . .

"The present study, then, is cohceived'as a contribufibn to the task of ‘
developing a cr‘ossf—national model that would enable the United States and

five European democracies. -- England, France, Italy, the Netherlands,

and West Germany -- to make more adequate estimates of the effectiveness

of the'ir'pri'mary‘and secondary schools., The decision to adopt the cross- -

national approach was prompted by considerations of both "basic' and "ap-

~ plied" scholarship. The development of a body of comparative data on edu-

~ cational structures and functions is indispensable to the construction of sys-
tematic social theory on the relationship between education and society.

From a more 'practical'’ perspective, countries with some common and
some divergent political and educational characteristics might derive mu-
tual benefit from a close scrutiny of these patterns of resemblance and dif-
ference. | o o o o N

, . ,",The;choi,ée‘"of the particular six“countries‘ represented in this 's,'tudy,
was dictated in part by the desire to reduce the number of uncontrolled
‘variables that might contaminate the results of the inquiry. In additionto

~ comparable political structure and ideologies the countries share somedm- |
pOrtantx‘soc‘i,ayl'a;nd:;ed,ucati,onalig’oals.‘ ~ Thus, for example, alldependon =~
~ formal educational institutions as the main ‘instru’me‘ntskof'"s:o‘fcial'conti’n‘uity;, o

‘and peaceful change and seek to maximize ‘cognitive abilities, “develop prop-

 er-attitudes toward citizenship, and prepare young people for vocational f

 Yet, as the present inquiry clearly indicates, these educational sys-

' tems differ, sometimes substantially,. in the goals they seekand inthe = - -

 outcomes they apparently achieve. Thus it seemed that these nations ex-

" hibited the type of "limited diversity" which would make comparative analy-

, slS both' f'ea'silble_aﬁd frultful. B




As it turned out the international aspect of this inquiry proved some-
what disappointing. For a variety of reasons -- linguistic barriers, phy-
sical distance, differential research traditions, diverse intellectual styles--
the American and European research teams failed to achieve a full meeting
of the minds. The materials furnished by our foreign colleagues while
frequently illuminating in themselves could not be integrated in a single

coherent orientation to our task. There were notable exceptions to this
generalization -- the English contribution is most like ours in mood and
substance -- but we make no claim to having made any apprec1able advance |
in the f1eld of comparative educat1on. | . |

" From the outset it was clear that the development of a model capable .
~of dealmg with the educational systems of complex democratic societies
- would 1deally 1nvolve extensive attention to three clusters of mterrelated
tasks | |

1. The f1rst set of problems consists of identifying a) those goals of a :
- society and individuals that they seek {o accomplish through the educataonal |
system; b) those means within the educational system that are designed to
achieve the desired outcomes; c) the d1spar1t1es that emst between avowed
goals and actual ach1evements

2. A second set of issues 1nvolves a) the perceptlon of the d1spar1t1es, o
" b) the explanations that are offered for their existence; c) the actual rea- |
sons that account for them; and d) the sources of d1ssonance between prof—

o fered explanatmns and actual reasons.

‘3. A third battery of variables includes a) the strains and tens1ons that
- ‘are generated by the d1spar1t1es between goals and achievements; b) the
- mechanisms that emerge to reduce such strains including efforts to elimi-
nate the dlspar1t1es or to modify goals, means, or both; and c) the .c__o_r_l_s_e_-f
quences for the next stages of educatlonal goal seekmg |

As the body of th1s report should rnake clear 1t is not now poss1ble to g
offer ‘any authoritative solution to the first array of problems, much less to =~
succeed1ng steps in the development of a cornprehenswe model of educat1on-,f_ .
'p “al systems. We have succeeded mainly in specifying the necessary condi- =
i .thl‘lS for evaluatmg the effect1veness of formal schoolmg and in 1dent1fy1ng
" the principal obstacles that obstruct the achievement of this aim. ‘Although
“we experimented extensively with analytic schemes which are discussed in
 detail in a later chapter, the present volume should be viewed pr1mar1ly as i
| ﬂ a work of. meta theory.‘ As wﬂl become apparent we d1d not construct a -




- is woefully inadequate.

viable taxonomy and our work, to this degree, must be judged a failure.
At the same time we are persuaded for reasons that we hope transcend

vanity that the errors in the present undertaking are fruitful and that the
problem of creating a useful educational model is now closer to solution.

Speaking very generally, the process of evaluation consists of 1) de-
termining the correspondence between a goal and an outcome and 2) assess-
ing the contribution of the educational system to the observed effect. The
first three chapters of this report show that all of the key terms in this
formulation currently create severe difficulties; the goals of education can
rarely be clearly discerned; the outcomes are seldom properly specified;
~and it is hardly ever possible to demonstrate the mdependent influence ex~
erted by clearly 1dent1f1ab1e features of the educatlonal system on man and

events. |

The pr1mary functlon of the early chapters is to expose the f1aws |
and 1nadequac1es of the ava11ab1e 11terature, and to indicate the technical
requirements which must be met in order to achieve a sat1sfactory model.
Our pr1nc1pa1 conclusion, however, is that qu1te aside from the innumer-
able methodological difficulties of dealing with the full array of relevant
variables and despite the obvious long-range advantages of a full-scale
- model, the first, and perhaps only, practical step that can now be under-.

~ taken is an 1nventory of incomes rather than a more complete scheme of
evaluation which also emphasizes the role of educatlonal goals. Stated
quite s1mp1y in a democratic society numerous publics have a 1eg1t:|.mate

B interest in the education of children -- educators, parents, children, cor-

porations, unions, political leaders, and so on -- and it is highly J.mprob-

| o able that anything approximating a meaningful consensus on goals can now
~ be achieved. At the same time it is possible to persuade large numbers

~ of people that systematic knowledge of what schools do or do not achieve

| ~ of any ev1dence of what happens to a ch11d as he proceeds through h1s

,school career. .

There can be no rational pressure -- whatever its
motivation or ratimale -- for changes in educational policy in the absence e

Th1s cons1deratlon led us to attempt two ma;]or tasks the develop-

'"‘i"f"ment of 1) a taxonomy for the classification of claimed and donfirmed out=-" e

e comes and 2) a comprehenslve measure analogous to the Gross National

 Product wh1ch has proved so useful to economists. We experlenced only

i .v’1nd1fferent success in the pursu1t of these ob;]ectlves. e

The taxonomy Of outcomes cons1sts of three maJor elements? 1) do- f‘e

""“,‘.f"f';;"mams, major institutional roles and nonrole- structured activies, 2) as-
pects, "ubd1v1slons of domams, and 3) facets,* moda11t1es of knowmg, ‘




- models (personal and additive personal focus), and 5) humamsuc rnodels

‘valuing, and doing. The scheme permits classification of some 263 poss- .|
- ible types of outcome. The advantage of this model is that it becomesa -
device for the location of any and all educational outcomes, and permits

the perception of gaps in knowledge, comparisons with stated intentions,

and other modes of analysis which are mentioned in the appropriate sec-
~ tion of this work. Unfortunately, field trials reported in the appendices

" by Smith and Smith, by Krauss and Waldron, and by our foreign colleagues

demonstrated the d:.fflculty of making unamblguous entr:.es. . |

. James McGregor's mswhtful chapter shows that it is not possable to
“develop some such indicator as a gross educational product in the absence

~ of uniform mecthods of valuation or "calculable terms of trade." Instead

' we are led to conclude that there are a vamety of perspectwe.., wluch |

~ might serve as models for the organization of outcom es. These include

 models of 1) cost/ efficiency, 2) resource development, 3) social (mtegra- :
tion-disintegration and mobility-equality dimensions), 4) psychological

(rehgzous, cultural ‘and citizenship t‘ocus)

| The final chapter then ponders the lessons learned in the process of

- conducting tlus inquiry. We specify the components of a model for the |
measurement of the effectiveness of a school system whose ma;;or compo-
N ents are outcomes, reactions by d1verse publics, average gam per stu- |
dent commumty 1nput and mdlces of soc1a1 quallty.c R

o ThlS bmef map of our smourn is in the manner of mtroductory dlap-

ters more orderly than it appcared while we were in the process of travel,
~ This project involved the collaboration of a dozen foreign colleagues who
~ served in the international phase of the project as ‘supervisors, authors,

~ or as conferces at a week-long session in which we compared fmdmgs, S
 six American research associates or assistants who at various times

wrote chapters, prepared appendlces, acted as coders, experlmented

~ with provisional schemes, and compiled bibliographies; and of course the 5
F ,pr:mclpal mvestz.gators who supervised the entire -enterprise and made
their contributions from generally similar perspectrves which neverthe- | f s

" less did not preclude occasionally serious differences of opinion. The

~ work as a whole represents their joint thought and planmng. ‘Marvin
Bressler is prnnamly responsable for the mtroductmn, Chapters3 and 4

and parts of the final chapter; Melvin Tumin is primarily responsible for .

Chapters 2,5, 6, and most of Chapter 8; and James McGregor is primar-

iy respons1b1e for Chapter 7. The work of other persons appears in the Lo
append1ces and them names appear w1th the1r contr1but1ons. S e




It would be difficult to impose anything approximating monolithic
order on so many people, engaged in a complex division of labor, ina
~ project which with planned interruptions took place over a span of two
~years and which addressed itself to novel and uncharted issues. It would
in any case have been undesirable to insist on a "party line" in an area

where so little is certain. The problem of assessing the effectiveness of

educational systems is sufficiently amorphous to invite strong and diver-
gent points of view, S - o

It is not surprising, therefore, that this report has its share of in-
consistencies and differences of emphasis. We have recorded in the ap-
propriate chapters and reproduced in the appendices the demurrers of our
European colleagues and American contributors. All of these pluralistic
~ impulses were further encouraged by the fact that many of the same prob-

‘lems appear in modified form in several chapters which were revised be-
cause of consultation and a changed outlook while other -authors retained
their original points of view. | o ~ A

. "Nevertheless, there is a basic unity in our collective effort that |
 transcends individual differences. We are persuaded that it is of the high-
est importance to devise better ways and means than now exist to measure
" how effectively educational systems achieve the tasks that are assignedto
them in the United States and abroad. Moreover, although we are pain-
fully aware that our triumphs have been few and our defeats have been
many, we are content that the development of an analytic device that is
capable of systematically ordering, recording, and storing theoretically
" adequate and operationally defined components of a comprehensive educa-
tional model will in due course prove to be within the province of human
ingenuity. O BT Akt Rt ,
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| It is clementary wisdom for any enterprise that risks valuable re-
sources to secure certain desired ends to sccure the most reliable poss-
ible estimates of whether the ends are being achieved, by the means em-
ployed, and the costs anticipated. In its basic terms, such an ¢stimate
is implied in the term evaluation, -

Certain types of organization are advantaged in this regard by the
fact that the eriteria of "success" are built into the nature of the enter-
prise itsclf. Thus, in a gross and crude way, profit-oriented business
enterprises know roughly whether they are succeeding or failing in their
intentions by the margin of net profit they compile. This is admittedly
~ avery crude measure, ignoring as it does, for instance, such problems
. as whether the profit sould have been or could have been much greater,
given the costs incurred. But it serves at least as some measure of
Moutcome" which most other types of organized human effort cannot so
easily call upon. | A | | o

. Consider for instance the problems faced by a church. How is one
to determine whether the church in its totality of activities has been sue-
cossful? What does successful mean? How could it be measured? How .
do you analyze the costs and inputs? How much of what type of success, '
with whom, should be expected in view of the input? 1If the parish is -

‘swollen with members during Sunday services, is this a signal of success?

But suppose the same parishioners engage in daily activities directly o
counter to church preaching? How successful then can the church be said
to be? - | | ,

| Consider, too, a peace-time army. What could determine whether
it is being "successful'? What could it mean? 1If the test of the success
of peace-time training is performance during war, but if the army loses
" a war to a greater power, does that mean the army is a failure? By
what standards? Was it reasonable to expect the army to win? And if it
never engages in warfare, how does one know if things are being done o
corxecﬂy?By what"staridfards?' - L
~ Consider, too, the problems of a baseball team that is a member

of a ten-team league, If only the team that comes out on top is considered

. successful, then of course all sine other teams have been failures. The

‘application of such an extreme criterion is likely to be ‘d‘is'astrous tothe
~ morale and conduct of the mernbers of the other nine teams. Obviously, -
~ other cutting points of success and failure have to be established; reason-
able expectations have to be sct up in view of inputs and probabilities.

- No further";exampl‘e’s are needed to i,l].u‘Strafe‘thé,di,fi’icuklties ',lil.{ely' By
“to be encountered by any organization as it secks to evaluate its effective- o
ness. Admittedly, then, evaluation appears to be a most difficult task, |




But any enterprise that pretends to rationality,' that is forced to provide
some kind of accounting of its operations, and that is beholden to one or
another public for its successful conduct, requires regular and system-
atic evaluation, | | | L

Rducational systems are no exception to this generalization,

" Whether public or private, but especially in the former case, public ac-
 countability is an integral part of the system. Moreover, substantial

and valued resources are invested in educational systems; high expecta-
tions for important outcomes are held by the relevant publics; significant
consequences for the "subjects," i, e. the students, are to be anticipated.

~ On the surface of the matter, "evaluation" seems to be a highly de-
' veloped specialty in the field of education. Consider, in this regard, the
. presence of several national testing services; the availability of hundreds

if not thousands of testing devices, standardized and other; the publicity

‘given to national norms of achievement by which different school systems
can measure and compare the outcomes of their own students on standard-

ized test inventories; the proliferation of testing devices through every |
level from kindergarten to professional school. All these might be taken

‘as reasonable signs that there is very great concern among the publics
who make up the educational enterprise for sound indicators of how well

" their various schools are doing,

. No one can gainsay that concern. It is to be found expressed in one
“way or another in the individual homes of the students; at PTA meetings;
" teacher caucuses; superintendents' conferences; statewide assemblies;

and even at summit conferences at the White House. It is to be found con-

~ cretely embodied in the Education Acts of 1964 with their specific and ex-
~ plicit concern for improvement of the quality of education and the equality
- with which this quality is distributed. R S SR

But Or;er?_miist~ add‘yre’s‘s‘ to all this ‘éxp'r*éss'éd concern and Vto’allﬂ‘the o

devices for testing outcomes that are currently being employed or advo- |

B " cated the question of whether the concepts are properly focused. Are

" they too narrow? too broad? tangential? Are the testing devices and

instruments measuring what "should" be measured?

L The"‘_ilitr'odu;c;tion fo‘f.y"th:e tex“"‘mf"ShO,u_ld"jixhp"lie's‘, 'o’fC‘o,ur"“se,l;thaﬁisthere‘,, .
s a correct and fitting range of concern that should be embodied in eval-
~ uative procedures, and that their fitness and correctness can be shown by

- some persuasive logic. It stands to reason that one will seek to evaluate

~orm éaSure‘:]thc)sejoutcomes which he believes the enterprise ought tobe
‘achieving. It:therefqre{folIOWS}ithaf first consideration in the development = =




of an evaluative scheme must be given to statements of objectives, As
we shall soon see, fox a variety of reasons this is much easier said than
done. o

Let us consider the problem first in its most general terms, How
does one know what are the objectives of an enterprise? If there are a
number of actors at different positions in the structure of the enter prise,
and each has his own set of interests, expectations, and roles to perform,
and hence cach has his own specific and unique sets of possible gratifica- .
tions, whose vcrswn of the goalc-: of the cnterpr:tse should be followed"

From the pomt of view of the social scwntlst concerned w1th evahi-
ation, it is impossible to take sides in the dispute as to which public's
version shall be aitended to, or which index shall be used; unless there
is some larger conception of the educational enterpmse to which the cri-
, torla of decision and Judgment can be related |

Admittedly there will be disagreement among various .,oc1oloomts B
as to what "education,' as a set of social actions, comprises. Differing
definitions of education, and the attendant variant specifications of the
~ boundaries of that socml institution, will thus lead to different sets of
constituent objectives, whose achievements are to be measured in any
“evaluation of the effectiveness of a school system., But some definition ;
' rnust be presem at the outse., 1o promdo a rationale for all that follows. .

One can even state some of the criteria that such a definition ought

~ to satisfy. At a minimum, the definition ought to make it possible to

"code' any activity, reasonably unambiguously, with regard to whether
, ‘~1t falls w1th1n the boundarleo estabhshed by the deflnltzon. .

Unhapplly the deflmtlons of soc1al mstltuuons r arcly make this kmd
- of pomted coding poc‘s1b1e. For even in 'malytlc- terms we are often re-‘*
quired, for example, to say nothing more specific than that the economy

n ;“,1s that aspect of a socml system Wthh is prlmarﬂy concerned with the o

: producuon and dlstrlbutlon of goods and services. 'When then we turn to .

‘lists of various actlvnlcs to decide whether they are properly called
S economic or not, we find that they are enmeshed with numerous other
~institutional act1v1t1es, such as polltlca] familial, and educauonal and

| ‘;'our decision as to. wheiher the activity is properly called economic is '
- thus forced to rely on a fair amount of subjective Judgm ent. Thus, the G

o investment of school bonds, for purposes of producing school-related reve..‘
 nues, can be seen either as an economic aspect of ecluc,atlonal aCthlty or L

E "'an educatlonally orlented aspoct of economlc act1v1ty




‘In any event, the establishment of "coder reliability" is a matter
of internal consistency and has nothing to do with external validity, That
is, even if numerous judges independently coded materials in the identi~
cal way, it could still b¢ problematic as to whether what they were cod-
ing so well was "really" what one wanted information about. There is a
common tendency at this point to utter an ''ejaculation of despair' to the

effect that "everyone knows what education is anyway. " But, if that were
‘8o, there would be no debates about who, why, what, when, where, and

how in education today. Such debates and disagreements sometimes seem
more frequent and basic than the agreements. B -

Clearly, then, a definition of education as an enterprise is requiréd.

This definition must coincide to some effective degree with common per-

ceptions of what education is about, or else it will serve little purpose.
Additionally, the definition has to specify the boundaries of the eduzation-

a2l enterprise clearly enough to indicate the points at which external forces |

are penetrating the system, and conversely, the lines at which education-

al forces are penetrating into or intersecting non-educational systems.

Other specifications will be cited later as they become appropriate

 for the level of specificity, or the particular kind of ‘educational system,
~ that may come into consideration. For now it will suffice to state the |
 more general terms of such a definition, aware as ‘we are that,. while all

definitions are ultimately arbitrary, they must be useful,

A, ‘The Boundaries of,the_Educationa“l System

- . ‘Thjé term "Syste‘m" gives an initial set of gui‘délines:tq the defini-
~ tion of education for it requires that the definition be put in "system'

terms and that i accept certain limitations imposed upon it by ‘virtu’e‘of Cali f
~ the fact that it must always be seen as a part of a larger system, called
~ the social system, within which it operates. R I T

~ The human social system consists broadly speaking of all these .
- structures and activities relevant to the maintenance of organized, s

 patterned, human life over a period of more than one generation, The
" relevant structures, among others, are those concerned with production f

- ~ and distribution of goods and services, the maintenance of order, the
£   :allocation‘of’;r'nem,bersjto«v_th“eir‘ ‘status or slots and the inculcation of their

g o From the pomtofVleWOf the humansoc1a18ystem ,oneof the cru-—
~ cial and univérsal;fu‘n‘ctionfsofﬂall_such systems is that of transmitting

~ from one generation to another the skills, ideas, values, knowledge, and o g




beliefs considered by the older generation to be neccssaly for the survi-
val and functioning of the new generation, The necessity for such trans-
mission arises out of the fact that the biological inheritance of the human
being is simply insufficient to permit any human to survive and function
~ without learning how to do so. The second imperative arises from the
fact that if the individual is to live with others, he has to learn the rules
and the sanctions of that pattern of coexistence, and he has to {ind an ap-
proprlate place w1thm the le,l&.lon of labor. :

Two things, then have to be taught o the newborn infant: how to |
~ survive and how to survive in a patterned and acceptable way -- accept-
- able that is, to the others w1th whom he must relate if he is to surv:lve.e

\ In an enthus:tasm for widening the domam of ' educatlon ' some

| scholars have argued that education is nothing more nor less than the

~ totality of all organized social life, since in fact learnmg is always going

on, all human experiences are "mstructwe " or can be, and every inter-

change between humans is potentially educational in that it is either con-

cerned with or consequential for the transmission or acquisition of knowl-
edge skills, etc. By this token, howevcr all experlences are also al-
ways economic, always political, ete. For in some sense, direct or in-

~ direct, all human mterchanges are consequenual to some degree, for all

- human activities of any and all kinds. It is obviously beyond reason or

uullty, then, to seck the widest posslble e\tenslon of the del‘mltlon of edu- ,

| catlon. | . | S

We dellberate]y conf:ne 11 thereforc, to lhose structures and activi-
~ ties that are primarily concerned with or focused upon the transmission
~ of knowledge and skills, We impose one further limit, though f]uldly o
~ rather than rlgldly so. It is to the effect that we are concerned with the

| statlstlcally most frequent situation of a legally "underage person belng

- taught by a person legally "of age." Underage here refers to that situa-

~tion in life where the individual is adjudged young enough to require fur-

- ther 1nstruct10n in necessary values and skills on the one hand, and young ”
o :enough to legltzmate his bemg subauga‘ced m the process to the w111 Qf the
- older person mvolved | | | e o

RS There are, of course excepuons to thls age dlstmctlon It does .

not always ‘happen that the teacher is older than the pupil. ‘But in such

~ cases, either the teacher is "funct:onally older, in the SpGClal sense of
o _posscssmd ‘skills and knowledge that the other person does not possess,

~or the situation is not prlmarlly educatlonal as we have so far defined

- that term. Thus, a younger woman mstructmg an older man in cert am e

2 _ref:mements :m dallymg would surely be "teachlng" the man but thls




"teaching" would not fall within kth’e rangeof the knowledge and values and
skills that are today believed to be required for acceptable adult function-
ing, however enlightening and pleasurable they might be. |

Several basic clements now are available to guide us in the defini-
" tion of education: 1) education always occurs in a context of a large: so-
cial system; 2) the continuity of this system over time requires that new
members of the society brought in by birth or reproduction be taught ba-
sic requirements of patterned survival; 3) some legitimate agent for such
teaching is always designated by the social system. o

We can join these and other ele:’m"ents in the following statements: o

< i

1. Education always involves transaction between a person, usually an
. adult, defined and designated officially as a teacher, and a person, usu-
“ally a non-adult, defined as a student. The adult - non-adult distinction
" 'need not be a formal age distinction, but there must be an acknowledged
 difference in the knowledge about the relevant subject or experience that
are to be communicated. ~ | .

2. The main purpose of the transactiou is the transmissiOnj by the |
teacher, or with his facilitation, of a set of understandings, with varying
affective, conative, and cognitive elements, ‘which a) are considered offi-

cially important by a legitimate authority for the child:or learner to know,

 and b) about which there is presumably a defined content which can be
transmitted. Legitimate and valued content are the characteristic sub-
stance of the educational transaction. e L R
3. The central purpose of education is the rendering fit for adult life

“of the unfit child. The purpose of this transaction is seen as conducing

~ to the benefit both of the learner himself ‘and the society or community in

- which the transaction is taking place. S T e

,(Different,c()minimities*vary with rfejgérd,tottheirk evalu:ation_s: ofthe

it fmal locus of the benefit of the educational transaction. Some emphasize

" the ultimate benefit to society more than to the learner. But everywhere
- some division of benefit is allocated among both learner and the society.)
4. The legitimacy of community support of this transaction is defined
~in terms of the likelihood that the learner will become an adult function-
~ing member of the community. Insofar, that is, as he is the "learner" in
' the educational transaction, he is defined by the community as a "depen-

~ dent" and as less than a full functioning member of the community. His

 "learning" is thiis seen as one of the things needed for him to validate his
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5, Insofar as the teaching agent is seen as the representative of the
communily, and as the individual with the specialized content that is to be
transmitted, he is always assumed to be endowed with legitimate, and
“even functionally demonstrable powers and authority to prescribe the
mode by which the transaction shall take place. Either the teacher-agent
is delegated these powers or he is designated as the person who fulfills
the "plan' of education for the community under 1ts guldance and direc-
tion, |

6. The r:cht to desmnatc who shall conduct the transactlon, under what

‘circumstances, and by what means, is justified as belonging to the com-

‘munity by virtue a) of its interest in the outcomes and b) its prov1s1on of
the resources for the transaction, ,

7. The cOmmumty, actmg as a body or through a designated a'gen‘cy,; i

"'prescrlbes not only the actors and the content of the transaction, but also L

‘the amount of time that shall be devoted to the process; the physical place

“in which the transaction shall occur; the internal rhythms of time and per-

sonnel; the kinds of supporting materials and experiences that shall be
designated as officially necessary and relevant. Communities vary in
whom they designate as relevant to the decision-making process regard-— |

ing these dimensions of the transaction. But the right to so designate is

presumed to lie in the resource- prov1dmg community within which the
system is located. Norms of time, place, and situation regardmg educa-

tion are found in a]l sometles even those W1thout formal systems of odu-”, g

cation,

8, The commumty always prescrlbes, dlrectly or 1nd1rectly, a body
" or set of moral prmc:ples of conduct that are meant both to govern the

transaction as it takes place, and that are to be imparted to the 1earner RS 8

by the teacher, either as central contents of the transaction (along with i

| other contents) or as incidental and instrumental to the learning of other
~content. These rules govern behavior 1mmcd1ate1y relevant to theedu-
_cational transaction and more ultimately relevant to. the conduct of the S

; 1earner then, and 1ater in the communlty at 1arge. :

'9 In h1s role as agent of the commumtv, the teachcr is not seen as :
a havmg any needs which must be served by the transaction except insofar

as they can be shown to be relevant to the outcome of the transactlon, Ly

and as Spec1f1ab1e in terms of gains to the 1earner or to the commumty o

~or both, The teacher, in short is an agent with a spemfled role, . ‘Tol- e

. erance for deviation from this role because of differences in personality .
~ or other such factors is always at the discretion of the funding and legiti-
R m171ng commumty. ‘The range of such permitted dev1atlons is variable

o »ifrom one commumty to the next but is always Justlfled 1n ter.ms of toler-‘}f




" able deviance, or valuable md1v1clu'11]ty It is never justified in terms of
the needs of the teacher as a pe1 son. | | ‘ |

‘ 10 A11 of the content involved in the transacti ion is seen as belonging

to two sets of mterlockmg structures. On the one hand, each of the
separate "subjects' being taught is seen as having a structure which can
~ be broken into steps, from lesser to greater difficulty and complexity,
and progression along these steps to the completion of the skill or.under-
standing is seen as measurable. In the second instance, all the subJects |

~ taught are seen as const1tut1ng a total structure of thlngs Jmporfant to
~ learn because they are collectively valuable to the learner, or to the so-
~ ciety, or to both, even though their connections with each other may not

- - be demonstrable. In short, there is always a vision of an "educated man"

. that guides the community in the selection of the content of the educational
transaction, and that enables it to set m1n1mum 1evels that any acceptable |

- ',“‘1nd1v1dual must presumably reach

All educatmnal transactlons are seen as capable of bung so de-— |

o flned that norms of achievement at Spec1f1ed normative intervals can be

- set by the community. Expectatlons by age or number of years of expo-
‘sure or some other uch md1cator are always present | :

As in a11 systems there are spe01f1ab1e 11m1ts of tolerance for de-

v//;; f“v1atlon from expectations by bOLh the learners and teachers. ‘To counter |
¢+ possible deviations beforehand, or restrain them when they occur, there
 are always available certain specified sanctions that may be invoked by

~ the legitimate authorities., All educational systems allocate to the teach-

~ er himself certain sanctlomng prerogatives, More complex systems may

o "/:requlre the teacher to refer questions of sanction to more remote authori-

: _,t1es ‘But sanctions are always present they are known, patterned 1eg1t1- 3
,mate, and they are expccted to be confined to the task of reducing or elimi-

. nating the obstacles to the envisioned or des1raole process of transmission,
- Inthat regard, they are "task-speclflc. ' They are more narrowly con-
strained, in fact ‘than the sanctions permltted or endorsed for dev1atJons o

f ’;[‘f_from role expectations in other systems such as the political or the eco-

SpGCIflc outcomes == is because 1t is felt that the learner -the teacher
~_and the social system in which the 1earn1ng-teach1ng is gomg on will lose
~+ something valuable if the deviations continue and if learning- teachmg 1s
 halted, The object of the sanctions is to get the educat10nal process
_ back to normal course as quickly and as effectlvely as poss1b1e.‘ In th1s
. regard, sanctions tend to be much "milder" and narrower than, for in- =
 stance, crlmmal sanctions for V1olatlon of prOperty codes. The demand

- for the most immediate possible restoration of eunllbI‘ann in the educa- o
1onal “rocess deterrnmes these partlcularltles. o : G

~ nomic, Therestralnt upon these sanctions =~ their confinement to "task- Ty




So fcll‘ we have speul’.‘ned some of the followmg thmg about, educa-
tion as a systcm- | . o

1, ,the mm'imum cast of actors involved; |
2. the essentml relatmnshlp betwecnthem; o
- 3. the common purposes ascribed to the rclatlonshlp, | |

4. the "umt" of transa.ct.ton (cducatmnal ccntont Vs, moncy vs.
power vS. pr1v11ege, etc ) o

X :‘5“.‘ who has the powcr to determ:me how the relationshlp shall
- be conducfed | o ~ : -

6. the Justlt‘.tcatmns for th:ts dlstmbutmn of powcr,

. who is responmble for provldmg the resources for the trans- D
actlon and how 1s tlus respons:b:.hty Jusuf:ted o o

| 8. the lumts of tolerable devmuon, who has the sanctmnmg power
. and what are the constramts on those sanctlons.

. B 3 . . . ]
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‘B 'I‘he Umqueness of the Dducatlonal Sy’stcm o

" The combmatmn of these twelve charactemsucs makes the oduca-

~ tional transaction unique by comparison with any other we could specify,

o Educational relationships, in the framework of these rules of transaction,
are speclflably different from political relationships, or sexual, or fam-

- ilial, though in each of these some education may take place, and some~ %

~ times one or another member of the family may be designated by the com-ij .

e munmty as the official agent or teacher, The teacher-learner relauonshlp o

when they are out on a hunt or fishing expedmon togcther (though there

fy,yyﬁ;u,:relmlous devotlons ‘mogether

_.may thus be one ro1e-facct of the parent ~child relauonsmp. - But even S
~ when this is the case, the relat:tonshlp between parent and child when thcy .
‘are functioning as teacher and pupil is different from their relatlonsh:tp e

~_may be educational aspects to each of these ventures as well); or when Sl
~ they are eating at their common household table, or when thcy encage in

| The dlffcrcnce betwcen educat:mon and these other act:tv:tt:tes 1s in the
o degree of focus upon a central intention. The educational focus is upon
~ the! intention of transmmmg valued lmowledge ‘and skills from one gonera- ~' e
_tion to another, to prepare the younger generation to be able to funcuon
~ as adults, and thus to bencflt thc 1arger soc:lety by hav:mg such tramed
o funcuonarles. u N 1 e




- learner.

! sophisticated urban-dwelling teacher discussing the "Great Books of
. Western Civilization" with his college-bound students. Without unduly

- velopment of the boundaries and content of the educational system. These

| In specifying the essential clmractcr:t.,tlc. of the cducauonal enter-
prise, no spccific struciures as such were mentioned. That is, we have |
not qpoken of the educational system in France, or Tobago, or Malaya,

~ Rather, we have kept in mind the entire range of possible structures
“within when these educational goals are sought and the correlative fitting
actions taken toward thesc goals by peop]c in the roles of teacher and

| In Speakmg of the "communﬂy" and its controls and delegated or

 exercised powers, and its provision of resources and setting of norms,
we may have unwittingly suggested a highly structured situation. Bufour
* intention was to include in this description the educational transaction of |
i the Eskimo father teaching his son how to spear fish as well asthe highly i

straining the terms described, both these situations and all those in be-
‘tween these extremes are meant to be included. In the Eskimo case, the
"community" is an understood community, the one to which the father and
“son both are committed by identity and bonds of loya]ty, and from whom
they, like other Eskimoes, each at his own fishing hole, far separated in
space, derive for themselves norms and judgments, The formality or
informality of the contact within the community, and of the lines of con-
nection with its norms and sanctions do not matter at this stage in the de-

Spcc:l,flcauons become important only later when one is attempting to dis-
tmgulsh various kmds of concre‘o,e educauonal systems.,

C. Toward a More Complex Modcl of the Educatlonal Svstern

Thus far we have tau ed of an educntlonal syqiem in terms of the
| :31mp1eqt possible model -~ that of a teacher=-learner rclatlonshmp, with B
~ only the fwo actors 1nvolved ‘Most systems of the world would not corres- LA
,pond to thls model Rather most are somewhat more comple;x. : |

e Now then we may add thc complemtles Whlch are 1ntroduccd only o
: when we mcrease the numocrs of actors playmg the role of teachers and

RN learners.

Complc*utle., caua-.ed by addcd numbers of parucmanls IR

- If we keep in mmd the model of educatlonal systems in modern m-"'
'fdustrlal societies, the followmg elements seem to be charaotomstlc of

- alls such sys‘cems |




1. There arc now diverse and numerous actors called "teachers" who
are necded to staff the system,

2, . Specialized training must be provided so that they can be adequate
to the demands upon them. | | -

- 8. That training has to be relatively coordinated - w‘ithin the domains

of the same society -~ so as to ensure a working consensus on the pur-

-~

~ going to employ the tcachers.

poses of the educational {ransaction, the content to be transmitted, the

methods to be used, the time schedule to be kept, the evaluation tech-

niques to be employed, and the competence of the teachers themselves.

4, That system of training, and its predictable and measurable out~

" comes, has to be coordinated with the perception of the purposes and con-

tent of education held by the various communities in the society who are

5, ‘,Formal arrangements must be made ‘regard~ing the governance of
the educational operations, . Firm lines of allocation of power to make de-

cisions must be established. Where bureaucratic hierarchies areneeded,

their rationale and structures must be agreed upon.

. The&requirementys ~just' specified indicate that many new kinds of ac~

tors or role players have been brought into the educational enterprise.

It has become complex in its needs and operations and hence a division of

Jabor has had to be set up. These new status or slots in the division of

labor involve recruiting people for non-educational functions required to

 serve the educational enterprise, including suppliers of goods and ser-
 vices ranging from coal or oil for the furnaces of buildings, to paper for
| the classes, and food for the cafeterias, and lawyers for the flotation of
~ bonds or loans. | B o : R

~ This is one level of complexity -~ the increase in the number of
 people to be served in strictly educational ways -- where education isde-
"f'ffi’«‘edasz,'W:e;h,aVieldOne*e.arlier. G R T

2. Complexities caused by new relationships

~ As aresult of these new needs for {raining and governance, whole |
 new sets of relationships emerge which become integral parts of the edu-
~ cational system and which can come into conflict with each other unless |
- otherwise managed. These include the following: R | e




1. betwcen apprmtlce tecxchers and teacher o! teachors,

2, between formal governmaent authoritics em:l thc teachers of teachers
at the specialized mstltutes,

3. between the formal governance authorities and the parents of the
children who are to be taught by the teachersf

4., betweon the teachers and their superlors in the hlerarchies or
 bureaucracies set up to manage educational system affairs, e. g.
members of the m nustry of educatlon or the school boards, or
whatever

R i

5. between the par-ents and the teachcrs who now play the role parents
used to play m the oducat:lonal system,

6. ‘be"cween the students and the teachers who now are no longer mem- B
- bers of their families or in multi-role connection with them; B

7. among the various teachers within the framework of their own teach-
ing institutions -« when more than one specialty is taught by more
than one Speclala.st | -

8. be’tween th‘e formal governance authorities and the manufacturers
and suppliers of goods and services required {o provide the schools
with the necessary resources, |

A Sk - - N -

o 97';. ’between thc teachers of teachers and that new band of speczahsts B
 who innovate materials, methods, and processes regarding educa- .
t:on., 1. e.s the research speclahsts in the i.‘:teld of ,educatlon.

There are, of course, other' role players and other sets of relauon- .
shlps which develop when one adds more students and teachers, Butthose S
~just cited will suffice to indicate the kinds of complemtles that are :mtro- e
o 'duced sunply when relatlonsh:tps are mcreased

3. Complemtles causcd by_ :mter system afflhat:lons o o i

; Auother 1ayer of comp] e\ny is mtroduccd mto educatlon when any
o system 'moves' out of a condition of total local soverelomy and becomas
- partof a network of educational institutions, arranged in a lusrarchy of
"skcoordmated authority. Necessarily thcre is involved some surrender of o
‘sovereignty and autonomy by each local unit, and the dcvelopm ent of new
systems of relahonshlp to manage the mteractlon octween the local emd
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the federation of which it is a par The conncctmns between loc.al coun-
ty, state, and federal educational networks will serve as an appropriate
model here.

In this new complexity :u: is not that new purposes have been added
to the core educational purposes. Rather larger numhers of people in
various communities have, for one recason or ancther, pooled their pur-

poses and their resources, and have thereby set up certain requirements

of coordination and governance that were not present earlier, This is
not simply an cnlargement of the prior increase in numbers, Under that
s:.mpler condition no structural realignments of authority and autonomy

- were required, Only coordination among diverse agents of the same sove-
| rcmgn power servmg the same sunple purposes had to be realized,

4 (‘omplex:mcs c-aused oy add:tuon of func..uons

Our modcl of education has grown thus far to.include 1arge numbers
of actors, organized together into a network of reciprocally supportmg
 efforts, operatmg out of various centers with varying degrees of autonomy
and soverelgnty, but still focu..,lnv on certain speclal:wed and llmlted pur-
poses. ~ ~ =

- In the snnplest cducattonal systems, the purposes of educat:con seom |

 quite clear and unquestionable to the actors involved. There are no de-

- bates in "Pango-Pango" as to what should the father teach his children.

~ Above all, there are no debates as to whether morals and values ought to
be taught, along with knowledge and skills, and no questions regardmg

- the utility of what is to be taught -~ not until alternative ways of possible .

lives for the chlldrcn bccome real opuons to them or to the culture at
,‘largc. N |

‘But ihmgs do not remain that smlple and "uncontammated" for vcry

: long, at least not very long after the society in which the education is . o
~ transpiring comes into effeclive contac:t with the 1mpu1scs of modernma— R

| «tlon and 1ndustr1a1:tzat10n.

Under the :unpaci of th:s k:md oi‘ contact several basw changcs in
o soc:tetles occur whlch are dlrectly relevant for the educatlona] sy..»tem

1. 'l‘he d1v1s13r1 of 1abor becomos such that trammd for Spe01allzed and
‘ funequally-valued occtxpa’monq becomes a necessary pam of the schools' e ]

- efforts. |




 cational functions, and parily because the content of education at ccrtam

in the adult world now becomes a salient consideration and patterns of | i
“selective recruitment, training, and placement of students become pri--
‘mary cons:.deratlons for the educai:lona.l system, -

~ The schools become lunchrooms, recreation halls, places of religious

~ seemed necessary and in the best interests of their common subjects,

the school-age children. In fact, there are numerous arrangements, in-
~cluding in-school and out-of ~school agencies, and varying kinds of coop~ V
eration. Another alternative is for the schools to refuse to perform the t

there is some action toward meeting the need, the school more often than

 under the pressure of modernizing and mdu.,trlallzmg influences can all. =~ |

~ be fitted into the original snnple framework of "lxnowledge, skills, values, |

- ideas, and beliefs." But this is a semantic concealment of genuine change., |
:Among other thmgs the unavmdab?e augrncntatlon of knowledgc and skllls |

-

2. The family surrenders most of its educational functions and assigns
them to the schools. This happens partly because the parents are them-
selves too involved in the making of a living to be able to perform the edu-
levels becomes tco complcx for the parcnts to bc adequmc.

3. Diverse carcers become possible for the students so that new spe-

cialties are developed in the school requiring new spec1ahsts

4, The diversity of talcnt among students for certain specifiable tasks

5. The schools are requlrcd to take on a dlversrty of new functlons not
simply in the traditional pedagogic sense but because of the loss or sur-
render by the family of its capabilities or interests in these concerns.

devotion and instruction, mental health screening centers, and vocational

- guidance counseling offices, among other things., These Speczames fall

upon the schools as the need for them emerges, mostly because they arise

“as needs of the school-age youth, The fact that such youth are "captive
1n school centers for specified hours a day makes the schools the most

"natural" target, The alternative would be to dllocate each of these non- o
pedagogic functions to specialized agencies outside the school and set up
a network of coordination between them and the schools insofar as it

obv1ously needed functions, But when the need is recogmzed and when

not becomes the agency to whom 1he scrv1cmg of the new need tends to be S

asslgned

It is. 1mportant to note here that the functlons taken on by thc schools o

results in the unavmdable loss of competence of the ‘parents or tcachers

= «Q’f‘_jto dcqulre and impart these. Addltlonally, the new dimensions of effort
o that emerge, e, g vocatlonal counsclmg and menhl health aC‘LlV1tleS are e
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"verbally" inherent in the mandate of the school to "prepare the child for
adult life, " but were never visibly required before the specialized divi-
‘sion of labor characteristic of modern industrial society became a reality,

| Some of the additional complexities introduced into the system by |
the addition of new functions can be summarized as follows:

1. new roles for new specialists;
2. new relationships between the old-line specialists and the new;

| 3. new relationships between the new Sp,ecy‘ialists andthe homes and
| families of the children, and the children themselves;

4. new sources of fundmg and financing required;
5. alterations in the structure of compefence and authority in the tra-
- ditional hierarchy developed around the more limited sets of pur-
poses; e | | St |

6. new relationships with ftmding and,sponsoring authOrities outside |
~ the school who have now been brought J'nt'o the»educat,ional11etw9,rl§; :

- 7. new interrelationships with newly relevant professional organiza-
tions, such as medicine, engineering, law, and accounting;

' 8. new relationships with organizations such"as trade unions.
5. Complexities caused by education of children within a democratic

- school system for adult funciion in a democratic society

. No attention has yet been paid in theﬁdeve‘lopmjent" of a model of an

B educational system to those complexities which arise when a) the system

~ operates in accordance with democratic canons of decision-making and

R special shape to the educational system, especially if the system takes P
. seriously the implications of being democratic itself, on the one hand, .

- b) when it seeks to prepare children for life in a democratic society, -
~ These are very specific kinds of cultural themes that can give avery

. and of training its children for democracy, on the other,. The complexi~

- tes that arise under those circumstances are over and above all those al- ~ |ff |
- ready specified. The difference can be scen best when one imaginatively ~  §
~ compares the problems facing such a system with those confronted by the 1
~rulers of a system which is unabashedly autocratic in its own operations <
- and which, with equal devotion, aims at preparing its children for lifein
- an autocratic or totalitarian society. SR




It is important at the outset to distinguish the two "democratic" -
themes of which speak here -- the democratic governance of the system
itself and the training of the children for democracy. In theory, the
combination of these two thenies yield four possibilities, as shown in the
following diagram: | |

S Type of System  Decision-Making
Type of — — |
Educational | - Democratic ~  Non-Democratic
- Trainingof Democratic - a e
Children ~ Non-Democratic b - d

~ No empirical society is a total and perfect fulfillment of any of the

. four types indicated above, but some systems come closer than others.

- The American system in general comes closest of any in the known world
to type "a." Selected communities in the United States come cloge to type
"b" insofar as they may go through all the mechanisms and processes of

| - democracy to decide to teach their children to respond to themes of hierar-

~ chy, inequality, discipline, authority, etc. Type "c" represents the kind

of educationai system one would expect, under the best possible circum-
stances, from societies "in transition,'" where the transitional period of
autocratic governance is seen as the necessary and unavoidable condition
- for survival but where the aim, nominally at least, is to create a new kind
of democratic society. Type "d" is the classic case of education ina |
totalitarian society where the clearcut intent is to educate for totalitarian
conduct. ' ' o B | | A

‘Type "a," the system marked by democratically-decided democratic =~
content, is probably the most difficult to create and operate. Democratic
decision-making is the most laborious and time-consuming of all modes
~of decision-making, and training children for democracy involves model~

ing that democratic pattern in the actual conduct of the schools, and en- o
~ tertaining the highest levels of openess for contingency, disagreement, R

~ and alternative theories and viewpoints.

~ When a system decides to be democratic in its structure and con- |
tents it opts, willy-nilly, to break down the traditional authority of the |

o ~ teacher:and the authority of the traditional subject matter. The body of i
~ "received knowledge" is no longer sufficient; the modes of selection of =

- appropriate materials are no longer as relevant or justifiable. The al- s
- ternative courses in life are no longer as restricted or constrained. The
~ diversities of talents among students are no longer as easily arranged

-and utilized in hierarchical fashion; inequalities in educational outcomes
~are no longer as easily rationalizable. The relationships among student,  [§




parent, and teacher are no longer capable of articulation in the same way.

These and numerous other changes are required when one changes not
only to a complex system fit for modern industrial life but one also fit
for life in a democratic society.

Perhapu just as 1mportant is the fact tha‘r almost always when sys-
tems move toward democratic structure and content they also embrace
the notion of the naturalness and need for change, and continuous change
at that, ‘The inherent instability of social life, and the positive desirabil~
ity of constant change to meet newly created needs and desires become

central orientations of such a system. At that point the character of edu- |
cation becomes radlcally changed. For now it is no longer the continuity )

of valued tradltlons that serves as the center of school content. Rather
it is the continuous revision of traditional values and valued traditions to

~ make them apposite new situations that becomes the keynote. The great

sturm und drang now being experienced by even the most enlightened
schools in the United States as they try to deflne, comprehend, and begin
to implement to notion of "education for change" is evident testimony to
the difficulties created when the old veritics are seen as no longer suffi-

cient. Moreéover, those very few pioneer schools who have only recently

decided to see what it might be like both to provide models of democratic
~ life on their campuses and t{o allow democracy to be the rule of conduct
 in school affairs are experiencing what might more propcrly be called

| kblrth pangs rather than adolescent sturm und draag. S

It is clear, 'therefore that’ dem‘ocratmally ‘declde‘d edqutlonal con-

tent for democratic life is the most difficult of concewable school sys-
;tems to manage effectlvely.r , |

e'Summ ary

| An effort has been made to set certaln analytlca] boundames upon
the system of human effort called "education." This has mvolved SpCCl"‘

‘fymg the key persomnnel, the relatlonshlps among- them as they move to- .
~ ward agreed upon goals, the nature of those goals, the lines of allocation
~ of responsibility and of provision of resources, the power relationships =~
~ that arise, the permitted dov1at10n, the mechamsms and agencms for e
o _sanctlons agamst dev1at10n , | | S |

e s b s

ThE Once 1hese core elements, characterlstlc of all syutems of educa-
o «uon, ‘were Spec1f1ed ‘the model of. the educational eystem so described
- was then elaborated to take account of the new features and system com - e
plexities that arise When 1) numbers of actors are multiplied; 2) new re~ﬂ~ S

= ‘latlonshlps must be .,tructured and mamtamed Wlthm the system 3) new
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relationships with bordering systems are developed; 4) new functions are

~added to the charter of the educational system; and 5) when the system at-

tempts to operate in accordance with democratic canons of procedure and

~to instill the knowledge and capacity requisile for democratic living in its
| students.

With these boundarles, , .,’cructure and 1hemes now stated, it '1s '

| relevant to consider the strain and stres ses that are encountered by edu-

cational systems at the varmus spccn‘lod levels of complexity.

Part II. Stralns in Educatlonal Systems’

~ Every form of collective life is Jnherently stressful ‘Material re-

§ sources are often inadequate; the knowledge required for rational function-

~ ing is often unavoidable; the needed cooperation among diverse per sonnel

is often lacking because the cross-purposes of the varlous actors are too
edlvergent to permlt easy reconcﬂlatlon. | |

3 Educatlon is no less stressful than other collectlve eflor.,s of man, |

“and in some special ways may be more stressful, At the very least, it

exhibits a number of strains that seem unique to it, given its essentlal

purposes and 1ts unavmdable minimal structure.

In outlymg these strams 11 Wlll be uveful to follow the same 'struc‘-—k.

| iure‘tha’c was used in developlng the model -~ first, a core system and

~ then take account of complexities that arise because of increased numbers,
~ diverse centers of authority, increased range of functlons and the focus

upon democrauc governance and content

| We consloer flrst a sample of those kinds of strains that arise
frorn ‘the fact that the system is "educational." Here we take account

X only of the generic strains that can be found in any and all educatlonal

o systems regaroless of s:unpllmty or comp]exuy

. ;*A., : Strams Common-, to All Systems of' Education g PR

o ] Amblgultles and varlatlons in contont |

| We refer here 10 the fact that even in the snrnplest °oc1etles wher
o 'fj,educatlon consists of skills, values, att:’cudes, and beliefs that father
~ transmits to son, and that elders transmit to the age-graded young men,
~ the skills themselves, e. g. ‘hunting or flshmg or tdkmg scalps, are sub~ |
,~“Ject to being learned in a variety of ways. There is no manual of spoc1f1-"f

 cations for these skills, Ways that seem suitable {o the teacher may not -

L ;be apt for the pup11 Or the pup11 may dlscover modes of performlng




5, Generation gaps in value orientations e

the: required skills which scem superior to those of the teacher, or at

least more fit for the student, The "authority" of the teacher, based in |
large part on his being perceived as a repository and monopoly-holder of =
important skills, may thereby be undermined. | , | -

[

‘2.' The pupil outdistaﬁées the téacher

In the same vein, the authority of the teacher may be undermined,
especially when strength and vigor are requisite to the skill, by the rapid-
ity with which the learner surpasses the teacher in the performance ofthe

skill,” Given the age and generational differences in teacher-pupil rela-
 tionships, and given the crucial role of muscular strength, agility and -
"~ endurance in non-industrial societies, this strain is ubiquitous. N

8. T~eacher~ A is better than teachier B j

| " Another possible subversion of the authority of the teacher arises = .
in the situation where unavoidably the learners compare themselves o
against each other in terms of the skills of their aduli teachers. Variabil-
ity in the adult population guarantees some invidious comparisons and the
consequent lessening in the authoritative prestige of the less competent
 teachers., The industrial society equivalent of this occurs both in the
 schools, when comparisons are made among teachers, and in the peer~ L
 groups, when comparisons are made among fathers.

4, Insufficient resources

'~ Because of lack of time, or energy, or interest, or knowledge or
skill, or even of minimal material resources (a good bow or a good fish-
‘ing net or a good horse), the education of the learner may be less ade~
~ quate than is considered desirable. Especially in small agriculturalor
~ peasant or hunting communities, where such matters are visible, there ]

" may be unpleasant stressful repercussions on teacher and learner alike,

S ~ Under even the simplest social circumstances, differences in age
~ and generation between teacher and learner may prove to be sources of

" strain in the educational transaction, The "internal" requirem entsand

" norms of the young peer group, with definitions of a desirable rhythm of

ation cause difficul- =

 work and play that differ from those of the adult gener

 ties everywhere. .
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6. Current responsibilities andv deferred grati.fications

The edt.catlonal situation is one which everywhere no matter what

" the kind of society, involves the young person in assuming certain "pain-

- ful" re ,ponsmllltlcs as a learner in return for which the reward, at least

~ in part, is a gratification to be reccived later in the game., The learning
- of how to defer gratification is a crucial element in all effective educa-

tion, even though in some social situations the gratification is deferred
only mom entamly and only in pax’c The inherent gratifications received
"in process "along the way' may serve as compensatmg and motivat-

 ing features. but there is always some element of "cost' along the way
 that must be traded off against future gratifications. Typically, the mem-
| bers of the adult generation, who have been through the process, are

" likely to give much more emphasis to later and deferred gratifications

- 1and hence to stress the worthwhileness of deferral of grat:flcatluns to -an
o e,:tent tuat cannot be ahared by tho younger learners.

:7.’ The m:sflt of theper.:onalmes of . teacher and learncr -

In role— tructured 51tuat10n such as that of teacher learner

none of the personallty dimensions of e1ther of the two actors, in princi-

ple, should enter relevantly mto the transaction between them, But in

all human mteractlons such ' 'role- 1rrelevant" ersonality dimensions do
p y

- in fact intrude. The amount of intrusion will increase in proportion to the
- number of other relationships in which those same actors are involved,
It will also be greater where there are fewer formal specifications of the

llmlts of the role, In the simpler society, then, where the adult plays .

~the roles of father and teacher, breadwinner, religious senior, and many
- other thmgs to his son, and where the son plays all the role counterparts |
 of these various role-structures to his father, the intrusion of their "role~
‘1rrelevant" personalltles is likely to be max1mlzed The compensating =
feature here may be the extent to Whlch father and son are able to work o B
e w ,lout patterns of productlve coex1stence pceca,sely because of the range,
~* continuity, and scope of their interactions, so that there is a surplus
| kfbeneflclence that carries over from one transactmn to another and may
- serve to compensate for madequac:les or strains that arise. But, of
~ course, there is always the other poss1b111ty that each role- relatlonshlp |
i will be progresswely worsened or lessened in 1ts effectlveness because e
e _f{j,of the Splll-over of unsatlsfactory relatlonshlps in other roles -,hey share s




by the teacher, and when he normally has no recourse or appezl beyond
that of the teacher's willingness to consider. In the father-son education
relationship, the unavoidable affect inherent in the father-son aspect
“neccssarily intrudes into their teacher-learner i{ransaction. It may be R
~ supportlvc or deetructxve, but it is always problematlc.

‘countered in cducational situations, glven only a minimal structure of two
~actors, in a situation devoid of formal codification or evaluation, and in
_ wmch therc is no i.‘ormal networh connectmg such two- actor systems with

, ‘B. Strams Armsmg m Congplex Democratlc Svstems

8. 'l‘hc intrusion of affcct :md other non»rational considerations

In any interaction between hum an.., however sharply defined and - w
cu‘cum seribed, there is likely to be an important affective component. :
This is perhaps especially true where, from the viewpoint of the learner
at least, the content of the transaction is crucial to him, his ldentlty and
ego-strength, and/or when he is subgect to the conscquenta.al evaluation

Thesc are eight of .nany possmblc strams that can be ancl are en-

1 Strams caused by democratlc governmlce and content

Most of the strains could proper]y be classﬁled as d1sa6reements

. ambng various actors in different roles (parents, teachers, students) re-
' garding all those aspects of education which are subject to dlspute its

purposes, its content, its methods, its best method of evaluanon, its

o necessary resources, and the like,

Perhaps thc most perswtmg and fundamental of these d:o.sagrcementa -

- which seems to inhere in the very character of the systcm has to do with
the conient of educanon. what it is in terms of knowledge, values, beliefs,
~ and skills that ought to be taught, at what level of competence, wnhmwhat R
o pcr:tocl of tnne, and for what later or 1mrn edlate ut:thty R .

The emergence of W1despread dlsagreement on the cont nt of educa- N

: 'f'zf;,tlon, i. e. what should be taught, is because of three main sources, a~ |
~ mong others~ a) the amorphousness and ambiguity regarding the purposes "R
- and goa]a of educat:non, and hence regardlng the content that might fulfil |
~ those purposes, especially of course in systems that have decided totrain
_ their children for democratic social life; b) the diversity and mixture of
~ pedagogical and non-peda.goglcal or curricular and non-curricular, goals e
of education that have come to charactemze educational systems that pro-v |
- fess to aim at flttmg fho:.r students :mto comple\ and rapldly changmg
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world; and c) the diversity of importance attributed to various outcomes
by the various publics comected with the running of democratic school
systems, each of whom brings to its educational role-interaction a view
| of the educational process that is most consonant with its own place in
i the educational system (parenis, taxpayers, professional tcachers, pro-
| fessional administrators, etc.). |

1t is a commonplace that systems acquire special features of struc-
ture and function from their avowed purposes. Thus, a corporation en-
gaged primarily in the business of m anufacturing pipe fittings will be dif-
- ferent in important regards from a corporation engaged primarily in re-
 eruiting entertainment talent for bookings in various theaters throughout
. the country, So, too, if the pipe~-fitting corporation decides to take on

" the manufacture of newsprint, it will have to restructure itself in 2 num-

. ber of ways to accomodate its Organiz.ation‘ to both purposes. Even if the
manufacturing aspects of the enterprises are kept separate, a new struc-
‘ture of corporate reporting and authority must be created to bring the di~
verse enterprises under a common governance. Thus, when diversity
and multiplicity of purpose are introduced into a previous one-purpose
structure, the shape of the system is likely to alier in several significant
regards, | | . | -

If, however, it is characteristic of the system -- corporation or
‘other -~ that its purposes are stated ambiguously so that there areno
specifiable provisions for the measurement of its achievement, it builds
2 high potential for disagreement regarding its effectiveness into the very
nature of its operations. o o DR
~ Educational systems in democratic society are precisely of that
~ kind, By announcing that their purpose is to prepare young men and wo~
" 'men for "meaningful" adult functioning in a democratic society, they in~
~ vite the maximum possible argument regarding their structure, their ac~
~ tivities, and their achievement, e e e

~ Thisis 0 simply because by comparison with any other stated "in-
" tention" there is more deliberate uncertainty inherent in the "democra-
~ tic" goal than in any other. And this is so because, by the democratic =~
~ norm of "process," the content of democratic education must always be
~in flux, Moreover, that flux tends to the maximum when the system en~
~_courages maximum participation by all relevant publics in the discussions

. and decisions as to what such a system ought to be doing to further itself |
~ and to insure its continuity over generational time, Uncertainty regard-

" ing content and methods are thus inherent in educational systems in dem-
~ ocratic societies. Perhaps the most certain guideline for such educational "




systems is the requirement of training teachers and students to function
effectively in situations of uncerta:inty and ambiguity and to benefit from
the exchange of disagrecem ents in the temporary rcsolutlons of th cse dis-

- agreem ents.

Some will argue with the connotations of the term uncertainty and
would prefer the term "provisionality," That might indeed be. closer to
the mark, For the essence of democratic educational systems is that
nonc of the avowed purposes are viewed as anything but the most gencral
guidelines, Correlatively, all instrumentzl processes or paths toward
these ends that are prescribed at any time are seen, when the system is

; functioning adequately, as provisional and temporary, and subject to
. change when innovative rescarch suggests better alternatives, In the in-
“terim, there is deliberate encouragement of such innovative research,

In short, democratic education is constantly secking ways in which to

~ shake up, alter, and modify its existing procedures., In those regards, |

then, democratic education is inherently unsiable with retfard to its con- |
tont methods, and relatlonslups. |

" The dehbera‘ce cult:watmn ofdisagreément through the explicit invi-

‘tation to numbers of different publics to participate in decisions regarding

the conduct of the schools is tantamount to the acceptance of a conflict

model of social organization, This potential for conflict -~ and especially
 between student and teacher -~ is cultivated even further by the deliber-
ate emphasis in modern democratic educational systems on the prepara-
tion of students for rapid social change and for effective pariicipation in
‘a world that will experience such change. Because of the generational

difference between student and teacher, the emphasis on preparation for

change, if implemented adeqlzatmly, ‘must result in a diminished quotient

of authority for the teacher and in more active participation in de(:ISJ.Ol‘I"

‘making by students, If these relationships are not changing in the ways o
~ just specified, it can be inferred that training the students for change 1s |
: not proceedmg as effecuvely as u mlght in the schools. - |

o 2 Strams arasmg from 1nu1t1p]1c1ty of goals :m democl‘ailc systems |

A s,econd set of charactemsth of comp]c\:, dcmocratlc educatlonal = r

o plled m the name of the system seems to @uo‘gest

We refer here to the arra.y of commonly afflrmed goals oJ.‘ educa- e

Y twn in our own and comparable systems that go far beyond the traditional
. dcvelopment of skills in basic literacy. These include a) training for |
. such things as being able to live productively and peacefully with pe0ple R
?;who dlffer in certam basm charactemsﬁcs, ablllucs, and opmlons, s




b) being motivated to participate effectively in ihe democratic process of
decision-making through sustained activity in the decision-making process;
and c) being able to acquire through participation in the educational sys-
tem a sense of self-worth equal to that of all other partxcapcmts. =

"No other educational system in the world has embraced these kinds
of goals as fully as the American educational system. These goals pre-
sent to the schools that aceept them as legitimaie and important certain
most difficult problems connected with personnel, methods, content, re-
sources, priorities of time and place, and methods of evaluation. Such
 schools become mulii-purpose systems the achievement of whose ends is |
“intensely difficult to estimate, The difficulties arise from the character
of the goals themselves and from the crucial fact that the extent to which
they have been achieved cannot be known with any firmness or ccrtam‘ty
‘until the child is in effect an adult. Even then the accomplishment is
- most difficult to estimate and, it is even more difficult to assess the ex-
tent to which the achievement is due directly to the school (and which of
its many facets), or was made in spite of the school, or if the school ex-7
~ perience was relatively indifferent and mconsequentlal |

It is not mult:lpllt:‘lty of goals alone that generates these difficulties,
It is specifically the kinds of multiple goals that the democratic systems
seem {o have taken on n for them selves. Multiplicity would present enough
problems even if the goals were stated with crystal clarrty and the opera-
tions for their measurement were prescribed clearly and beyond cavil,
‘When these burdens are added to those previously described as arising |
from the democratic governance, with its unavoidable quotient of dissen~ |
sus and conflict, it can be seen that democrat:c educauon 1s mdeed a bur-
-densome charge. o | . | ’

3 Strams amsmg from the presence of numcrous, relevant actor
in dlfferent places in the school system structure 2

It is axlomauc in thc theory of systems that as the number of rele- o

o vant actors or roles increases, the complexity of managemen‘c increases, R

 and the potential for conflict increases accordingly. Every actor in every -
- system views the system from the special purchase or point of view that

~ derives a) from his:own position in the system and b) his own special tles |
- to other systems outside. The student with hig family ties; the teacher
 with his personal and professional connections; the principal with his

special connections to the supcrmtendent ‘the parents, and the school

~ board; the parents with their special relat:monsmps in the nexus of the pa-

rent commumty all these are actors who must disagree, at least in part; G
;vas to what the schools ought to be domg and how well they are domg 11
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For cmamplc, the teacher who out of "professional pride" is "tovgh'
in his evaluation of students must by that very token be a source of pr ob-
lem to the students on whom he has been tough, The students must in
turn sce the teacher and the educational process as working against their
best interests and, even, against the best concept of effective education,
The parcnts in turn must differ with their children regarding the adequaoy
of the schooling being forced in the nature of the case to allocate the
blame for the "failure" of their children at least partly to the children
themseclves, however much they may also allocatc part of the blame to

the teacher and the "school, "

Or, alternatively, consmcr the mixed interests and needs that the
rdaffercnt actors brmg to therr roles in the school system.

The student is focused on evaluated success plus fun plus smuﬁ-‘ '
| cant learnmg plus valld'xt:ton with the peer group.

The teacher is focused on mgmflcant learnmg by the studen’cs p]us -

preservation of his concept of self as a teacher, plus satisfaction of his
personality needs in the role, plus validation with his peer group by dnj:‘fer--

ent criteria than apply to the student peer group. o | o

The parent seeks evaluated success for the:n:' chlldren plus s:o.gnm-

~ cant learning plus continuity between behavior patterns relevant in the o
" school and those relevant in the home, plus evidence of relevance of things

“learned in school to the lives of the chﬂdren and to their subsequem ca-

reers. :

| If we add to these dlversn:tes, alben overlappmg, of mo‘clvcs and |
interests that the student teacher, and parent bring to thew roles in the
~educational system, those which are held by principals, supcrmtendents, |
“and boards of education, teacher-trainers, and others, one can see that

‘_,‘though there are some nommally shared central purposes there are also

« ,'f"(*‘1mportant areas of concern held by some that are of only pcmpheral inter- |

- est or even of negative value {o the teache1 . The parent or child, for in- |
- stance, who wants the school to devote special aitention to a child's par-

~ ticular needs runs athwart the teacher's formal commxtment to equal con- i;
L ;ﬁcern and aﬁ:entlon to all chlldren.;~_ | o SRR

4, Strams amsmg from dwersny of goals and actore m a democrauc S

szstcm et

The problems that amse from attemptmg to achleve a mulupllc:d y

o yof dlverse goals are multlphed once by the presence of diverse actors

e ;deczs:.ons concernmg thcse goals. =

"~ and several t:mes more when these actors are consldered relovant m
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Among 'thediffereneesmost likely to appear are:

1. Disagreemonts reo'ardmo‘ the priority of 1mportance of various
goals, "Cognilive learning vs, affective wellbeing" is a summary way to

indicate areas of such conflict chronic in eclucauonal theory and pracuce ;
| today. | , :

| 2. Dmagreemems regardmg 'me d]locatlon of school resources and

~ time and attention t{o various groups of children. Here the agrument

about elite vs. mass education becomes relevant, as does the dlscussmn

concerning the propriety of special education for the most disabled child-
‘ren, | | | |

| 3 Dwagreemems regardmg the allocation of teacher competence to

various levels of student competence. Once again the "purposes' of the

school are here brought into question because of disagreements regard-

~ing the special entitlement of the "most talented" children to the best
teaching the school can offer. These disagreem ents inhere in two natural

and unavoidable facts: diversity of talent among children and diversity of
talent among teachers. «

4, Dlsagreement regardmg the methods and approaches to educatlonal
goals, Here the disagreement rises out of a very special set of sources:

a) the developmen‘r of a sense of specialized professional skill and compe-
 tence and a correlative degree of professional pride and identity on the
~part of teachers and b) the persisting feeling among a community of pa-
‘rents that education is not a specialized skill, Rather it is often h~ld that

any layman is as competent as any teacher to decide how schools ought to
be run. This conflict over methods and approaches often sp:tlls over into

- areas in which presumably teachers do "know" most about the matter,
' namely the contcnt of educauon. | Even here, however, there 1s often dls-

sension.

- 5. Dlsadrcement regardmff the morals" and "values" taught in thc
| o‘jschool or, if not taught deliberately, conveyed ‘and employed by the

- schools as criteria of student adequacy, Here at least three main sets

S '_of actors are mvolved with their differing defmluons of the 31tua1:10n~ o .
- teachers and school ofhcmls, vs, students, vs. parente and the ' commun-,] e

© ity at large, " Matters are worsened when, as is often the case, ‘these

 three communities are ‘themselves heterogeneouc: And since each of
,‘these interest groups is in theory entitled to partlctpate in decisions re-.f
~ garding educatlonal content, procedures, and evaluation, the llkelll’lOOd
- of conflict over values and morals is augmented Here, perhaps even
imore than wnh regard to formal edueatlonal con’cent every actor feels

- N .




khim self quite adequate to the task of making decisions and quite equal ta

any of the other actors involved, On a petty scale, these disagreements
are seen in disputes over proper clothing and hair style. On a larger

" scale, the conflicts concern such matters as race relations in the school,

sexual conduct of the students, and the use of drugs and alcohol. The
varying interest of the major groups involved -~ their separation by func-
tion and generation and their relevant reference groups -- inswres a con-

tinuing set of disagreements.

When th‘e‘s‘e five types of ,disagreenﬂent-are added to the unavoidable

" disputes about what ought to be taught in the schools, it can be seen that
- virtually every major facet of education for democratic adult role-play-
| ing in a democratic society is a matter with a high potential for dispute.

5. Strains arising from the necessity for continuous evaluation in
"~ democratic_school systems B S

‘In addition to the-structural factors just indicated as sources of :

: strain special attention should be called io the contribution of inadequate

evaluation of outcomes to the continuity of conflict in democratic school
systems, o . S | o . |

A corporation can move to reorganize itself if it is inefficient be-

cause it learns regularly from its auditors and accountants how "efficient"

it has been. So, too, a government can alter its course of policy, both

internal and external, because under proper circumstances it is forced

by the votes of its constituents, or the tanks of its hostile neighbors, to |

- reconsider its policies. Even a church can get some estimate of how well
it is doing, at least nominally, by the size of its attendance and the finan- -

~ cial support of its members. But how shall any school or network of
- schools know how well it is doing? S |

. We shall later devote considerable time to the general problems of
 evaluation. But now we wish to cite briefly some of the most common .

~ problems of educational evaluation and indicate the special dimensions'of |
~ problems which are added by virtue of the fact that in school systems

~ committed to democracy, with a diversity of goals, ambiguity of conlent, i
- uncertainty of means, and absence of consensus on criteria, the prob- ’

~ lems of evaluation are made manifestly and manifoldly more difficult.
L Thecllents -~ the children tobeeducated -- arenormaﬂy conmdexed .
~ incompetent to comment on or criticize the operations of the,sc,thl.ﬁ--;g; -
. They are assumed to be operating from some stance of vested interest in

o “anti-academic, youthful interests that make them biased and incompetent




" put and the processes of the system, Such information as they have is

" inform them of presumed moral derelictions of one or another teacher or

observers and cvaluators, Morcover, except as they come, as they have
recently, to take power into their own hands, they have the least formal
power or authorily in the system of any of the actors, They normally
canuot refuse to purchase the goods and services of the ''company. " They
cannot authoritatively locate blame for inadequacies that they sense upon
those who have the authority to put the label of success or failure upon
them, They cannot withhold relevant resources from the organization
without incurring serious reprisals. Since others, notably teachers,

have the power to affix the label of failure upon them, and since all other
actors in the system conspire to allocate blame for their failure upon the
students themselves, the students, though clients, must also be seen as

~ victims of the system and relatively powerless to alier it, Moreover,

| since blame for "failure" is placed upon their shoulders, the system can
. continue its chosen path with immunity from impulses to change. |

| 2, A secondary raynge of cliéﬁts‘ -~ called the parents --'?;arfe,‘ at a dis-
 advantage with regard to taking effective action in the system by virtue
of their systematic ignorance, often self-imposed, with regard to the in-

usually confined to the very small "bit" called the report cards of their
~ individual children, This tells nothing about the system and its operation
but only about the nominal relative score of their children on some arbit-
‘rary scales of scores. There are ways by which parenis can increase
their information about the system, but this requires effort that most
parents seem unable and unwilling to excrt, However, if they should
determine that the system is not operating efficiently ~-- whatever their
source of information or attitude -- they do have recourse of a gross
~ sort. They can vote out the governing board (in the American system),
- and they can deprive the school of resources, through failing to approve
the budget when it comes 1 - for a vote. Occasionally they can, by the
 same paths, indicate their . pproval of the system by approving the budget,
~ even with proposed increases. In extreme cases, where the mass media

- other school official, they can also, as a political public, move toward y
ousting that official, But their knowledge about, active concern with, e

~ and intervention in the contént and method of teaching is minimalin

. most known cases.

~ As a form of communicatim useful for change ioward greater ef-

. fectiveness, then, client dissatisfaction and action upon that dissatisfac- e

o tion is almost trivial,

R Thsis‘fim'potence of the client 'ahd'hfi,s inac:}tivity"regardi'righ’is’ own S
 willbeing within'the system presumably designed for his welfare seems =

I t17;1;’0,be»“'characteristic:,of all organizations in,which,‘the ",'cliéht‘s" are really "
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"captives' of the systom, There is evident similarity between students
~in a school, p:t:'isson‘ers in a reformatory, clients in a welfare station, and
patients in a free clinic. Because they stand in the relation of impotent
client to powerful "servant' or professional, and because they are con-
sidered incompetent with regard to the specialized services to whichthey
~ are exposed, they are infantilized, whether adult in age or not, relative

- to the professionals; and their "ecomplaints' about the system are seen as
reflections of mean spirits and low visions rather than as possibly true |
reflections of the inadequacies of the system. | | ~

- 8. The goods and services generated and distributed by the system,
i.e., the methods and content of education in the schools, are nominally
subject to quality control by independent evaluation. But the archetypical
mode of evaluation pursued by the schools gives almost no information re-

~ garding the quality of its goods and services. For this usual mode of e-
valuation focuses not upon the adequacy of the content and methods of edu-
" cation but upon the success or the failure of the students in learningthem. .

Moreover, when there is some scrutiny of methods and content by

the agents themselves ~- as frequently there is -~ it is most often done
by the very agents who create the method and content. Hence, litile ob-
~ jectivity can be expected. Genuine objectivity regarding methods would
‘require teachers to be critical of themselves. Genuine objectivity regard- |
~ ing content would require teachers to expose themselves anew to the learn~
ing process, taking now the role of students themselves, ‘Besides upsetting
 comfortable habits, exposure to newer methods and new content can be

- very disturbing because the teacher, now the learner, may "fail" tolearn
 what his new teacher thinks is important. Thus, the conduct at examina-
~ tion time of licensed teachers who are taking courses for advanced credit
in teachers' colleges or graduate schools is indistinguishable from that
of their own students. IR TR ST

‘V  There is further resistance to evaluation be teachers and adminis~
 trators because evaluation means the possibility of negative results, This

is distressful because "success'' is crucial to reputation among colleagues .}

‘and supervisors, and often has serious implications for salary, leaves,
ion the "tenure" syndrome of the early years .

B - and promotions, not to ment
- of teaching.

4. Quality control of methods and content of education is also made

 extremely difficult by the nature of the teac»hing's’ituation*. How can sup-
_ervisors -~ assuming their competence -- get an adequate sample of the |

performance of the teachers? This would require careful and prolonger =

~ scrutinyin the classroom, Otherwise, one depends on "rumors," or on




the qualily of the students as they pass from one teacher to another (here
the. "badness" of students can always be blamed on the students), or on
their performances on standardized tests. Since the latter could be ef -
fective and by that token, threatening, great pressures develop to ' 'cram"'
‘students for these standardized tests so that they shall show up relatively
well as compared with other students in the classes of other teachers.
“Evaluation through performance on such tests almost guarantees then
‘that there will be no change in the curriculum, since the whae system
conspires to preserve the content and methods by striving for excellence
in performance rather than by assessing the worth by other criteria.
" Even this threat of comparative student scores on standardized examina-
tions can be reduced, and evaluation rendered inefficient by breaking up
the student body into homogeneous ability of talent groups so that students
will perform in accordancc with pre-set expectatlons. |

5. 'Out‘side evaluations in the form of v131tat10ns by certifyinc boards
“are almost meaningless insofar as any real scrutiny of method and con-
tent of education is concerned. A recent survey of what is done during

~such evaluative expeditions reveals the amount of dependence on self-re-

~ porting in those evaluations, and the lack of critical examination of the

schools' conduct. These findings suggest that these so-called evaluations

are of only minimal effectiveness, if that, in brmgmg any 1mpetu<' for |
‘change of method or content to the schools, ,

6. Even if there were regular and‘systematic serut‘iny of performance

by teachers (rather than measuring students' achievements, or in conjunc-

tion with such measurement), two structural situations make such scru-
~ tiny less effective as an instrument of possible change than it might other=-
‘wise be. One is the system of tenure which permits normative 1ncompe-

o tence to endure w1thout recourse, since only outrageous violations of
- codes of professmnal conduct can bring tenure- rlghts under reconmdera-— o
~tion, The other is the lack of speecificity of cr:terla of adequacy in the

~_teach1ng role. It is chronic among teachers to insist on the equal va11d1ty
- of dlj‘ferent styles of tcachmg, or to argue that different subJec.,s must be
~ taught in different ways, or to assert the legitimacy of different prlorltles

. suchas the 1mportance of concentrdtmg on an elite of the most talented

~ students as agalnst the 1mportance of seemg to it that everyone is taught
equally. E | : | | i

A thlrd related Way of defendlng agaln.;t evaluatlon is to query the |

t.f,competence of the evaluators, even though they may be nominal supervi- Sk
~ sors and presumably have greater formal qualifications of experlence, It L
~_is argued that these greater "formal" qualifications have no necessary e

bearing on the competence of the status superlors to recogmze good teach-\ G

i ing when they see 1t




" Because of the lack of specificity in the criteria of adequate teach-
ing, the charge of the incompetence of the evaluators may have some
merit. At least it is not demonstrably false. It cannot be falsified at
least until common criteria are agreed upon and commonly acceptable
measures of the achievement of these criteria have been dcveloped At
the moment no such crltcrla or measures are available,

These six dii‘l‘iculties in adequate evaluatlon of educational’outcomes ,
have been offered as sources of potential conflict in the schools. But "
they must also be seen in reverse, That is, the conflicts in the schools
" must be seen as circularly and reciprocally contributing to the dlffu.ul-,_ |
~ties of evaluation, Every one of the conflicts listed makes systematlc '
evaluation corre]atlvely and comin ensurately dlfflcult o

Cons1der for mstance the problcms for evaluatlon 'thst"arisefro;n SRR
the failure to agree upon goals of the enterprise. Or, even when there is

agreement on a variety of goals, note the problems raised by the lack of

- agreement on the relative priority of importance of these goals, The

| reclprocal reinforcement of conflict and inadequate evaluation can thus be
seen as a central feature of modern, democratic educational systems.

" The lack of evaluation leaves mlporo,ant issues unsettled, And the moot-

" ness of important issues, kept that way by lack of evaluation, impedes

‘the development of sound evaluation, precisely because that evaluation
~ cannot be developed until many of the moot issues, such as pI‘lOI‘lty of
goals are settled | =

g Reprlse and Prospe01

In a Work devoted principally to analyzmg structures and stralns in 'jj Lo
~ democratic educational systems, we should feel compelled to elabordte

~ the precedmg materials greatly and to move on, then, to an analys1s of

) - modes. of reduction of strain and attenuation of stress and solution of con- ‘f .
fllcts. ~ But our prlmary aim is not the completion of such a work, Rather |

o we have sought a way to brlng into focus the problems concerned with de-

vffvelOplng a model for the measurement of the effectiveness of educatlonal

s systems. To do so we have felt it 1mperat1ve to conceptuallze education

- as an orgamzed enterprise; under varying systems of social organlza.tlon o

o and to indicate the pomts of its vulnerability to stress and strain. Above

~al, when one comes subsexlucntly to consider how effective various sys-

LA .:tems have been, the inher ently great dd?flculty in the Operatlons of an edu-*“ L

~cational system when it commits itself to being democratic both in orgam-—"f;

o zatlon and content must be remembered, along w1th the extraordlnary pr ob-é‘-“’ |

~ lems presented by the rnult1p]1c1ty of the goals to Whlch democratlc sys- e
'tems seem unlquely to. commlt themselves. e ~ .
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A rational policy in education. as elsewhere, involves the choice
ameng competing strategies that are desxgned to achieve desired ends.
The decision-making process and its aftermath proceeds according to an -

‘ideal-typical sequence which is as familiar as it is inexorable. Goals
~are envisioned and sought; means are employed to achieve those goals. |
~ there are always disparities between the intended and actual outcomes;

the perception of these disparities generates tensions or strains, to which

. there are reactions, which then have consequences for the next stage of

- goal-seeking and/or the adoption of new methods. We may illustrate this

e
. >

| process by alludmg to the problem of equality of educationalopportunity "

11 Educatmnal goal hlgh-qualtty schoolmg should be equally access-

'r1ble to all categories of American children regardless of their creed, col- S
» or, national or1gin, soc1a1 class or chfferences in talent. R

2. Correspondence between goal and reahty comparatwe research

m the educational experiences of "standard Amerlcans and the poor,
 blacks, Puerio Ricans, and the "dull" reveals that the school system mag-

nifies the mequtues of a stratified society by offering a superior education -

~ to the children in some groups while systematically denying it to others,
‘Moreover, many such children suffer from environmentally induced dis-
_ablhtzc.. before entermg school and throughout thetr educatmnal careers. -

Social and mdw:u:lual consequences of the d1Spar1t1es the md1v1d- "
ual chxld experiences anxiety, hostility, and a deflation of self. At the

~ societal level, lack of educational opportunity severely restricts the posi-
_tive functions of education as a mechanism for recruiting and discovering

~ talent, as an agent for economic growth, as a vehicle for soc1al mob111ty. :

'and as an mstrument for peaceable soc1al change. o

‘l. Research clue- accordmg to some scholars most of the growth

‘p or decline in tested intelligence occurs in the preschool years. A child |
“who is the product of an mtellectually impoverished env1ronment is sev- S

erely handtcapped by the tJ.me he enters first grade. T

- Program-* "Operat1on I-Ieadstart" establlshes preschool programs
o _as a part of the war agamst poverty. | | | "

(e 6 Evaluat'on It is too early to make a defmmve Judgment but |
R such programs appear to be valuable. However, there is already suff1- o
. cient evidence to indicate that they are unlikely to reduce cumulative so-
- cial and psycholog1cal deficits unless they are artlculated with subsequent
- school programs,’ effectlvely mterpreted to pavents and the schcol sys=- L
- tems, and taught by mstructors who fmd grat1f1catxon in teachmg '*low, SO
- ch:tldren., o | R | |




The function of useful educatlonal theory and research is to make
this entire sequence less problematic by rendering ends, means, and
their interrelationships more intelligible., It should assist men to de-
cide what goals to pursue, what actions make their attainment more prob-
able, and what are the costs of success or failure, At stake are such
questions as: what educational aims do we most cherish? What other
goals are we willing to sacrifice in order to achieve them? What are the

~-most efficient means consistent with our values that we might employ to

s

- accomplish our objectives? What price are we prepared to pay in scarce .
resources -- time, energy, and organizational ingenuity -- to achieve our
‘aims? What sectors of society shall bear these necessary costs of at-

taining our purposes? What shall be the sequence of successive approxi-

" mations toward ideal goals? What tactlcs shall we adopt in stlmulatmg
o consent to our proposals? ,

As we have not been the flrst to observe senslble d1scourse on these .

matters cannot proceed until we have removed the principal ambiguities

which now surround the form and substance of educational goals, Ameri-
can and international evidence suggests that few, if any, societies or |
school systems formulate their goals with suificient precision to serve -

' as an adequate guide for action or as standards against which to measure
outcomes, The purpose of this chapter, then, is to specify the major form-

~ al, political, philosophical, and empirical requirements for the creation o

of a model of educational goals and to 1dent1fy the obstacles that unpede
its attamment.‘

| The Identification of Educational Goals: Verbal vs. Behavioristic Analy-

ses

The most restrlctlve definition of a goal is an mtentlon to achleve a

'preferred outcome which is 1) stated in advance, 2) consciously sought,
~ and 3) "realistic" in the sense that it is in principle attainable through

| purposwe social action. A goal thus differs from 1) a fantasy in whose

e ~behalf no intervention is thought possible because of intrinsic constraints

v:nnposed by nature, social organization, or human lnmtatlons, 2) an ideal

~ that is perfectionist in aspiration and indefinitely remote m tim e, and 3) a
S gg_st hoc declaratlon clatmed after the event. | N

Thts pr1stme oonceptlon of the meanmg of a goal Speclflcally refers

o "‘;,to utterances and reJects as invalid efforts to derive intent from the ob-

servation of behavior. As such it may needlessly impoverish our analy- e

~ sis of the ""real" aims of American education. Indeed, one influential
viewpoint in the social sciences argues that all purely verbal afflrmatlons‘
‘are suspect ancl we may be certain that men desure the ends they profess
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| only after we have observed their actions. The credxba.hty of our frequeni-
ly asserted dedication to equal educational opportunity could hardly be con-

firmed by comparing the quality of instruction in suburban and slum schools, |

One rieed not be a radical behaviorist or a cynic o insist that what mendo
may be at least as reveahng as what they say.

The true nature of educatlonal goals, for eaample, rmght be derlved
from such items as money, time, and personnel actually allocated for
specific purposes; outcomes evaluated and honors awarded; the content and
' balance of the curriculum; the characteristics of teacher preparation, etc.
Attention to such indices of intent might help protect us from taking at -
~ face value goal statements which are merely ritualistic afflrmauons of

| conventlonal v1rtue or outrlght exerc1ses in deceit, ~

| ‘At the same time behav:orlst:lc analys1s of goals rely ent:rely on the
skills of the observer and suffer from all of the dangers that arise when
an original motive is filtered through the perceptions of a middle man. He
- will always be hard put to make reliable inferences about the complex re~
lationship between intentions and observed behavior. Even leaving aside
the preliminary formal problems of avoiding circular reasoning and tauto-
logical statements -- whatever people do may be interpreted as the reali-
zation of a prev:ously established goal -- we cannot avoid the stubborn |
empirical truth that human behavior is constrained by limited options,
There is seldom any very precise correspondence between desire and

possibility. In most cases we cannot be sure whether a particular action--

v1rtuous or mahgnant == occurs because of coerc:lon or chmce.

The achlevement of the goal of equal educat:onal opportunity, for

. example, depends on more than philosophical conviction, It probably also
requires a prosperous economy that can support education conceived of

‘as both an investment and consumer good; a structure of incentives that

. includes a demonstrable linkage between educational achievement and the
 system of social rewards; a normative system that emphasizes the value

- of. ‘secularism, change, achievements, and umversahsuc standards,

= sufflclently stable political structure to encourage institutional and per-.

sonal mvestments that have a deferred pay-off a power structure thatcan

o effectively reach and enforce decisions; and a set of mechanisms that re-ry o

- duce actual or potential strains between education and other elements in
the institutional complex, espec:lally the kinship and religious system. ’
Since the estabhshment of some of these conditions is beyond the control
- of those who profess an alleg:lance to the goal of equal educational oppor-
tumty, we are never Justmed in assuming out-of-hand that the imperfect
- realization of a goal is a satisfactory indicator of weak intention. Nor can

~ we be certain that its achievement was a function of anything those nomi- .
" nally respons:lble did or failed to do. The consequences of soc1a1 behav1or o

. ‘are often neltner sought nor foreseen by the part:mpants. .
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These troublesome considerations suggest, that the process of judg-
ing the consonance or dissonance between goals and outcomes would be
enormously simplified if the former were stated in advance rather than

inferred post hoc. If this practice were conventionally adopted we might
- even discover that much that passes for education proceeds without any

clear, well-defined realistic goals. To be sure, even when the aims that
move men are not elaborated in precise declarations of purpose the sum

of their daily decisions are not without pattern or direction. Nevertheless,
the routine requirement to specify goals might reveal that much educa-
tional practice is guided mainly by historical legacy, inertia, nostalgia,
and considerations of convenience rather than by self-consclous efforts to
develop partlcular competencles or commltments.

Some”Systematlc Efforts to Sp,ecifv Educat1onal Goals -

The mcreasmg recogmtmn that "success" or "failure' of formal
schooling must necessarily be expressed as a relationship between aims
and achievement has led to ambitious efforts'to develop models designed
to detect, record, classify, and establish the connections among educa-
tional goals, Taken collectively, their strengths and shortcomings provide
a convenient point of departure for our own mqmry mto the nature of edu-
cational goals. , |

- The compamon volumes on elementary and secondary school obJec- |

~ tives edited respectively by Nolan Kearney and Will French and the two-
o volume work on the cognitive and affective domains by Bloom and his col-
- leagues are the most interesting attempts to create useful taxonomies of

educational goals, 2 Together, they have made substantial progress in ex- |

| pressmg educational goals as observable and measurable behavior out- B
comes, in establlshmg priorities, in dealing w1th developmental processes, -

and in adaptmg taxonom 1c refmem ents.

R Nolan Kearney s Elementary School Olg;yectwes is a report subm1tted .
~ by an assemblage of "consultants, " mamly academicians who proposed the
- goals, "critics" who evaluated them in the light of classroom considera-
~ tions, and a "survey committee" reflecting both theoretical, profess1ona1 .
- and practlcal experience who act1vely complled the Report. The aims are
~_prescriptive rather than descriptive: there was no effort made to assess
- the actual goals of American education but rather to record outcomes pre- i
o ferred by a panel of knowledgeable people. o | ,

Thelr main effort was to class1fy a1ms ina three-dn'nensmnal grld

| ""mcludmg domams, behavmr categorles and development perlods. The B
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domains chosen were esentially broad ‘curricular areas supplemented by
analytical constructs designed to measure ethical standards, social-emo-
tional behavior, and physical wellbeing, a

Specifically, the domains were 1) health, 2) social and emotional
development, 3) cthical standards and values, 4) social relations, 5) the
social world, 6) the physical world, 7) aesthetic development, 8) com-

~ munication, and 9) quantitative relationships. Each domain intersects
with a major behavior category -- 1) knowledge and understanding, 2)
skill and competence, 3) attitude and interest, and 4) action pattern, and
desired outcomes are listed for the "average child" at the end of the third,
sixth, and ninth years of schooling. B - o

Kearney exhibits refreshing candor when he concedes many of the
| major weaknesses of this scheine, It assumes an imaginary child, who ,
~ progresses at a constant rate of speed, who is comparable in all respects
to other average children. Moreover, at the conclusion of the study the
consultants agreed that many of the goals were too difficult for average
children, The outcomes, themselves, were not ranked in ascending or
- descending importance, In addition, this volume suffers from a deliber-
~1 ate vagueness occasioned by a failure of nerve. Observe, for example,
: ~ "The nature of affectional heterosexual feelings is perceived . . . and the
| individual has acquired adequate and socially acceptable ways of express-

+ e

- ulation.,

‘At the same time many of the goals are expressed with admirable
- clarity., "He uses a card catalogue, a reader's guide, an almanac, and

erence skills, """ Not "he is beginning to find a sense of restrained adven-
frequent lapses -- "is beginning to gxercise some discretion in the value

~exercise in operational translations of vague concepts, -

' Will French's Behavioral Goals of Secondary Education relied on

: work are addressed to three major concerns: 1) growth toward self-real-

1+ B ization; 2) growth toward desirable interpersonal relations in small groups; BT

-3) growth toward effective membership in large groups which are cross-

classified by four areas of behavioral competence: 1) intellectual growth |

- and development; 2) cultural orientation and integration; 3) maintenance of

‘health; and 4) economic behavior,

ing them, "3 All of the hard quest‘ions are scrupulously avoided in this form- |

encyclopedia as needed. He is familiar with the standard‘library and ref-

- ture in walking in the forests of literary knowledge." Although there are o

| research strategy analagous to that of Kearney. The goals in.the French | B

and use of TV and radio programs'*-- the work as a whole is a salutary  ' .
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In general the French work is subject to the same commendations
and strictures as the Kearney volume, There is the same amalgam of

~ tough-minded goals statements -- "spells correctly the words he uses in

i .

ordinary written discourse and uses the dictionary if uncertain of spell-
ing" -~ and items such as "shows interest in why parents carry life in-
surance,"6 s | - |

There is little doubt that both the Kearney and the French goal mod-
els represent important advances in t~eating educational objectives, How-
ever, they ignore several important desiderata, They confine themselves
to statements by experts, neglect the matter of compatibility among goals,
and fail to codify the fundamental assumptions on which the goals rest.
Kearney and his collaborators make no effort to rank goals in order of
their importance while French is content to indicate priorities by placing
an asterisk next to those which have been defined as "important' by 95 per-
cent of the expert opinion represented in the study. There is, alas, no

" evidence that either model has ever been used perhaps because expert

prescription does not really reflect the opinion of all the relevant publics.

The model devised by Bloom and his associates differs ;‘frofm its preé-

| decessors in its scope and purpase. They are concerned with only two

specific psychological domains -- the cognitive and the affective -- and

‘are exclusively interested in goal classification rather than prescription,
The scheme contains no substantive proposals; it is a taxonomy that in-

cludes among its characteristics the ordering and relating of different

' kinds of behavior according to a continuum of complexity. The taxonomy

in the cognitive domain thus contains six major classes in ascending order:
knowledge, comprehension, application, analysis, synthesis, and evalua-
tion. Each class is then likewise sub-classified according to a scale of
increasing complexity. Thus, "knowledge' begins with specifics and ends

" with "theories and structures." The book also contains test items pur-

porting to show the utility of the scheme.

" The value of the Bloom scheme, as in the case of -any taxonomy, can- e

,~ not be assessed until there is some large-scale effort to use it for the pur-
 poses for which it was designed. This has not yet occurred and as of now

. its benefits remain problematic, Nevertheless, certain tentative judg-

 ments seem permissible. On the positive side the taxonomy is executed = |
~ with marvelous economy and seeming compleeness, To describe thestruc-
 ture of intellect in twenty-five cells is a major tour de force. Atthesame

~ time the scheme has only a very restricted educational function, Its cate- o
gories permit the classification of cognitive skills and competencies, but

it is substantively vacuous. There is no indication in this taxonomy as to

~ what kinds of ‘infdrmatio‘n‘,l intellectual products, and knowledge should be
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arranged hlerarchically. It should not be a matter of indifference to schools
whether a student develops "theories and structures" about the physical uni-
verse or the relative merits of the "T'" formation and the single wing.as
potent offensive weapons for interscholastic football, In short, the taxo- |
nomy is of no assistance in the substance of curriculum constructlon. More-
over, the model is not linked to any particular life goals or role behaviors
and it is useful, then, only if we assume that the development of intelli-

~ gence as such is a desirable outcome regardless of the uses to which it is
put and the situations where it is applicable. This is cognitive imperialism
writ large and provides another instance of the ways in which methodology |
creates philosophy. In any case there is no better educational reason to
use Bloom than, say, Guilford's structural factors which have the advan-
‘tage of having been created by factor analys1s rather than ad hoc and for
whlch tests already ex1st. \

Kratwol Bloom, and Mus1a developed their taxonomy on the affec- |
tive domain by the same logic as their earlier work., The continuum pro-
gresses from a point at which the individual is merely aware of a phenom-
enon and proceeds through a succession of levels including ' respondmg,
"valuing, " "conceptualization" to the penultimate stage at which he "or-

~ ganizes'' the conceptualizations into a structure which at its point of maxi- |

- mum development comprises his "ife outlook," The sub-categories with-
“in each of these rubrlcs are then also arranged hierarchically in ascending
order of complexity or conviction. Thus "valuing" is sub-classified "ac- .

" "preference, " "commitment,". The indifference to content |

~ ceptance, "
“which was a serious limitation of the cogn1t1ve model is even a greater
~ source of concern in the companion volume, Much of the taxonomy per-
- mits us to record progressively finer cognitive discriminations ("concép- =
tualization, " "organization") about the affect1ve domain. Although a IR
{

~ "commitment'" may be distinguished from a "preference" a "commitment"

~ to democratic institutions or totalitarian tyranny would be 1mpart1ally re-
- corded in the same cell, Since the school is clearly not indifferent to the

~ content of an attitude as well as its mtenslty the scheme seems to have = |

- very lnmted ut111ty in dealmg w1th a cruclal aspect of the affectlve domam. R

- It 1s noteworthy that the only two contmulng nat1onal mventorles of —
~ student achievements, Projeci Talent and the forthcoming National Assess-
. ment, do not much advance the state of the art in goal specification or o
" classification, The nature of the outcomes they value nevertheless emerge |

~ with various degrees of clar1ty in general statements, llsts of obJectlve..,, __
B 'fand measurement mstruments.‘ - LA S |

| | John Flanagan and h1s assoclates in PrOJect Talent are advocates of ,’
- the "manpower" approach to education. They are primarily concerned
~ with achieving a better "goodness of fit" between the nation's occupational -




| requirements and the available pool of human resources. The absence of

"definitive knowledge of the capabilities of men is a serious handicap .
to the nation -~ its industries, armed forces, professions, and arts
and sciences . . .. The employer who assigns a $10,000-a~-year engi-
neer to draft the design specifications that a $7, 000-a-year draftsman
‘could do better with greater satisfaction to all involved is wasting
money and talent . . .. The guidance counselor who has no tools for
| predlctlng whether Johnny will have greater success in accounting or
~in mechanics falls short of performing a service much needed by
| Johnny, mdustry, and the nation, "7 ' |

-~

Accordmgly, Project Talent seeks information about ’ seven major
areas: 1) the range of available talent qualified for training in various
occupational fields; 2) relations among aptitudes, preferences, interests, TR
~ socio-economic variables, and motivational factors; 3) the consequences R
‘of lack of interest and motivation; 4) factors affecting vocational choice;
5) predictors of creativity and productivity; 6) effectiveness of various
~ types of educational experiences; and 7) procedures for reallzmg 1nd1v1d-
~ ual potent:lals. | o

: The logic of mqulry which governs Project Talent may be described
‘in a four-step sequence: 1) define the schools' goals in behavioral terms;
2) devise a battery of tests for measuring the child's potentlal for achiev-
- ing those goals; 3) develop methods of evaluating instructional materials
- and practices; and 4) collect data on the subsequent experiences of stu- |
dents with selected characteristics who have been exposed to various cur-
| r1cula and teachmg methods. o T o | ]

- The flnal product of this enterprise is a probab:ll:lty statement about -
| the prospects of occupat:lonal success., Accordmg to Flanagan. 0l

o :,-"To ass1st the student in planmng long-range educat1onal a.nd occupa-'
o tional goals the counselor would compare the same comprehenswe -
o 1~‘7student data in the computer memory with norms based on studies: of " o
| the experlence of students w1th similar characteristics, For example, o o L

~ if the student indicated he is seriously considering engineering, the =~ |
~counselor can inform him that 80 percent of the boys with this pattern A i
- of aptltudes mterests achlevergent and act1v1t1es who enter college |

) engmeermg courses graduate. n- | |

I Bloom and hlS colleaglles can be chlded for thelr excessive cath- S -
) ollclty, for an even-handed indifference to the specific content and direction |
of educatlonal goals Flanagan et al ~seem unduly preoccupled Wl‘th a very




~specific and relatively narrow sector of human experience. For Project
Talent the world of work comprises the entire universe which the student
will eventually inhabit. The absence of any discernible interest in other
social requirements or individual needs apparently reflects a genuine
ideological conviction that schools find their justification primarily, if

not exclusively, as instruments of vocational preparation, The first re-
port of the proJect Design for a Study of American Youth, which lists its
long-range aims and research methods, does not make even passing ref-
erences to the usual commencement pieties about developing aesthetic
sensibilities, humane values, or democratic commitments. This omis-

- sion rather suggests that the neglect of other school-related outcomes
: has other sources than scholarly speclallzatlon. '

.-

Flanagan who himself has contrlb.tted to the f1eld of personal 1ty |
'measurement seems to find the psychological dimension salient only in-
- sofar as it is associated with occupational performance and job satisfac~-
tion. His battery of tests do include a "Student Activities Inventory" which
is deslgned to measure personality but as the author makes clear not be-
cause soc1ab111ty, " "social sensitivity, " "vigor, " "t{idiness, " ""self-con-
fidence, " etc. have any intrinsic value, "It is a'well- known fact, " write

Flanagan et al, ''that people of equal ability are not always equally success-

ful in life. Why not? Personality differences, we often say., To probe
these differences, Project Talent devised a personality questionnaire, ~
to be included along with the aptitude and ability tests. " IManifestly, de-

- spite the considerable merits of Pro,]ect Talent, it will be of liitle assist-
ance in developing educational goals, except to those who view the United

~ States exclusively as a gigantic labor force and who value schools solely
for their capaclty to produce eff1c1ent and happy workers.

A more expans1ve perspectlve on educatlon characterlzes the pro-'
jected national assessment of education as the first organized attempt on

~a national basis to assess the quality and effectiveness of Amerlcan schools.l |
The assessment consists of ' 'exercises" (tests, observatlons ‘and inter-

‘v1ews) which were developed in response to a list of ' obJectlveo which

 were formulated for ten fields including 1) reading, 2) writing, 3) sclence, “ B
 4) mathematics, 5) social studies, 6) citizenship, 7) art, 8) music, 9) '

literature, and 10) adult education. The number of obJectlves for each of
‘the subject areas range from three to seventeen and each is approprlately

| _ ,mod1f1edfor each of the age groups (9 13 17 and 25 35) to be tested

" The d1rectors of the study have taken great pams to mdlcate what o

) ‘they regard as the slgnlflcant characterlstlcs of the obJectlves
1. They cover only sorne of the Jmportant f1elds of educatlon. N

| 2. W1th:m a subJect-matter f1eld only those obJectlves are mcluded
that are bemg emphas1zed in the schools, consldered authent.u: to the




respective disciplines by scholars and teachers and considered desir-
able by thoughtful laymen., , |

| 3. Within the total set there has been a concerted effort to avoid
‘overlap of objectives that could logically be stated under two or more
subject fields (e. g. mathematics used in science and citizenship ob-
~ jectives used in various subject matter fields).

-4, Although emphasized in the schools, some'o‘f,the‘ yobjectives in-
cluded are not realistic for all students . . . | E

. The above characteristics, then, indicate how these objectives have
" been developed to serve a specific purpose, They are not a.compre-
hensive set for any. school system, not a comprehensive list for any of
the subject matter fields included, not a set of standards for individual
students, and not a set of objectives to establish future tasks of the na-
tion's schools.! IR o / - |

Ty ——— »

This series of negatives does not exhaust the limitations of the objec-
tives. Characteristics affecting the specificity, range, aspect, and devel-
‘opmental variations of the objectives markedly reduce their elegance and
utility. - | | R | T

It is difficult to see how the mandate given to the ,tea;m‘_'reSpons_ible
for fashioning exercises in the writing area could have been much enlight:
ened by their instructions, The list of goals in its entirety reads as fol-

~ lows: "1) write to communicate adequately in a social situation; 2) write

' to communicate adequately in a business or vocational situation; 3) write
" to communicate adequately in school situations; and 4) appreciate the value
of writing!" One of the four aims classified under Art contains the simple
~ injunction "know about art," The writers of exercises had no cause to com-
~ plain about curbs on their creativity,. . AR

| " The variations in the number of objectives cited appear somewhat
 arbitrary and are only partly explained by the intrinsic characteristics of ~  §
" the disciplines. There are only three objectives cited for the entire field ~  §
~ of literature (read literature of excellence; become engaged in, find mean-
_ing in, and evaluate a work of literature; develop a continuing interest and ~ §
. participate in literature and the literary experience), while themore =
~ methodological mathematicians divide their field into ten sub-divisions .|
" (e. g, theory of sets, algebra, probability and statistics, concepts of math- - &
 ematical proof), each one of which typizally contains more elaboration |
~ than the erntire list in literature. It is puzzling why those who enunciate
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goals in 1iterature are apparentiy captive to extreme relativist assump-

tions that "finding meaning in a work of literature" (any work!) is sufficient

while mathematicians do not hesitate to require mastery over nearly all
the conventional topics of their discipline. = ~

Si.tnilar disparities occur in theaSgect ofrlearning ‘empliasiZed by the

 objectives. The goals require the student either to know (e.g. '"under-
k " "

stand, " "comprehend, " "interpret," etc.) or feel (e. g. Mappreciate, "' "'re~

spect, " "prefer," etc.) or do ("perform, " "participate, "Muse," ete.).

There does not seem to be any intrinsic reason why all three types of out- o

come should not be envisioned for all subjects. Thus it is strange thatthe
 list of objectives in mathematics makes no reference to "appreciation' or
"joy" or any other feeling state. Surely, mathematics has its own beauty -
which it is hoped students would learn to cherish, Stranger still, although

it is desirable for students of music to "perform" a "musical piece, theme,

~or figure in any medium," students of art are asked merely to "perceive, "

"respond, " "recognize, " "accept' and "know" without ever applying brush

to paper or chisel to stone.

~ The same curious arbitrary qualit y is also characteristic of the
definition of objectives according to age levels. The social studies goal,

for example, is "has a reasoned commitment to the values that sustain a

free society" and is further specified as follows:

~ Age 9 "'ReSpects‘t’he views and feelings of other people' and can tell -
why this respect is desirable, " | | | B |

- Age 13: "Upholds freedom of 'spee,‘cyh, the press," religion, and a.‘s-y-;;‘
sembly, and can give a reason why he does. " | | o

|  Age 1T: ,"'Beliy’eves‘in,the value of law 'andygrca'n justify his ;beli'e_f’.;" | =

SH A‘gé 25”-’-355:: "Believes inygop;en«oppo‘rtunitygfo:r‘adVancem"eht' ‘and can o

~ justify his belief."

~ The rationale for this developmental sequence is obscure. No char-
" acteristic of doctrine (e. g. moral primacy or complexity) or maturity

. (e.g. increased intellectual power, experience, or responsibility) explains

~ why we should desire or expect that students should become civil libertar- o
" jans as adolescents and delay until adulthood any allegiance to equal oppor-

 tunity for all, What prevents a teenager from committing himself to both

X of these p:rincipfles? o

o




The churlish tone of some of the comments are not meant to demean
the 1mportance of the works reviewed in this section. If the state of the
art continues to be poor, it is because the task of defining educational goals,
let alone the construction of adequate models, poses extraordinary perplex-
ities. Asour subsequent discussion W111 show, some problems may per-
"ymanently resist solution, - |

| Someo Characterlstlcs of an’ Adequate Goal Model

, A model of educatlonal goals should, of course, satlsfy the criteria
of any adequate categorical system. It should, for example, be exhaus-
- tive. A cognitive model that could not process "develops critical think~
~ ing, " for instance, would be of very limited utility. Indeed, a classifica-
- tion scheme should ordinarily contain more categorles than probable en-
- t{ries, since empty cells are one important measure of the extent to wh1ch
. rthe model departs from emp1r1ca1 rea11ty

| | At the same tlme, the model should meet the counter requlrement
of parsimony. The categories should be sufficiently differentiated to allow
for sensitive distinctions but obviously the model must reflect the stubborn
fact that some distortion and sacrifice of detail is an inherent feature of

~all systems of classification. A model is a tool. and it will not be used

“once it becomes too burdensome and unw1e1dy.

e An add1tlona1 requlrement is that the proper location for recordmg
o centrles can be unambiguously identified. It is 1mportant therefore, that
B _categorles should be analytically independent. A model should not ‘include,
" at the same level of generality, two such categories as "recreation" and
~ "Meisure" since presumably the first cannot occur in the absence of the
- second. Such conceptual overlap markedly reduces the prospect of re11- |

e able coding.

Th1s 11st of des1derata cou1d be extended An 1dea1 model would pro-" -

- | V1de the opportunlty to rank aims accordlng to their frequency and per-

~ ceived importance and preferably by known internal scales. At still h1gh- o

o T ‘er levels of sophistication it would permit us to discern to what extent an
o ,array of goals are Jndependent or contlngent compat1b1e or antagonlstlc. |

| These general spec1f1catlons for a goal model are, however not

! umque to education. The general problems of classification are, in pr1n-

ciple, soluble and are actually much less troublesome than the nature of

~ the potent1a1 entries -- the actual statements that would be processed in a
’Tformally adequate scheme. ‘Now ‘1at the Great Debate on "educatlonal
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to types of "educational outcomes' or "achievements' regarding various
aspeeis of roles, in various domains, toward which educational effort
could bhe dircc io ‘

“This classificatcry scheme prowdos for a) four major aspects of
roles (without s chymﬁ the types of roles themselves) whicl could be
found in any or H of h) seven major institutional or rol e-structured
domainsg, with posmbm emphasis on ¢) any or all of thirce facets of any
and all domain aspects., This creates a 4x7x3 matrix, or a total of 64
| possible educational outcomes ‘embr‘acmﬁ all poss sible c,uc*h cutcom GER
| . ~ If further specified by the subdivisions of thc dom ain-aspects, the addi-’
tional multiplier of 13 (to subs Utm,e for - the 4 domain- aspocts indicat (,d
| above) yields a total of 263 possm‘c types s of cducational outcomes on
B which all systeh‘lws could be compared. |

13

It appears as though one is now preparecl' to start tabulating cduca-
tional goals or outcomes in any system. But it becomes immediately
. apparent that one still has to choose cxmo"m several possible competing
R ‘or overlapping or coumer—clammnd]:i ts of intended educational oulconres,
| | For, as onc sceks to make entries from various school systems on the |
matrix provided by the 7x3x13 clements just described, and il one is in-
structed to- mdm'ﬁ,e for any given system wh ich of the varlou.s boxes oucfhl
to be ch—ckud, ‘onec has to ElS_lx whosc version of the goals shou’(d be uaed?

A cheerful cmd pv"omlsmg rc»so1u1,10n to this prob]om sugge ts J"tqe]f- ,
- ignore- ltw"wthd[ *15 instead of worrying over alternative versions of in- o "ﬁ.
L | Vjc‘gghons focus alone on the outcomes of educational systems and enter S
s ~ thesc in the approprmte boxcs on the master list. Against thes ec]amlgmd_
. ~or demonstrated outcomes, one can then measure any of the sets of
F claimed intentions, to ask to what cxtent those have been fuhal]cd accord~ ,

, mg to thc boui a\:'vlablc cv1dcnc

So concelved m, c]asblﬁcatory ,chcmc becomes ¢ dev1c,e for the |

B : locatlon of any and all educational outcomes, to be noted in such a way

' that, for any given system, it wﬂ] be re adﬂ; apparent. 1) How ‘many of

. all possible educational outcomes have been "evaluated, ", e. measured

| ~ or claimed in some way? 2) llow frequent 1/ have any parﬂcu]ar scts of

i  outcomes been measured? 3) Which outcomes have been relatively or

t  totally ignored, so far as measurcment is concerned? 4) Against the B

o ~ claims of the system, how many of these ‘claims have any evidential ba- o
sis whatsoever? Or, altcr natlvely, against the stated intentions of the ~ §

“system, how man y of U‘lC’hC mtontlons have been examined for possible
outcome? .

11




To sum: stavrt with a preconceived, cnmlytlc.sﬂ ly complete or al-
‘most complete model of all possible educational outcomes, stated at the
appropriaic levels of generalization and all sufficiently clear in their
"coverage' to serve as adequate guides in coding and entering specific
types of behavior on which there is resecarch., In this matrix of precon-
ceived possible outcomes, enter material found by scarching through any
and all kinds of studics of cducational outcomes. These are then decoded
for allocation to the proper category in the matrix and are then entered,
For any given sys stem, this provides a profile of educational goal accom=~
plishments, claimed or actual, which can then be u..,cd for wnatcvcr com-=
pa:'u;‘ative]_)urposes;m ay seem important, | |

Four Juch po sible comparative purposes, among othe s, may be
envisioned: B | |

1. A comparlson of a school' s measured outcomes with its stated in-
‘tentions (however the latter is decided): an estimate of the extent and
type of disparity is thus provided; gaps are found; unsupportable claims
are identificd, etc‘. o o T | |

2, A comparison of the dl,pdrlties (types and amounts) between a
school's recorded or measured outcomes and the possible iota lity of
goals to which it mloht be committed and whlch it might have sought to
measure, (This, then, is a mcasure of Cllupaj ity between actual out-
‘comes measured and the totalily of all possible, One could also do this
for the di sparity bctwcon those ac n,ucﬂ]y measured and 1hose claimed but
not measured. ) | |

3. A compari‘son of the dispariiy between intentions and outcomes of
‘school "A" as against the comparable diSparity for school "B, "

4. A compamson of the dlspd_‘r‘lty botween actual outcomes of sc‘lool
"A" and the totality of all possible outcomcs with thc comparabln dis
| parlty for school ”B " |

| ’Ihcsc arc on]y ,omc: of ‘rhm po ssible anu]yses tlmt cou]d be madc
by 1ho proc-cduros ouggo.sicd T hc samc'mah ix can also bo used for en~ |
;,icrmd intended outcomes, 'So, for any given s choo] there arc 1) a list
of all pos ssible oulcomes and var ious scts of 2) mtondcd outcomes, 3)
“claimed outcomes ‘and 4) pgg___ﬁu;g&l oulcomes. Thesc can be comparcd
‘against cach other for whatever they mlght illuminate; and then the dis-
parities and/or the intentiong, and/or ihe claims, and/or the measured
outcomes of any given -school can be compar ed with any of tho e four fac-ct

for any othor choo]




'

The complexity of these operations becomes evident when one sccks
to identify measured or c 1«111110(1 outcomes of education -~ where the |
claims are not simply bland asscrtions without any re semblance of trust-
worthy evidence., It is a t\”ofo]d complexity, Onp the onc hand, there is
the cnormous amount of material available by way of test scores of every
conceivable kind -- starting with simple, daily quizzes given in individual
clagsrooms and proceceding, at least in the United States, to the standard
achievement tests, and then the College Roards, or PSAT's and theSAT's,
What in this weller of material ought to be used?

‘ The second complexily is found in the sparsity of genuine research
investigations with regard to educational outcomes, wherc some effort
have been made to relate some presumably relev ant variables {o given
educational outcomes, e.g. the relatiois between prejudice and cognitive
restriction or parochialism in cogm.t:.ve functioning. |

This csecond complcxny nags. For, there is no provmxon at all in
the matrix for propositions about thc bearing of leY given variablc on any
of the several hundred possible educational outcomes. At this point, one
is moving from classification to genuine evaluation. In so doing, one
makes clear the limited utility of this kind of m atrm. It is onc that ,
serves principally the purposes of allowing for the Jocation and notation,

in systemalic terms, of any of threc pos ssible versions of cducational out-

comes: 1) intended (howevcr Jud"CC‘l) 2) claimed (measured or noi); and

'3) measured. These can then be comparcd against each other; or they

can be comparcd against the whole matrix of all possible outcomes; and
then comparisons can be made for any gnvc,n system with any other on
any of the threc versions of cducational outcomes listed above, wnh spe-
cial refcrence to types and amount of dlsparltie 8. |

So specified, t is now possible to assess the gaps bctwccm thlu

- model and one that wou]d serve the purposes of genuine eva]uat:on F 13"51

it is clear that the ablljty of this model {0 measure the cffectiveness of

| educatloncﬂ systems is limited to 1dcm1fy:mcf outcom es, and the dispar-.

ities bctwecn claims and outcomeu, or intentions and outcomcs It can
‘be. used if so doslrod to enable syqtcm to 1demuy where they fdﬂ on

~ various qcales of m caqured achievements, or dwsparltlc between inten-

“tions and achlcvemenls f01 their own internal compal ison or for com- o
parison with other system s. But ihe model does not permit any identifi- -
" cation of the sources or cons sequenc ces of success or failure of any aspeet

of the cducational systems in question. Thus, schools can discover what

‘they are not able to say about, what they have donc or what they can leffltl-‘

matcly say they have done; or at least what the students appear to beable
to do. Bul they cannot discover [rom this modcl. why or how they have
achiceved only this much and not mor C.

13




In short, the model falls far short of any classical model of evalu- - -
ation whose primary purpose is the determination of the effectiveness of b
planned (or even unplanned but measured) social action toward given
ends, with the further intent of rationally introducing further social ac-
tion when the proper identification has been made of where such inter- ‘
‘vention ought most reasonably to occur. | |

As H, Hyman has put it, "Evaluation refers to the procedures of R
fact-finding about the results of planned social action which in turn move - B

the spiral of planning ever upwards. It is the proper methodological ac-
| | companiment of rational action,'

Hyman then elaborates by noting that the prime problem in evalua-
tion is "to provide objective, systematic and comprehensive evidence on

the degree to which the program achieves its intended objectives plus :
S the degree to which it produces other unanticipated consequences, which N
; when recognized would also be regarded as relevant to the agency. "3 B
‘When Hyman talks of a program achieving its intended objectives,
, he is referring clearly to a program of means or proces’se-s\}ofr’acts of
1 intervention of the so-called cffective variables, He is not referring to |

an institution or agency such as a school except indirectly as the home

or locus or the agency behind the program. The program is one of
"means.'" And thus when one talks of the extent to which a program -

achieves its objectives -- one is asking the very complex question of
whether this set of means produced the stated or m easured outcomes,
This is a very complex problem, It'is the typical, or prototypical, V
classical problem of rescarch design. In its "best" form, evaluation is N
equivalent to the full scientific experimental design. S o

o . . R . ) ' ) ) Loy . i
Hyman notes the importance of a number of stages in any such de-
sign or program of evaluation, as follows: o ST :

-

1. conc eptualizing thel objectives of the 'p'krogram'

2. conceptualizing unanticipated consequences

‘3. controlling for extraneous sources of change by experimental




controlling for effect of repeated tes sting

controlling f.oc biases in the mlahL;y of responsc and tho ¢ result-
ing from non-reporting :

weighing effectiveness in the light of rc.;h icted cejllngs for change
weighing effectiveness in terms of individual changes vs. net changes

weiching effectiveness by combining dis sarate aspects of change
o O ) o ’ ‘ &

weighing the amount of effectivencss

After these stages come ﬂm% steps without which all tlu mecthedo-
logical rigor of the preceding nine stages ‘would be without much point,
For, what is next required to complcte the cvaluation process, according
to Hﬁymaﬁn; ”isundorstanam.g the findings on effectiveness by 1) describing
the program; 2) describing the subjects; 3) assessing the differ ential ef-
fects among contrasted types of subjects; 4) apsos:smcf the contribution of
“different aspects of the program; and 5) conduct ting inquiry into the pro-
cesses by Whlbh the programs prod ucc effectiveness.

| When one sees this cmcnaa of a compk:to evaluation effort, it is
clear that the model pt‘escnwd herc is fa"r‘ from & nythmo of the uort

Yet, it may be arguod on behalf of this model, that 1) it is an in-
digpensable first step, and 92) it is the only reasonable step toward evalu-
ation of educational cffoet:venoss that can be taken at this time in light of
the available data on educational outcomes. (This second claim may be
,qualnflod by noting that it is proba bly emincntly possible to conduct very
good evaluative work with available data on certain \fcry restrlctcd d1ffer~
~enccs in 1lmltr>d domams of cogultwe outputs ) | o

Thc Indlspcnfsable Flrst tc_p

| Dar]mr it was secen why any cf['ort to 1dent1l'y the ' alms of oduca-
tion'' for any given .Jyst,cn- must fall prey to the difficulties inherent in
‘the fact that numerous publics make goal tatemcnts and cl im right a.nrl

i proprlcty in qoitmcr woa] ij scnool.».,

If one has to b\«paSb iho st e of concnptuﬂ]/, ing the ob]cc‘ ives of |
the program (as onc must, given the diff iculiy and the absence of any ¢ on-
celvau]e non-arbitrary aolutmn) oric must then resort lo conc opiuahzmo =
the outcomes of the program, vuh(mt of cour@ spocﬂ‘ylut‘, which pro'fram »
is meant m any p'whcular asc. o




|
I
I
i

3
{4
t

)

Instcad, one speaks of all educational programs in their hypotheti-
cal totality. That totality is defined by the fact thal everything and any -
thmo that in effect coniributes to the preparation of the child for playing
the iotal range of his adult roles is to be congidercd as part of the edu-
cational system, And even if no explicit aitention is paid to various ag-
pects of this preparation, it is clear that even the formal educational sys-

tems impinge on all of these possible aduli roles to onc degree or another,

But before any real pressurc foward more completo and sounder

evaluation can be developed, it is very important, given the polmc of
democratic systems, that awareness of the inadequacy of the current state

-of knowledge abeout educational e achievements. bg produccd This is ur(refl
~on the asgsumption that ratlo;nl and plcmncd change only occurs when there
has first developed dissatisfaction with the current state of affairs. It

seems impossible to oenr»r'lte this dissatisfaction and, in turn, produce
significant alterations in ‘the behavior of educatjonal systems until they
have had some kind of rational inventory of then‘ current achievements.

But it can confident 1y be said that no schoo] systems, local, qfate
or national, has any very sound ideca at all about the extent to which ithas

“achicved its stated intentions -- whatever thcy may be -~ so long as thos

intentions include more than certiain restricted cognitive outputs Judcr-

- ing b} most of the available literature, cvery school system makes
claims way beyond what it knows. There is pr ofound Jonordm ¢ among

schools at all levels of or(fanl/ "Ltlon and administiration about most of

| their activities,

Hence, an inventory a.s proposcd here is an indispensable first step.

The Only Suep That Can Bc- Ta}xc Now

The reasons Just CJtcd in dofense of an 1nven‘cory of outcomou as ¢

| ~1ndnspensablc~» first utep also are relevant to the claim that such an 1rwen~»

{tory is the only step that can be taken now. For. if rational evaluatlon is

- not possmlc ¢ until school systems learn they are Jnadequate “and if they
| fcan't reach this knowledge until thelr ignorance of their own d"‘COI‘npll‘Sh"
“ments is made dramatically and po] 1t10c1]]y vigible, then obviously the

rcndcrmg Vl&lb](—) and dramatic of that ignorance is a necessary first step
But, just as impox tant, thc dcv elopmeaent of the model dlong the ]mes qug-f

- gcstod is imperative becausc any further steps ‘toward dcvclopmem of a

more complete model (including mteni:lcms means, processcs, agencies,

" etc., not to mention cost-accounting both of mtﬁndcd and unanticipated

conscquences and processes) requires that there be available a body of
data on these other a spocts of educational systems that smany is not now

| avallab] e.




| For cexample, one cmmot evaluate the effectiveness of school pro-
5 grams aimed al citizenship training until there is in Lormm:on about the
input, the processes, and the outcomes.

The prooJem here is that though one can conjure up & hypothetical
and rationa! model of all possible school outconmes, by borrowing the
model of the siructure of all posgible social boh’avmr one cannot do the
‘same with regard to other aspecis of educational structure and function-

ing.

Thus, one cannot conjure, without data, a model of the range of
| | pos ssible relationships between forms of teacher behavior and thhe emer-
A gence of creativity in children -- ass suming it is known what is meant by
. creativity -~ until the dimensions of teacher behavior. as they might im-
pinge on children's creativity have been concr'ptm]uod and a range of
studies undertaken, thereby providing a range of empirical variations
from which onc might thcu conccptnah ¢ and develop a more general list

of poss 1b111t1@ o o | . -

The problem here is essential]y the same as that of conceptua]iving
all pos—nhle goals, In principle, it should not be more difficult to con~ |
ceptualize "'all po)smle tcachc,r bChd.VlOJ“C’ " than it is to do so for "all
possible educational outcomes, ' Yet, it somchow scems terribly more

 difficult, and that is Qurcly caused, at least in part, by. the fact that
"ypes of teacher behavior' as they impinge on types s of student DOhElVlQI‘
have not been very well explored at all. Hence, therc 1S litt le mx
tual yeast and flour with which to bake the cake. Se o

3
k-

'Mor‘covnr‘ uUCh data are not ]1koly to be souffhi until 3(‘110)) .
toms feel compcﬂcrl to know what they are doing. But schools afe nol
‘likely to do so until they come tb care about school processes as they im-
pinge on educational outcomes. And, this cannot hdppCl’l until they lmow
~and care about these outcomes and about changing them where they a

unsatisfa actory. The first steps, thermox @, should help schocls 1o come
to know about tuemsn]vc,u and. 1hu~ eby hopefully to comec o care about
thelr currcnt Jnadequacm% and pOnS]b]C ways of changmd. ' |

wde
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Formative vs. Sm nmative Evaluation | ’ .
| {

Cronoamﬁh as argued against the type .of evaluation here proposed - )
as a first step, on the CFrounds that it is in the long run uneconomic,” and o
that the more efficient way is to have a continuous interplay between on- -
going evaluation and ongoing modification of materials as they are being
~tried out.

However, thm e is only a technological but not a pr1nc1pled dlstme-- |
tion between this type of summative research and the kind that Cronbach
urges. When measuring the achievements of various sehoo] systems, it
‘is admittedly difficult to keep a running inventory of ongoing school out-
comes to be used for modification of existing sehoo] enterpr ses. At the
same time, it is clear that just as one can keep "his finger on tnepulse o
of the economy, so too, one ought to be able in prmc1ple to kecep his |
finger on the pulse of edueatlonal systems. ‘Perhaps the pulse ihat one |
measures is much slower; perhaps, that is, one takes readings on the
~educational system at intervals of a year or more, rather than every |
quarter or cvery montih, But, it should be possible, given the proper in-
dices, 1o take sample soundings at frequent intervals and to devcloptrend
lines and projections andhence warning and encoura gement signals.

 The difference between formative vs. summealtive researeh then,
is one of time-strategy. If four years are talxen to be the time over o
which things are going to be done, and if a reading is taken once a a year, e
and modifications madec on the basis of that rea ading g, this is formatlve |
research in the technical sense, though from the point of view of a shorter
‘time perlod the reading after one year is summative research, i.e.,
evaluatlon alter thmds are eompleted over the course of a year

The Cl"UCch] fact for anyone plannmo for such evaluatlve research o :

is that it will be uscless to conduct a running inventory unless one also S

| creates meehamsms for cor rection of identified trends. ThlS means S
‘power and eontrol of the kmd mvested for 1nstanee in the Federal Re-
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‘of the eeonomy by measures regulatlng the flow of erltleal varlables
One might conceiv ably look forward in the not-too- -distant future to the
time when such regulatory agencies, controlling sources of key educa- e
tional Varlables might be established, so that adJustm ents could be made "
, per10d1ea1]y as the readmgs showed thern to be requlred S L

- But, of”'co’urse reporting systern S‘Wlll be reqmred that are at]east
- as adequate as those governing the economy. And, criteria and indices
of wellbeing of the system w1]1 have to be developed along a number of

! | 18
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crucial dimensions, sufficiently g mereﬂ to identify national ouicomes,
using data from a wide rangc of sources

As a first approximation, one might think of thc cooperation be-

tween the Buresu of Labor Statistics dﬂ.d other such agencies concer necd
“with the flow of manpower, and the school systems, From thege sources
‘might come regular reporting as to the kinds of skills that arc beingcre-

ated in the schools and what kind are necded in the labor market, There

is no reason to suppose that in a very few years such coope ~ation could

not quickly be developed, assuming it was agreed upon that the scnoo]b
arc a main source of manpower training cf various kinds,

This idea may cause some hcsﬂauon because it seems to require

‘the deliberate m anipulation of the career plans of youth attuned to the

national demand for various kinds of tale nts, and it implicitly converts
the schools into giant cent\,n of vocational guldanco, training, andplace-
ment. But the vision here is broader than that. It includes identifying
trends in book-reading, theater-going, creative writing, mental health,
scientific under sl,andmrf ~and prejudice and dl.,scr'iminfﬂ‘imw in intergroup

“relations -- and then making adjustments in school curricula where it is'

felt that such interventions might conceivably be responsive to the ide 21t
fied shortcomings. | R

Problems of Conceptualizing OQutcomes

We return now, albeit briefly, to a crucial feature of any evaluation

effort, namel adoouaw conce )1uahzatlon of the outcomes Wi’uh Which we
3 3

are concerned, Everyone warns of this urgency and everyone is correct

in doing so, of course, for the simple reacon that unless you know clearly
beforehand and state clearly beforchand what it is you desire to achlcvc N
there is no way of discovering whether you have ac hieved it later on,

One cannot, in >L,.LC)1‘(,]J‘JC decency, retr ospcciwol; select criteria of out-

5 come and thon pomt to thc conven mm results as cv1donco of acluevem ont

The problom facmg, investigators herc are ralhor great, not so

much because of any so-called great dﬁflculi;y in conce ptuauzmd all kmc‘wj .
- of outcome buL rather ‘becausc of two other features: 1) the chronlc ]acl« ~
“of concern on the part of schools school offncmlo, parout) ct al,, with
any outcomes of the elementary and econdary schools except thosé rele~

vant to col]ooe admission; 2) the techmccxl problem s of ooncop{uah/,a{lon

namely, the trans]atlon of such concopts into opg rahona] terms suscept~
) 1b1e of mcasurem ent. | | | .
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Gagne? has made an obvious and useful suggestlon the goals should ) l
be stated in such a way that once they have been stated there is no mter— | ‘
vening step of specifying content of the goal; that is alréady specified as | “
the goal itself, Thus, for him, curriculum objectives become the ex- ‘ | k
pected capac1t1cs of students in specified domains of human act1v1iy

This general gu1dc seems useful enough, with two seri'ous"-fproblems

facing us: 1) how do we put these specified and expected capab1llt1es of

_ students on a level suificiently general to permit easy collection ofdata?
(2 must when we are dealing with national educatiorial systems), and 2)
how do we identify the school-outcome correlative or indicator of the de-
sired adult activity? The problem is easy for Gagne insofar as he defines
these objcctives in school-functioning terms, such as being able to multi-
ply fractions, printing whole sentences etc. But, when one asks, as
one must, what school per formances will be pred1ci1ve or indicative of
various kinds of desired adult role capabilities, the prohlem becomes
much more complex. If a student knows how to multiply fractions, what
does that tell us about his likely capabilities in various adult roles? At
best, we can enter such an outcome in the cognitive domain as anoiher -
accomplishment, to accompany the many there already abouit whose pre— R
dictive or mcllcatwe value we have little or no 1dea | |

| Th1s problem -~ of the correla’uon of school capa 3111t1cs wnh adult
capab1llues -~ has hard]y been recognized, since it has almost always

" been assumedtobe "self-evident,' One teaches Latin and Greek, of course,
because Latin and Greek are what any educated man ought to have

So one has a concept of the educated man as the desired kind of adult and
one knows the things an educated-man-must have before he can be so called
and hence one includes thcse things 1n h1s school irammg

i But, Just as we are no longer sure of who belongs whcrc in the c1asg,
[ structure, SO now we no longer have such firm and fixed notions as the g
I  educated man to guide us in the selection of school curriculum, Thisis 3
- “all too evident, for instance, in the major codification of educational L
| 80318 to be found in the l1terature. As one examines, for example the
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work of Bloom, Krathwohl and assoc1ates and sees the ranges of things

| schools are assumed to be doing, and asks what are the relevance of
?these-fto. adult behavior, it becomes clear that we do not know thelr rele-

vance,

So, two questlons face the future evaluator 1) What do.you want
the chlldren to become? to be able to do? to feel'P to know? to respond
to? to be concerned about? 2) What do you know (and how do you know
1t) of the relatlonshlp between the so- ~called school behavior and the SO~
called adult behaV1or you des1re the student to be ready for?

Itbecomes clear, then, that the d'isjunc:'tion, over time and content,
between school behavior and adult behavior is.a crucial problem for eval-
uation of school results. There is no point in measuring one or another
school outcome unless it has some s10nlf1canc‘é This is the distinction

- that SCI'.LVGH7 has made between the so- called goals of evaluat:.onand the

purposcs of evaluation. He refers here to "'measuring teacher sensitiv-

ity" as a goal of evaluation, whoge purpose, however, may be to improve
y p

selection procedures in dealmg with teacher appllcants, or in selectively

~culling out faculty for retrammd. -

In sh,ort he is ana]ytlcal]y pariitioning the cvaluative process into

- steps or phases, and taking the proximate goals of evaluatzon as against
‘the more remote or ultmlate goals, and calling the former "'goals" and
- the latter "purposes ' This is, in effect, only a distinction between short

range and long rangc goals of e‘valuat:on ~While this dlstmotlon is worth
making, it must not be thought to be an important analytic d1scovery nor

~one that calls for. different procedures in ovaluatlon

Necdless to say, a vast frontle1 of une\olored terrltory in the fleld

of the corr elation of schoo] behavior with adult benav101 is there for the

workmg or exploratlon Concelvably, a good deal of thS could be retro-—y"

“spectlve in the sense that one might 1dent1_t'y various types of school popu-
“lations by their types of school behavior and then 1dent1fy them in the

adult world to see what correhtlon if any, there is between the two kmds
~of behaviors, Thus the ACT ¢ staff. has been mvestlgatlng such 1mpor~
tant questlon.s as the relations between school grades and various mea-
sures. of adult achlevemont In its now little classical study, it has shown
that on the basis of about 45 dlfferent pleces of research on thls subJect—-
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i Ambiguities of Definition

. cation to empirically specifiable and observable outcomes that would allow

" ple, an aim cited by French et 2l fulfills these requirements admirably:
. "gpells correctly the words he uses in ordinary written discourse and uses
" the dictionary if uncertain of spelling. "' All of the term s are reducible to

_ President's Commission on National Goals? "The development of the in-
“dividual and the nation demand that education at every level and in every
~ discipline be strengthened and its effectiveness enhanced." Or how does

~ best of will, how is it possible to translate "concern for excellence is im-
 perative" into a program that would fulfill this vague mandate?

A special problem that confounds the interpretation of
 that similar phrases have radically different connotations.
~ cation for Negroes'" ‘may be espoused by Southern segregationists and
~ black militants but they most assuredly do not share the same goals,
 The former may view "'separate but equal” as a permanent and satisfac-

~ tory arrangement that assumes white control over black schools, and he -
will exhibit rather greater enthusiasm for the Mseparate'' than the "equal.’
~ Some of the latter may consent to segregated schooling only because there
i f,i's,,,nd.O'the"r"realist‘ic‘}faltérnative in urban ghettoes; they may dem and''com-
 munity control" of the schools, and their definition of "equality" will in- -

" clude schemes of compensatory education as retribution for past injuries.

aims" that raged in the post-Sputnik era has abated, the ,(ca,sualfob‘server

might understandably conclude that all that now awaits solution is finding |
~the means to implement goals held in common. But since the press ré- =
ports almost daily that one or another community is engaged in bitter
~conflict on educational policy, it may be that consensus, if it exists, is
- confined to the highest levels of abstraction and that differences are con=

cealed by the vagueness ot existing statements of educational aims. Many

of these may be regarded as manifestoes rather than serious proposals or B

o standards for the measurement of educational achievement; In the ensu-
" ing sections we shall try to identify the major ambiguities. o

A 'goal*statern ent is meyaningful’ when it refersx‘direyctly or by impli-

us to know whether or not a particular aim has been achieved. For exam-

‘extensive definitions, and the behavior itself i’s accessible to verification
by sense experience or theoretical inference. S | e
 But what shall we make of sentences such as the following from the )

one deal with the advice that "there must be more and betir, r teachers, en-
larged facilities, and changes in curricula and methods. " “And with the

‘meaning is |}
"Separate edi-  §




| S
+ A
0.
B
5
) .
v o :
1%y
¢S
)
s
4 .
;4
-
3
3
e
*
B
.
f

gars who participated in this study.’ B
data showed that the official goals of the major Christian political polities

~ who are committed to religious schooling and the pronouncements of the
. soc1a11sts and liberals, both believers in secular education, are at least
~in cold print virtually mdlstmgulshable. “Even legislation which might be |
' expected to be more precise is actually no more satisfactory. The clause
~of the Primary Education Act which defmes the plan of Baslc Educatlon

~ reads as follows | » | . AR

Conversely, dls.,ortlon of meanmg can occur when seemmgly dlffer-

~ ent phrases have the same connotation and imply the same purpose. Thus,
' "diversity should be encouraged" and "similarities should be acknowl-

edged" may both be invoked as the rationale for "homogeneous" ability
groupings. Infirmities of language may thus exaggerate areas of conver-
gence and conceal nruclal d:fferences in ex1st1ng formulatlons of edur-a-
tmnal goals. - | | , |

Snnllar observatlons are reprzwrted by a number of the forelgn schol- -
Van Byndhoven in reviewing Dutch o

© e

| "School educatlon, whlle mstructmg the chlldren in adequate and
useful .skills, is to be subservient to the development of their intellec-
tual capacities, to their physical trammg and thelr mstructlon inall
Chr1st1an and social v1rtues. "o S .

Van Eyndhoven notes that such terms as "adequate and useful" and
soclal and Chr1st1an v1rtues" are hardly examples of "perfect clar1ty. "o

The French German and Itallan papers also contam 1llustratlons

 of versat11e phraseology. William Taylor in dealing with educational goals B
~ from a British perSpectlve remmds us once agaln that amblgulty may have R ‘
i ipos1t1ve functlons | . R . TN R

"The 0peratlonal meamnglessness of many goal staternents espe-
c1ally at the level of the whole society, is functional in terms of the LR

need to overlay group and class conflict with a pat1na of. agreem ent on
"fundamentals. ' Such statements sound equally well in the prize day
address of the most progresswe modernday educator and a latter-day

squ1re. There are, of course, methods by means of whlch we can 'get o

‘back' from generallzed statements of a1ms such as 'the furtherance of
democratlc values ' 'the“w'

adaptablllty, '{o what ‘those who state these goalc: would reo*ard as ex— -
amples of the kinds of behavior and event they wish to promote. By

the use of ratlng scales, the measurement of concordance, the use of
Q sorts and semantic d1fferent1a1 technlques, we could, if we w1shed
flnd out more preclsely what peOple mean when they make abstract




~ they urge a disproportionat

 statements of yeduc"ationai"goals.w The lack of such studies underlineso“:,
the ideological purpose of much that is said and written at this level, "

L4

- | We are confronted here Wi‘th a gen'uyine dilemma for if ‘ambiguity J.n |
_educational goals performs positive, perhaps even indispensable, social

- functions then we are obliged to abandon all aspiration for rationality in

educational planning. We shall never be able to make rational choices

" among competing alternatives until educational goals are precisely formu- G

" lated and the putative relationships between ends and.means have been

 specified and the actual correspondence between avowed pur‘posesy'a‘nd ob- o

~ servable outcomes have been adequately measured,

B Ambiguities of Incomplete :Réfkere‘rice:‘. Lt

Every goal statenient,“ if it is to be genuinely useful, must specify

clearly whether it is applicable 1) to all youth or only to some, 2) for all o

‘roles or only to some, 3) all the t’ime, or only part of the time,

 aier some

|  Influential segments of all nations r'epresented mth1s Study are cur-
rently committed to expanded educational opportunity. The United States B

has clearly the longest and perhaps the most serious allegiance to the
most noble and ambitious of all educational goals -- equal educational

 opportunity. Nevertheless, there is reason to believe that ancient r”i‘vajl-j' |

ries between egalitarians and elitists still persist:

i Theegalltarlancreedexpressesan equalconcernfor equal quahty R ]

education without reference to group or categorical membership and re-

~ gardless of differences in talent. To the question of who shall be educated
it answers "everybody.'" For how long? ~ "A lifetime." At what levelof o
~excellence? "The highest." Elitists believe in universal education but. -
T e expenditure of resources and concern on the
~ gifted few. Thus, the omission of the phrase "regardless of differences
 in talent" may reveal a strong if unexpr essed conviction about one of the

" most fundamental issues in current educational poliecy.

7 Ingeneral, it -i‘s,d’a,ngerouksi‘to,afssum'e;,',;th'atrin"the;absencefo‘f;f’a’n,"asssejr\;-, o
~ tion to the contrary a stated objective refers to the entire population, J ames
~ Conant is an eloquent advocate of the comprehensive school and he has de-
 fonded it "on social and political grounds as an instrument of democracy,
 a way of mitigating the social stratification of society.' Yet he confesses =
~ that he "said not a word to indicate that certain schools I yisited were com-

1l

 prehensive only insofar as white youth were concerned.' Similarly,




| Educat1on for All Amemcan Youth, a book much adm1red by the liberal

- establishment, likewise favored the comprehens:we school but remained

~ discreetly silent about the exclusion of Negroes. This constitutes an in-
- teresting demonstration that even the seem:mgly unequ1vocal word "all" ’
can be burdened with amblgulty o :

- For over a decade there has been mcreasmg recogn1t1on that equal :
~ education does not mean identical education." Despite almost universal
~ conseht to a pre s1t1on that has become a cliche, most goal statements

~ have onl;r now begln to 1dent1fy distinctive educat1onal aims on the basis
of race, sex, ethn1c1ty, and social class level. These ‘taboos had appar-

~ ently been observed to avoid injuring the sensibilities of "minorities" who |

o like women, the poor, Negroes, and Puerto Ricans have been the obJects
 of educational prejudice. The putative victims, themselves, “have mcrea.;
‘mgly 1nd1cated the1r des1re to have the1r spec1al needs recognlzed |

| Spokesmen for the d1sadvantaged have questloned the destrablllty of

B 1rnpart1ng middle-class values to all children, some women regard an
-~ "academic" educat1on as peripherally relevant to. their adult lives, and

~ significant segments of the black community wish to emphasize its d1st1nc-' o

~ tiveness rather than its points of common 1dent1 ty with white society,

Unless the issues of group d1fferences -- not to mention persona11tyvar1- | N
- ations --are exp11c1tl y confronted in statements of educational aims, an -~
S ,outmoded conception of equallty will deflect our attention from the d1ffer- o

| “yirent1al 1mpact of school practlces in a d1verse p0pulat10n.

All Roles or Only Some

Educatlon 1s always in some degree or1ented to the future. One of

1ts pr1rnar)r goals is to develop in learners the competenc1es and commlt-‘ .
- ments that are requlred for participation in adult life. . The social system |
~ in which they will part1c1pate consists of roles and their mterrelat1on-“~~ i

‘ships. 'Role occupants grow old weary, ‘and die so that every soc1ety

~ must so to speak ' manufacture replacement parts. ‘Students are at m1n1- |

-~ mum taught exp11c1tly or through subtle cues age, sex, and stratum appro-,
~ priate roles as these are acted out in such major life tasks as work, citi-
zensh1p, love, fr1endsh1p, and play. ~They are also. 1nstructed in the de-

~ grees of freedom available to them in dev1atmg from role def1n:|tlons. | The
_variations in compulsion are conventionally expressed in soclolog)r as o
. "prescrlbed " "prOScrlbed " "preferred " and' permltted Sl

The respons1b111t)r for producmg adequate role performances ig
B shared by many institutions in 1ndustr1al societies but by common consent R
:-y1t falls w1th1n the spec1al provmce of the fam1ly and school, The fam1ly is




| There are, however at least two features of Western mdustrlallzed o
‘nations that entail socialization processes that are beyond both the expert-
ise and the Jurlsdlctlon of the family. The young must now be prepared

~ for a society characterized by increased 1) social differentiation which re=- |

 quires extraordmarlly varied and complex role performances and 2) soc1al

‘solidarity which requires loyaltles to larger units beyond the kin group. "

‘These general tasks as well as others are 1ncreas1n-rly entrusted to the

PR schools.r

There are varlous ways to classuy role-related educatlonal goals. |

o Thvese may be reduced to 1) specifying functional tasks (a la the Lynds' _

 "making a home, " "training the young, " "using leisure, " etc.); 2) identi-

. fying approprlate institutional areas (e. g. economic, rellglous kmshlp,

 etc.); and 3) indicating nonrole specific attltudes that are presumably -
relevant for a varlety of tasks and areas (e g health emotlonalmaturlty, i

Imtlally we preferred a scheme comprlslng seven maJor 1nst1tu- " T
tlcnal roles and nonrole spec:flc characterlstlcs as follows |

<

1. ,economlc - mcludmg both productlon or serv1ce role and con- |

o sumptlon role,

2, p011t1cal -~1nclud1ng the varying forms of poss.uble partlclpatlon in
~ the political process frorn holdmg off1ce to membershlp 1n party
,waMmg,f, o _ L R

. prlmary group membershlp roles - J.ncludlng both those connected

| ~ to kinship and reproductlve functions and structures, ‘and those o
= pfound in non- k1n structures and relatlonshlps (e. g fr1endsh1p, S
’“;,love, etc) | | S S

L 'Li",'soc1a11zat10n and/ or educatlonal act1v1t1es - lncl"ldlng everythlng,

~ concerned with the activities of the person as a socializer or edu-

;,fCator of the young on the one hand and his own involvement in edu-
catlon beyon’ the cutoff pomt used here to loca.,e educatlonal output‘ ‘7

_,,’-‘;i,p,i,‘act1v1t1es’connected w1th the absorptlon,‘ 1 ious -
'%-7*’}~part1c1pat10ns in the cultural herltage of the soc1ety mcludlng sc1-
'g;»’ence, art phllosophy, rehglon, play, and recreatlon, e R

'orlentatlons to self and others = mcludmg mtrapersonal mterper-
o ;sonal and mtergroup att1tudes, where otherwise not classifiable

. as Spec1f1c to another role area and 1ntended to refer to the gen- L

‘"‘erallzed person;




. phys1cal wellbe1ng mcludmg the preventlon of dlsease and the
mamtenance of health. - R | TS

| As several of our European colleagues have forc1bly brought to our
fattentlon th1s ‘scheme is vulnerable on a number of counts which are dis-
: cussed in greater detail in later sectlons. But whatever the merits of e
particular modes of classification it seems apparent that the school can DR
]and does prepare students for part1c1patlon in a wide var iety of adult roles
 whether or not this is its Speclflc intention, In point of fact there has been

~ more self-consciousness about this issue than about most problems of edur

- cational philosophy. Indeed much of the controversy surrounding Ameri- |
~ can educatlonal aims has centered on the primacy of the activities that we
~":4have identified as "absorption, understanding, and various part1c1pat10ns o
~ in the cultural her1tage of the soc1ety" as d1st1ngu1shed frorn other forms g

- of part1c1patlon m soc1al llfe. SRERE IR S A

The nature of the contlnulng dlspute may be traced by referr1ng to a

| ' sequence of goal statements by the influential National Educatlonal Assocl-, a
~ation, In 1892, ‘the NEA Committee on Secondary School Studies, com~

posed malnly of representatlves of hlgher education and cha1red by Pres1-¥ :
~ dent Eliot of Harvard ‘stat d that the purpose of education was to tra1n |

 and discipline the mind.! But by 1918 the single most influentialofall
- statements of educational goals "the seven cardinal prmc1ples" fashloned S
}by\he NEA Commission on Reorganlzatlon of Secondary Education, - adopted

| y1nd1v1dual the knowledge interests, ideals, habits, and powers whereby

~a more catholic viewld The principles were des1gned to "'develop in each -

'~ he will find his place and use that place to shape both himself and soc1ety =
~ toward ever nobler ends. 16This formulation has a certain resemblance to
~ doctrines advanced by "progresswe" educators but the actual principles
~ owed their form to a more conservative thinker, Herbert Spencer had
L f_fwrltten that the life tasks of pecple, not an arb1trary set of eternal truths e
g fshould determme the nature of educatlonal ‘goals, He notedelve such ar-
~ eas: ") self-preservatlon 2) securing the necessaries of life, 3) rearing

and discipline of offspring, 4) the maintenance of proper social and ollt1-f'f_;,
'alrelatlons ‘and 5) the activities which make up the 1e1sure part |
evoted to the qual1f1catlon of the tastes and feellngs. "7 |

ven | pr"""” "‘1ples" are an exten'smn “and mod1f1catlon of the

,{Spencerlan 'activities," Education was to be measured by its contrlbu‘

: Vi*i-gtlon to '"1) health 2) command of the fundamental processes |
~ home membershlp, 4) vocation, 5) c1tlzensh1p, 6) worthy use’ of*le1sure

_' “and 7) ethical character. " Except for the fundamental processes which |

- refer to elementary cogn1t1ve skills such as "reading, writing, arthmetl-

. cal computatlons and the elements of oral and written: express1on" there .

i was otherw1‘Se no reference to the llfe of the mmd._ An admonltlon to




% The Seven Cardlnal Prmmples surv1ved v1rtually unchallenged as |
-~ the prototypical document on educational goals until the Great Debate on
~ the schools during the post-Sputnik decade.- Thus a 1938 NEA report
listed "self-reallzatlon " "social relatlonshlps, "_ "economlc eff1c1ency, b
~ and "eivic reSpons1b111ty as major aims. However, in 1961 the NEA
Educatlonal Policies Commission declared that the ' central" although not
"exclusive" purpo%a of the school is "the development of every student' |
~ rational powers. ""“All of the other aims summarized by the Cardinal |
~ Principles are subordinate to the capaclty to think, Health, for example, SE
- depends upon a "reasoned awareness of the value of mental and physical
. fitness and of the means by which it may be developed and maintained. n2l
- Similarly' "more than ever before ‘and for an increasing proportlon of the

o populatlon vocatlonal competence requlres developed ratlonal capac1t1e.... 22

The dlstance between the 1918 and 1961 goal statements is not as
. wide as it f1rst appears. ‘The latter declaration did not formally rej ect
non-cognitive objectives; it merely identified the "fundamental processes
- as the prime means by which all other aims could be achieved. A subse-

~ quent report, Schools for the Sixties published by the NEA m 1963 con-

- firms the impression that at least at the abstract level the "cog 1t1ve VS.
 frills" conflict had lost the capacity to produce fiery polemics® Th1s vol- S,
~ ume also assigns the "hlghest priority'" to the cognitive sphere -- "read-

1ng, compos:-Ltlon 11sten1ng, speaking, (both native and foreign languages) T e

 and computation, . . . ways of creative and dlsc1p11ned thinking, including

~ methods of inquiry and’ appllcatlon of- knowledge" --_but it also lists the =
NEN cult1vat10n of aesthetic taste and the promotion of health as importantaims
~ of the school. Moreover, mstructlonal goals take first priority because
 the curriculum is by definition a "distinctive" school responsibility, But
L accordlng to Schools for the Sixties the school also shares with other so- ) L
~ cial agencies Jurlsdlctlon over such aims as the development of values and_'j‘
5;1deals, soc1al and 01v1c competence and vocatlonal preparatlon. .

yparent n of perspectlves houj n vertheless be
,‘h some skeptlclsm. Common observatlon suggests that mos
school systems make invidious comparisons among children on the ba
of their presumed "native ability, "' periodically administer aptitude and
achievement tests wh1ch measure academic apt1tudes and prof1c1enc1es,
aWard letter grades to students only in subject matter areas, issue annual
,r,eports boastmg about the proportlon of their graduates who are admttted
‘,f_to elite colleges, reserve their most prestlglous rewards for students who |
s 'excel lntellectually and otherw1se testlfy that they measure accompllsh- S

. ments in the cognitive domain above all other educatlonal outcomes, Psy-
fChologlcal developrnent soc1al att1tudes, and c1tlzensh1p SklllS are not




o ‘systemat1cally evaluated and often not not1ced unless they obstruct class-'
o room management " that is to say, mterfere w1th "the trammg of the B

o The emphas1s on cogn1t1ve ach1evement seems to extend also to learn-
o ing ‘modalities as well as domains, In common usage, the educated man 1s L

| ‘one who knows rather than one who feels or does. .The educator s fear of N

~ "yalue indoctrination" ‘and the frequent ‘warnings agamst man1pulat1ng per-__;,f S

'_*sonal1ty ‘have many sources, most of them doubtless noble, but here, as

~ elsewhere, freedom and autonomy are sometJ.mes granted because of 1nd1f- ..

s ference rather than ph1losoph1cal conv1ct1on. R R o EASUTIS ,

RS The W1despread acceptance of the progress1v1st d1ctum that "Chlld-
~ ren ‘learn by doing'" does not mean that active "participation, " "apphca- e
~ tion," and' rehears:mg enjoy equal status with cognitive outcomes ‘"Do-.
~ ing" so conceived is an mstrumental device which is subordinate to the f
el "obJect1ve of imparting information and understanding, ‘Our impression is
- that mock parliamentary assemblies, for example, are regarded as vivid |
I predagog1c means of helping students understand the legislative branch rath-~ SRR
- er than as direct preparat1on for c1t1zensh1p. I rehearsmg for future par-[k;
~ ticipation in commun1ty affairs were taken seriously as an authentic educa- =
. ',;t1onal concern, the student government might not be conce1ved as a super- e
nnpos1t1on on the real bus1ness of 1nstruct1on., Indeed, if preparat1on for
~ afull range of adult roles were an important curricular objective, itis
‘d1ff1cu1t to see why, except for an occasional field trip, 1nstruct1on takes "
R place a]most wholly in the 1nsular world of the school bu1ld1ng |

We may ant1c1pate that the controvers1al questlon of what const1tutes
o educatlon for life} now temporar1ly dormant ‘n the United States, will .
e ,become 1ncreas1ng Sal1ent in other Western 1ndustr1al1zed nat1ons. As
’greater numbers of children spend more years in school the curr1culum Sl
~ at each age level is des1gned largely to render the students el1g1ble for the i
. next stage of schooling. Educat1on thus tends to become a se 1f-autono-
mous enterpr1se governed by its own norms and values which dre based
primarily on respect for ‘achievement in the cognitive domain, At theﬂsam
| '_YltJme the entrance into the educational system of large numbers of les'
academ1cally talented ch1ldren whose parents tend to view educat1on as an
mstrumental rather than an intrinsic good, exerts pressures to broaden
he purposes of the school beyond preparat1on of cultural consumers, The
fens1on between cogn1t1ve ‘and non- cogn1t1ve obJect1ves is a problem 1nher-v
nt in any complex society which sponsors a system of mass education.
An'y goal model which does not allow us to record these S rams w1ll lose Sl

;eanalyt1cal power.



| Now, ;Later,' or AIWays} SN | a

: Educatlonal goals may be d1fferent1a11y relevant for md1v1dua1s at e
| jf»-fvarlous stages of the life cycle This truism has been recognized in somep i
~of the works surveyed in earlier sections of th1s .chapter. However, m ost SRR
»,‘j“fgoal statements are seldom very fastidious in ‘specifying whether a par- R
Y ,';T*t1cu1ar aim is equa]ly su1tab1e for young ch11dren adolescents, mature }
~adults, or the aged, It is obvious that some obJectlves must be viewed |
s adevelopmentally and progress1ve1y modified; the child who is orlgmally
~urged to ""achieve gradual mdependence from his fam11y of or1entatlon" R
may also be asked to serve as the chief source of financial and emot10nal e o
support for his parents in their declmmg years, ‘Other goals once
|achieved ('the child should develop an appreciation for the cultural con- SR,
~ tributions of other peoples"), should presumably pers1st for an entire 1].fe-:t* N
~ time., The failure to make distinctions between now, later, and a1ways i
~ has had the 1nc1denta1 effect of 1nh1b1t1ng social and psychologlcal research ‘f
~ on the stability and continuity of behavioral attributes and has made it o
:]h"more difficult to d1scern whether desired outcomes nave any genulne
‘ ,’prospect of pers1st1ng durlng the adu1t years. R | SNV

L There 1s now no re11ab1e 1nformat10n on the connectlon between study G
L and behav1or ‘and/or values, once ‘sufficient time has elapsed to allow for
. gfifthe intervention of contravening mfluences. ‘It is conceivable that the
R f,methodologlcal hazards of conducting researches that would yield such N
- knowledge are msuperable. If this is indeed the case we shall have no a1- S
' ternative except to reconcile ourselves to the fact that evidence relat:Lng -
~°  to the achievement of some kinds of preferred outcomes can only be estab-
- lished either by faith or theoret1ca1 inference. The careful specification
~of the temporal provenance of goals may well have the incidental function =~
_f{"vof defmlng some of the limits of what we may ever hope to know about the S E
1re1at1onsh1p between goa1s and outcomes. e Sl b

o full ange of des1red human behav1or.‘ French et a1 1nc1ude among the1r
f[;deslred competencles "he helps when necessary to e11m1nate insects and =
 vermin which tend to carry germs"; she "wears with growing self-assur-
~ ance foundation garments and clothing properly styled for the maturing

»,}iff[flgure" he "stands for and defends the right of each 1nd1v1dua1 to worsh1p S

~ God in his own way or refrain from religious affiliations or beliefs," The

. failure to’ d1st1ngu1sh 1mportant from tr1v1a1 obJectlves could make non- SR
o r,fy';sense of the ent1re enterprlse. S e Lo o £




I An even«more troublesome problem in estabhshmg ‘_r10r1t1es is how )
‘to chose between two or more potentlally 1ncompat1ble goals both of wh1ch L e
Cdha ,have some claim to leg1t1macy <A common strategem is to state each w1thf,, e

;;'suff1c1ent vagueness to obscure their more extended 1mpllcat10ns Thus,
. in the goals of the NEA Educational Policies Comnnss1on we learn that the S

~ "educated citizen is sensitive to the disparities of human circumstance, " o

& "he can work and play with others and he puts human relatlonshms f1rst R
G But he is also, in the language of the report, econormcally 11terate. .

{.Suppose economic 11teracy should lead him to the conclusion that financial
E ‘fsuccess is sometimes incompat ible with Chr1st1an eth1cs‘> Shall he then R
et ‘adopt the ethics of the counting house at work, and strive for moral perfec- G

~ tion elsewhere or live by identical standards in all sectors of his life?

G f};Where and when ‘may he chose to gu1de his actions by the norms oftrans- .
S ,actlon, barga1n, and mutuahty of reward in preference to ' spontanelty, S
e openness‘, and ' totallty or must he always behave as if he has a fr1end

e gat Chase Manhattan" The goal statements do not tell us. o

i The educatlonal phllosopher James McClellan has recently argued

g in essence that goal pr10r1t1es can be established only under very spec1al B
S ;c1rcumstances and never when we must chose between instrumental and in-
' trinsic values. He spec1f1cally rejects, a schema which he attr1butes to

James Bryce Conant and wh1ch he summarlzes as’ follows B X

Let us summarlze these remarks in the form to be found in Conant'

arguments at that pomt in his career as educatlonal theorist when he

was most seriously seek1ng a synoptic view of the System he had helped AT

to bulld, he held to the s1mple schema S wh1ch may be dlagrammed as

follows T T T TR B
Ed‘-lcationall‘k'l?r‘ac.t‘icfekr/a-' B Ordered System of Values V

where C the connectlon between the educatlonal pract1ce and V is: the ,
practlce 1s the value sought I have argued that S is a log1cally feas1ble |
~ argument only 1f A4 conta1ns but one kind of value at a t1me, and that it
~ breaks down if you try to mix 1ntr1ns1c values and 1nstrumental values ST
~ in the same order1ng system. I submit that Conant s own work demon- R
_ strates the futility of this attempt when he is forced to say that the Just1-} S
flcatlon for tear'hmg the humanities is the contr1but10n this study makes
to the mental health and consequent pol1t1cal stab111ty of our c1t1zenry

PAFuliToxt Provided




o ::"only that there is no logically acceptable way by which it is possmle to order -
~ what McClellan calls "1ncommensurable values " There o;‘,ex1st however, J, g

| rlhi;sure, frequently ph1losoph1cally na1ve
N could be establ1shed on the baS1s of 1) arb1trary preferences, 2) theor1es

" a) an honest, decentralized, federal political system, b) a laissez- fa1re- |

o | ;gence ‘and attent1on, that there should be no invidious distinctions between E ‘

o _those th1ngs one may say about both sorts of values. But none of that
o will help S. S depends on the log1cal poss1b1l1ty of compar1ng var1ous |
- school programs by their contribution to an ordered scheme of values L
- But mastering a proof in pure geometry, sharing the unity of sense, feel-

~ ing, and form of "Es war ein Konig in Thule, ' " and values like that cannot S

~ be ordered on the same scale with learning the skills necessary to get a
~ job, and to vote, and other values like that.
T comple*c problems of educat1onal pol1cy ar1se, where com' |
,"requ1r1ng dec1s1ons 1nvolv1ng 1ncommensurable values S -

A R T e e R R s T A T AT R R T T T T TR T R R T T

"([Educatmn for a Divided World], p. 92) That sort of patent nonsense is
unavoidable unless one is willing reallz to restrict his attention just to
1nstrumental values, and Conant is much too much a humane gentleman ,
for that. ~ o |

Thus S will work S0 long as only the msw:rumental value of school1ng
is considered. Conant's scheme of 1948 was fairly simple: thlc preser-
vation of the American way of life in the face of its myriad of enemies.
" And for him the American way of life had three related sub- systems:

as- possmle economic system, and c) a fluid, complex social system, .
probably in that order. If we can establish some such ordering of non~

- educational values, we can in pr1nc1ple order activities in school by o
their contribution to that system of values, prov1d1ng a bas1s for 1nte111- A
gible discourse at least. The trouble is, of course, that once we put
1d1st1nct1vely educational values -- intrinsic, for- themselves values -- o

- in the schema we have 1ncommensurables, and the whole notion of order- o
‘ing is lost. There is simply no s1ngle standard by wh1ch to, measure the
relative value of mastery of a complex proof in pure geometry on the one e
hand and learning the routinés necessary to perform adequately as a serv-’ IR
1ce station attendant on the other. o | S

' Both of these act1v1t1es are values, the f1rst intrinsic, the second in- N
strumental There are many things one can say about both these values, ‘
e.g., that both are important in a total soc1ety, that both take some dili-

~individuals because of part1cular talent or preference for one over the
~ other, etc. A well-known John W. Gardner made a b1g deal of saying

Hence, S will not do when
~ .H

These are persuas1ve and powerful arguments but the1r burden 1s

Several come to m1nd Pr1or1t1es



L

of 1nd1v1dual and social welfare, 3) consensus of qua11f1ed" observers, T
4) intensity of feel1ng, '5) the number of domains for which an aim is rele-‘f .
vant, 6) the length of time for which the projected outcome is intended, o
7) the perce1ved urgency of 1mmed1ate 1mplementat1on, and 8) 1deolog1cal |

| der1vat1on. | ~ |

None of these is wholly adequate - The fa1lure of ph1losophy to pro-r' |
" duce a mature axiology means that we have no satisfactory way to deal
with the value problem but it does not relieve us of the necessity to make

~ choices. And it is never enough to catalogue aims under approprlate cate-p .

gories unless we also indicate whether we wish to assign them equal
;we1ghts ‘Since it is not possible to do everythmg at once, and since some |
aims are in some sense subordinate to others, the failure of most declara-‘?f

tions of goals to include pr1or1ty guides const1tu|,es a very severe l1m1ta- o

B t1on on the1r ut1l1ty

The Spec1al Problem of Soc1ety and the Ind1v1dual

_ Walter Rob1nson Sm1th one of the f1rst Amer1can educat1onal soc1-: N
'.,olog1sts, has argued that d1scuss1ons on education until comparat1vely re-
cently exh1b1ted a pronounced individualistic b1as, ‘that indeed "the whole

E literature of education, prior to the last quarter of the nineteenth century; o

may be searched in vain for any clear statement of the social purposes of
 a scheme of formal education. "26 An examination of definitions of edixca-
tlon offered by prom1nent th1nkers lends credence to th1s content1on

= Plato "Educat1o*1 conS1sts of g1v1ng to the body and the soul all the |
perfect1on of wh1ch they are susceptlble o o et

‘Ar1stotle - "The true aim of educat1on is the atta1nment of happmess
| through perfect v1rtue B | 3 s

. ~,,Comen1us - 'Educatlon 1s the development of the whole man

' "”;:;'Lock“’l"’f - "The atta1nment of a sound m1nd ’"’n'a sound body is the end of

educat]_on | ’ ot e e o/ ; ﬁ L S,

wl_yflﬁonyestalozz1 - 'Educat1onmeans a natural progresswe, and systemat1cff', i
developm nt of all the powers L n

ffFroebe1 -A:"The ol 3ect of an educatlon is the real1zat1on of a fa1thful .

pure i ‘1olate, vand hence holy 11fe

- There 1s abundant ev1dence to the contrary Well before the last
quadrant of the n1neteenth century, some wr1ters had v1ewed educat1on 1nfj .

o
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- education is to dispel error and to discover truth' -- and Milton' S social

that which fits a man to perforrn justly, sk111fully, and magnammously all
the off1ces, both private and public, of peace and war. " In any case, ost
_ definitions of American education formulated in the recent ‘past include a

o rather than egocentr1c, purposes

| 1960 reflected the Amer1can consensus that educat1on must serve bothper-

. sonal and social aims.

~ "impel us to foster individual fulfillment.
~ promise that is in him. " “And he added,

o ,our purposes - l1berty, Just1ce, and all our other alms

"‘f,“smns on educatlon to assume that the interests of society and the 1nd1v1dual |
TR f{}co1nc1de

o 3~ar11y 1ncluded as a worthy goal on the dual grounds that a student so tra1ned o
o will be equ1pped for the good life even as society collect1vely benefits from
~ the exercise of his civic v1rtue
~ to the tragic view of life. ,
S tween the imperious yearn1ngs of the 1nd1v1dual and the brute facts of soc1a1
;{_»requlrements and constraints.
e .;{f‘enon for there are strong contrary traditions which convey counter mes-
~ sages.

a 'sphere of 1nv1olable rights against an intrusive state.
f.“j,1deolog1cal d1fferences have been mterpreted 1n s1m1lar terms

P

social terms ~ Socrates can be mterpreted in this fashion -- "The aim of -

orientation is clear: 'I call therefore a complete and generous education, |

social component and many place their pr1mary emphases on collect1ve,
Observe, for example, B o

Ward - "Educatlon means the un1versal d1str1butlon of extant knowledge

N ‘M. Butler - "Educat1on means a gradual adJustment to the sp1r1tual R
~possessmns of the race, with a view to real1z1ng one's own potent1al-
ities and to assisting in carrying forward that complex of 1deas,

e acts, and 1nst1tut1ons wh1ch we call c1V1llzat1on
- d. J,.»F1ndlay - "Defined in 1ts broadest terms, educatlon is no more and Lo
| no less than the provision that mank1nd has to make for the progress SN

of the spec1es to wh1ch he belongs

J. Dewey - "Educat1on S1gn1f1es the sum total of processes by means of
- which a commun1ty or social group, ‘whether small or large, ,trans- |
. mits its acquired power ‘and aims with a view to secur1ng 1ts own |
i cont1nuous ex1stence and growth "o . L

The PreS1dent s Comm1ssmn on Natlonal Goals, when it aPpeared in

"Our deepest convictions, "' wrote John W. Gardner, |
We w1sh each one to achieve the

"U1t1mately, educat1on 2s8erves all
Q , ll L

Gardner S remarks reﬂect a notable tendency in Amer1can d1scus-ff .

‘The development of "c1t1zensh1p skills, " for example, is custom-

- The educational literature seldom defers
It does not ord1nar1ly recogn1ze any strain be-

‘This is in many ways a remarkable phenom-‘f

~The entire thrust of classical 11beral1sm was. devoted to protect1ng
Amer1can -Soviet -

Freudlan, o




K
K
-
K
i
2.

<

b
1
8

+ .
¥
"'
£

i

§

B theory has 1dent1f1ed civilization. as a necessary but inevitable creator of
- discontent, a popular literary tradition whose archetyp1cal symbols are |
,Huxley and Orwell has identified society as the enemy. The "hippies' are

- t1on far from the madd1ng crowd

- gaged the attention of educators among them sex educat1on and the develop- |

~ that they are relat1vely content free. Teachers are advised to answer all S

| quest1ons be natural, avo1d self- conscwusness, they are told everyth1ng

- except what most concerns them, i.e., what const1tutes desirable sexual

_.*behav1or for young people. The students themselves are often clear enough |
An 1ncreas1ngly popular sexual ethic fails to perce1ve any moral. s1gn1f1cance B

| | 'the partners.~ ‘There can be no sens1ble analys1s of th1s contention w1thout
. considering the impact of sexual freedom on monogamous marriage and ar-
grangements for child-rearing. Can we maintain the institution of private

_ ‘matter of pr1vate definition? In answer1ng this quest1on for ourselves and
o students we shall need to mediate between the 1nd1v1dual's des1re for ad-
‘venture and novelty and soc1ety s concern for a stable fam1ly system in

'i"gof soc1ety

rnon-conform1sts self directed, and unresponsive to the m1ddle -class norms;

e ?“1ndustr1al nations require ‘citizens who are work- or1ented respons1ble | 4
: ;*’;*s‘fand masters of tangible sk1lls and the emphas1s on such competenc1es tends e
- to generate stable l1festyles It is an open quest1on whether it is posmble ‘

say, humane, spontaneous and free. There may be no 1nherent contrad1c-:;»
_ tion between individual and group ex1stence but many men have thought so o
~ and itisa disservice to more precise formulations of educational goals
€ 7when so fundamental an issue is solved by the S1mple exped1ent of 1gnor1ng

only the most recent and dramatic 1llustrat1on of the effort to seek salva-‘

| The fa1lure to confront the socwty 1nd1v1dual d1lemma has ser1ously RSN
1mpa1red sens1ble discussion on a number of issues which have recently en-

ment of "autonomous personal1t1es

The most notable character1st1c of stated a1ms on sex educat1on 1s

in the phyS1cal act of sex as1de from the quality of the relationship thatunites
children while perm1tt1ng sex both in and outside of marriage to become a

1wh1ch each marital pa1r is respons1ble for its own progeny. We are re-
minded once aga1n that every theory of educat1on is s1mu1taneously a theory

Another case 1n po1nt is the aim of teach1ng people how to become i

" and the bureaucratic ethos that pervades American l1fe.; ‘But the fact is that

to organize soc1ety so that it is at once prosperous and habitable, that is to'.;

1t
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‘ SeQu“erntial Derivations

Most statements of educational goals are not ordinarily accompanied

| ‘by an adequately detalled geneology of their intellectual ancestry. The line

of descent, if traced at all, usually extends only so far as to one of the war~-

| ring schools of educatlonal philosophy -- perennlallsm essentlallsm, é@)‘.{‘o" "
o gress1v1sm reconstructlonlsm and more recently rad1cal humanlsm. }

| The most prom1nent representatlves of the perenmahst tradltlon are

,:' Robert Hutchlns and Mortimer Adler. The basic assumptions of perenni-
| alism may be succ1nctly summarized by Adler's assertign that "manisa
" rational animal, constant in nature throughout h1storv" and by Hutchms' |

sylloglstlc descr1ptlon of the educational process: "Educatlon implies

teaching. Teachmg 1mp11 es knowledge. Knowledge is truth, The truth 1s
, 'everywhere the same. Hence education should be everywhere the same, " 1
 Societies rise and fall, feudalism yields to industrialism, the spear is
- replaced by the gu1ded missile, but human nature and the eternal verities
- endure. Thedi stlnctlve property of man is reason and the school trains
~ the mind by exposmg it to the accumulated w1sdom of the past The school
 has timeless concerns and does not include among its aims vocational prep-
»‘ aratlon, social reform, or any other purpose not Spec1f1cally devoted to |
the t ra1n1 ng of the 1ntellect

The progressw1st fol lowers of John Dewey enterta1n an enti rely R

* different world view. It is a perspective that rejects absolutes, thatfinds

change and flux everywhere, that regards past solutions as treacherous .
guides to novel and unpredlctable events, Educatlon, then, does not con-~

- sist of transm1tt1ng a durable legacy, but. rather equ1pp1ng children with
S the dlSClpllned mtelllgence to deal with change. ‘And since children d1ffer -
- in their geénetic and social characteristics so must their education. All

' young people are _capable of individual growth, and when proper prov181ons

e ‘are made for individual differences they can all benefit from education at
~ some level. The progress1v1st task entails preparing all chlldren to per-ig il
*‘;form a var1ety of complex soc1al roles of problematlc stablllty

G The confllct between perennlallsts and essentlallsts or between pro-"* S
i gress1v1sts and reconstructlonlsts is devoid of real b1tterness. Essentlal- e
~ ists are less persuaded about the J.mportance of conveying « eternal truths
~_than the perennlallsts but they too regard the inculcation of prescrlbed sub-v .
. Ject matter in an intellectually demandmg fashion as the primary purpose e
- of the school. Reconstructionism may be less beguiled by "critical think-
- ing" and "dlsclplmed mtelllgence" than the progressivists and prefer more
~ positive efforts to build a new soc1ety based on the methods of soc1al sc1-
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ence and the 1deals of soc1a11sm but reconstructlonlsts like a11 m111enn1a1-"
ists, have often been obliged to enter into coa11tlons w1th their nearest m-c |
~te11ectua1 ne1ghbors. | - - - = |

; Paul Goodman,” Edgar Friedenberg, and others have recently cham-
pioned a conceptlon of the school which while not systematically developed
“has figured prominently in educational discussions, These thinkers have o

~ advanced a radical cr1t1que of education which holds that the schools now
reflect the meanmglessness conformity, and man1pu1at1ve ethos of a

broader society that is dominated by sterile middle-class values., Instead,

~ the aim of education should be the development of autonomous and creative
- personalities that will ma1nta1n their "f1de11ty" to self and their fellow men,

' Education worthy of its name might assist children to surv1ve in a corrupt
- society but it would not assert the moral superlorlty of the "marketing ori-
‘entation'" that is presumably necessary for"success"in school and commun-
1ty. Since Goodman and Friedenberg regard most profess1ona1 educators .

. as enemies of spontaneous and open creative ‘thought and lifestyles, and
~ they offer few viable programmatic a1ternat1ves their ruminations have

~ thus far aroused more enthus1asm among unattached 1nte11ectua1s than o

o practlcmg schoolmen. R L e ~ |

W s .5 ey e

B If we examme the structure of the argument rather than the content |
of these phllosophles we discover that each proceeds according to an im- S
plicit sequential parad1gm begmnlng with master values, proceeding through
‘master empirical images, master soc1a1 (or md1v1dua1) goals, and then
~ finally educational goals. ‘Some values are preferred as u1t1mate or pr1-f_ -
| .~ mitive' notions, a part1cu1ar image of man or society prom1ses that there
- .= are no intrinsic barriers in the empirical world that need frustrate the E
N ~ach1evement of these values, a tangible goal is defined which serves the.
~ value, which in turn implies a corresponding educational aim. The entire
~ process may be illustrated by a hypothetlcal sequence cha1n begmnlng w1th<,” o
- the master value "freedom | ~ ~ S | SVER

;;.;f“;M;aster_'value's; R

Freedom 1s preferable to slavery. S e

Demved values = Polltlcal democracy is more des1rab1e thany"]'f; L
R SRR ,',tota11tar1an1sms of the r1ght or left |

e *:Master emp1r1ca1'_‘ : -A system of countervallmg power w111 guaran-
| 1mages R ff’gtee the preservatlon of democratlc 1nst1tut10ns.;«

‘k'f'Derlved emplr.lcaly,i' . - ;A system of checks and balances among the

assumptlons ~ executive, ‘legislative, and judiciary is essen-'

o tial for the mamtenance of democrat1c mst1-
“ ‘%*y,;tutlons.‘,, e e
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 "aw- -justice, "

~ euthentics, " "tra1t Gestalt " "superego-ego, ' :
 ment-reward, " etc.; and educat1onal theory by perenn1al1sm reconstruc- s
e 7,t1,on1sm, 5
N and grad1ng evaluat1on

~ "dynamic, " .

e ;'the terms l1beral ‘and "conservative'' are so sl1ppery and their referentsfli'»;f,fj -
 are so 1mprec1se and controvers1al that many scholars have been led to =
3 despa1r of the1r ut1l1ty, even as heur1st1c dev1ces =0 .

| Master social goal y,

‘The preSerVationot‘ political democracy. o

Derived goal o N = The preservatlon of systems of countervall-
‘ o ing power. )
Master educatlonal - ~The development of competenc1es and com-~
goal - ~ mitments requlred to mamtam polltlcal |
| democracy. , | |
| ;Der1ved educatlonal - The development in students of a w1111ngness T wE
goal j ~ torecognize ”Supreme Court" decisions as

‘the "law of the land" even if they are person- |
kally offens1ve. | o e

These sequentlal der1vat10ns are rarely acknowledged or made expltc--

it and therefore we cannot discover whether all the intermediate points on
a "scale of ult:.macy” are either logically linked or consistent with current
) knowledge. “We do not know, in short 1f the goals are part of a coherent
| ’.,1ntellectual system. | | ' | | o

In order to Sat1sfy ourselves on th1s score we would re‘qu1re categor-

g ies capable of cross- cuttmg various analyt1cal levels, i.e. values, empiri-
cal images, goals, etc. A common pract1ce is to rely on the treacherous
~ left-right continuum. We could, for example, identify some paired coup-
~'lets the first term of which was arbitrarily designated as "conservative'
~ and the second as "liberal' and try to discover to what extent a preference
~ for one or the other in any given pair was cons1stently associated with S
- similar cho1ces for all of the items. Thus social values m1ght be repre'- '

" l' (KILL)

sented by ' order change, stat1on equal1ty; consent- part1c1pat1on,
" "struggle-security, " etc. ; behavior science by ' 'eugenics-
b "stat1c -dynamic, "

‘punish- -

% "el1te educat1on -mass educat1on, ~ author1tar1an democrat1c, Mobi iy

Our guess is that 1t is poss1ble to 1dent1fy a l1beral or conservat1ve :
yndrome, there isa certam conceptual kinship between ' stat1on, " "stat1c, |
perenn1al1sm, and 'elite educat1on as there 1s also between equal1ty,
" "reconstruct1on1sm, " and ' 'mass educatlon Nevertheless,



The pattern- var1able scheme developed by Talcott Parsons prov1des
another alternative for atta1n1ng some measure of coherence in sequential
derivations. Parsons contends that any system or subsystem level, social
action involves choices among a range of polar alternatives. In add1t1on

 to dec1d1ng between competmg loyalt1es to self or collect1v1ty the actor is

~ useful means for imposing unity on otherwise unconnected entries at sev-

3 ,tent and 3) control of classroom by the teacher :'*

confronted by four other d1lemmas wh1ch Parsons def1nes as follows

. 1. .Affect1v1ty- Neutral1ty Should the actor react to the s1tuat1on by im-
- mediate emotional 1nvolvement or shall he respond W1th an uncom1n1tted
- disciplined att1tude ? S :

2. Universalism- Part1cular1sm Should the actor be governed by o
standards that are ‘equally applicable to all, or shall he be guided by the RS
:part1cular relat1onsh1p that he has with a person, role, or value‘? |

3. Spec1f1c1ty-D1ffuseness Should the actor be or1ented toward a
broad and ill- -defined range of attr1butes, or shall he be concerned with
“only one aspect of an "action obJect"‘? e :

4. Ascr1pt1on Ach1evement Should the actor treat the obJect of act1on
~on the basis of his qual1t1es -= what he 1s -- or should pr1macy be g1ven to
h1s actual performances ? | | |

, The pattern var1able scheme does not 1nclude any formal rules of e

fclass1f1cat1on and as such is vulnerable to problems of reliability among ob- .

-~ servers. The decision to ass1gn a cho1ce to the category defined by one or
' another of the end po1nts on the cont1nuum, or for that matter the determ1-

‘nance as to wh1ch pattern is relevant, must necessar1ly be based on such

loose criteria as "plausibility, " "common sense, ' and "insight. ' Never—

. 'theless, as the follow1ng d1agrams 1nd1cate the pattern var1ables may be a

_eral interrelated levels of analysis: 1) social values, 2) curr1culum con-

fvn | AT TR IR

e Neutralg ARl Affect1v1ty
| ‘_‘_Goal Analys1s o ~ o [Involvement | ; |
. ~-fCurr1cular 'Emphasis on obJect1V1ty L ‘.Emphas1s on subJect1v1ty and
S Perspect1ve ‘and detachment ~ ~ ~ emotion . |
“;Teacher Therap1st as role model _],Parent as role model
' Or1entat1on L e i . R i T TR
e 5 O Un1versal1sm e Part1cular1sm AT
o _I'Goal Un1form1ty SRR fD1verS1ty o
7Curr1cular ~An study the same thmgs' o Var1ety of opt1ons
g Perspect1ve N N
Teacher Teacher S relat1onsh1p to i‘Students treated accord1ng to

Or1entat1on students same for all ,, . the1r spec1al character1st1cs | i



O

| Specificity Diffuseness
- Goal Knowledge | Breadth ~ -
- Curricular Exclusive emphas1s on 'Plural1st1c emphas1s embrac- E
 Perspective = cognitive area | ~ing cogn1t1ve ach1evements
I ' S | and including also values and
| | personality ' -
- Teacher  Guide students in school ‘Guide students in a wide range |
0r1entat1on subJects | of life problems | |
o Ascr1pt1on | | Ach1evement o o
- Goal ‘Stability ~ Change s
R Curr1cular _Inculcation of revealed | Development of 1nstrumental
- Perspective wisdom | : skills T Ll
~ Teacher Children rewarded accord-  Children rewarded for the1r o
~ Orientation  ing to self- fulf1llmg proph- performances :

‘ecies l1nked to the1r soc1al
| status o ~

| Column I (neutral1ty, un1versal1sm, spec1f1c1ty, a='cr1pt1on) and -
,;‘Column I (affect1v1ty, part1cular1sm, diffuseness, achievement) each con- .
stitute a more or less coherent ideal- -typical system of alleg1ances to spe-

| loy‘ ‘,c1f1ed preferred outcomes, educational theories, and pedagog1c practlces
~ This mode of analys1s can be extended to the select1on of means as well as

- goals.

The pattern variables may be helpful in organ1z1ng cho1ces with re- :

e spect to the proper t1me, type, scope, and source of act1on

- Timeofaction ’

. Typeofaction

s‘_ffScope of

act1on R

- _Source of
ac tlon

Neutral1ty

‘Adoption of long- range -
E rat1onal strategy |

. Unive rsal1sm |

;‘_;Same for all S1tuat1ons
o /"haV1ng- same elements

Spec1f101ty

Concentratlon ona s1ndle
{,\1ssue | |

Ascr1bed

o Act1on based on tradi-
,~,t1onal tact1cs and strategy;:
v”and determ1ned by ritual-

~ istic considerations

o
| Affect1v1ty B |
kInterm1ttent and sporad1c

l*[,"}response to. dramat1c cr1ses

Part1cula r1sm

| :",‘Var1es on basis of ﬂuctuatmg
- reaction to other actors and
'S1tuat1ons |

D1ffusene ss

RS Concentrat1on on a w1de Spec-
o ,'trum of 1ssues 8 S

Ach1eved

| ‘1 'Act1on based on exper1mental |

tactics and strategy and deter-—i : ",
‘mined by pragmatlc cons1dera-_ £
- tlons | | |




o by reason and evidence ? These questions cannot be explored, much less

 each representing the perspective of a distinctive public. Clearly then, o

3
£

| The instrumental means summarized in Columns I and Il seem, on.
intuitive grounds, to be extensions of their counterparts in the goal mod-
~el. This entire exercise is, of course, merely illustrative of the type of
_unifying concepts that could be imposed on the entire sequence chain be-
‘ginning with master values, ‘and extending through empirical images to
~ social and educational goals and means. The major purpose of this some-
 what lengthy detour is to emphasize that it is urgent, and to a limited de-
~ gree possible, to examine the entire structure of belief, value, and knowl- L
" edge that sustains an educational goal. Does it follow, to refer to only one
cell in our truncated diagrammatic presentation, thata generalized prefer-
ence for 'stability' necessarily presupposes a curriculum anchored in the
~ past, and teachers who respond to students primarily on the basis oftheir
‘group and categorical memberships, or can the master value be reconciled
- with all manner of educational philosophy and mode of classroom interac-’
tion? Are the imputed relationships linked by fiat or intuition or perchance
 answered, in the absence of a reasonably detailed and comprehensive ac- ..
 count of the assumptions on which educational goals rest.

' The aim of this chapter was to provide some indication of the formid-
able range of problems that must be solved prior to the construction of an |

- adequate goal model. The entire process is further complicated, as we =

" hdve indicated, by the number of interest groups -- educators, parents,
 _students, etc. -- that have a legitimate stake in the education of children

 with the result that we shall need not one but rather multiple goal models

~ much remains to be done before stated aims can be used as a measure
~against which to weigh outcomes -- and as we shall see the requirements -~
for establishing the claims of education are no less severe.
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| America was promises, in the words of Archibald Maclieish, andthe

. promises always included reliance on education. Rush Welter who has

. written the best bookon the idéa of educationis led to conclude that a 'be-
lief in popllﬂar education has been the archetypal element in our political
thinking. """ The boldness of this declaration is the more remarkable be-
cause with rare and presumably trivial exceptions -- old guard federalists,
pro-slavery theorists, occasional reactionaries -- this fundamental com-
‘mitment has been : shared by all the schools of pol1t1ca1 and social theory
that are represented in his study. | | |

Welter explicitly chects the thes1s that 1deas are pass1ve accom- ,
plices of personal and group inter est, " and he insists that Amerlcan demo-
cratic thoucrht has characlcristically soudht 'enlightenment of the peoplo
for expanslve rather than restrictive reasons. 12y, We are nevorthelesstreated
to numerous instructive 1nstances of the line of descent that leads from in-
terest to 1deolozry to 1nst1tutlona] strategy

i At the risk of domff violence to Wclter s rlehness of scholarsh1p and |
- the subt]et\, of his argument, we may rcadily identify the two most promi-
SR nent imputed functions of education as end points on the classic conserva-
- - tive-liberal continuum. The conservative impulse was strengthened by a
variety of sacred and profanc commitments and by the support of neutral
.. scholarship. It sometimes relied on the routine sociological observation

~ that a complex society requires mechanisms of social control and perhaps
/. | ‘more often on naked motlves of class 1nterest personal safety, and und1s— »
gulsed fear of the masses o , |

- An essay in an 1838 - issue of Amerlcan Educatvon comblnes a]1 of the
morec extreme e]emcnts of the conservatlve stance: | |

Let any man dwelhng in the Un1ted States,‘ cons1der th1s fact: that he
s 11v1ng in the midst of some millions of human beings, having strong
 bodies, s’rrong W111s clear heads, and m1ghty passions; let him cons1der
I  further, that these millions suﬂ'er him to pursue his business, and sleep
| . R ‘quletly at night, because they se¢ it to be their 1nterest or feel it to be
. their duty to do so, but that, as soon as they cease to see their interest,
. or fecl their duty, they may pull his house about his ears and hang h1m o
’ fupon the nearest tree; -- and he will feel, to his heart's core, the n,;eces-
- sity of w1de spread moral and rehglous educatlon to his own safety. |

The conservatlve emphams on educatlon as an 1nstrurnent for the pre-' o

servatlon of order and the mamtenance of hlerarchy was obv1ous1y 1ncom-'

.
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patible with the interests of workingmen, farmers, social reformers -~
of any who spoke for the disenchanted and dispossessed. The liberal oppo-
- sition cherished education as the most promising means of broadening the
 base of political intelligence, of fac111tat1ng the circulation of the elite, of
. removing the barriers that impeded equality and social justice, As Wel-
t er points out, for nearly a century aft er the age of Jackson, democratic
theorists "treated popular educat i 1&)11 as the one sure cure for contempo-
rary social and polltlcal evils, :

- The most ourabl e preoccupat1 on of ni neteenth century p011 ti cal o
ot hought then, was the nature and limits of popular rule, The Spcnceri’-
‘an thunder of William Graham Sumner could intermingle with the gentle
~musings of an Edward Bel lamy, but each was in part a theorist of educa~
tion. The solidity of this conception was shattered by the historical e-
vents and the int el 1ectual di scoveries of the recent past. ‘The doctrine
of "anarchy with a schoolmast er' is plainly no substitut e for extensive
governmental participation in the affairs of men; Bentham' s reasonable
citizen judiciously wrestling with the hedonistic calculus has beenconsigned
to the vast subterranean depths where psychoanalysts dwell and the emer-
~ gence of Orwell's Big Brother is regarded by many as a genuinely plaus-
- ible prophecy. | | | o -

T —_—_——
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S © It is not strange that academic contemporary politi cal thought tends
| to regard the educability and ratlona] ity of the electorate as problematic.
Indeed of the two formulalions now most in vogue -- countervailing power
and leadershlp -~ one entrusts democratic decision-making to an invisible
 hand and the other to an aristocracy of talent. Neither dignifies mass edu-
cation by assigning it the status of a major Variable., Writing at the begin-
ning of the sixties Welter concludes that ''we have virtually conceded the
failure of democratic pol'itical educationto serve its i.ntended 'purpose. "

S Welter deplores the abandonment of the older conceptlon of educa- IR
tion as a viable influence in the political arena, It is doubtful that the |}
~ scholarly estimates against which he reacts were ever very pervasivein
. the public consc1ousness. ~ Certainly by mid- decade pres1dents oplnlon-
~ leaders, and citizens had reaffirmed that education was vital to our na-
~ tional existence; the decisions reached in the marketplace of power and ,‘
~ "tecouncils of the elite always require ratification or at least passive con-
_sent by an mformed e]ec»orate.; A democratlc theory that 1s not. truly plu- g
| 'rallstlc is 1mpover1shed for as Welter says; "we may recognlze the group_’ B
| basis of our national life, acknowledge the 1rratlona11ty and weaknesses of
a democratlc electorate, ‘and accept the necess1ty of polltlcal leadersth, S
- yet insist at the same time that some kinds of popular education are indis- =~
ﬁpensable to aGdemocracy because some kinus of popular mtelllgence are
necessary : | ~ S | | o




The faith in education as a political force has its counterpart in an
equal conviction of the positive functions of schooling in the economic
sphere. The folk belief that education pays has been sustained at the mac-
rocosmic level by a growing body of economic findings. There is consid-
erable evidence that the rising education of the labor force, as much or

~more than 1ncreased mvestment in plant and equlpment accounts for our

nat1onal pro sper1ty

‘Indeed, the crude measure "years of school completed" is a very
powerful predictor of a var1ety of outcomes, There is a positive associa-

tion between educational attainment and income, occupational status, mari-

tal stablllty, mental health, economic conservatism; voting behavior com-

] mltrnent to llbcrtarlan values ra01al tolerance and lawful behav1or.

The Am erican falth that exposure to school any school for a Specl- ,
fied number of years is a meanmgful index of accompllshment is demon-

~ strated by the fact that educational attainment is the prim ary basis of ell—'
| .gibility for the overwhelming number of occupations in our society. Since

it is 4 moot question whether there is any functional relatlonshlp between
years of school completed and the actual skills required to hold a job,

self-fulfill ing prophecies may account for some of the benefits ascrlbed

to the school

I vtould be a mistake to conclude that education is regarded as purely
an instrumental value which is prized for its contribution to social welfare

~or personal ambition, An excerpt from recent essays provides an an instruc-
tive 1llustratJon of thc clahns made 1n behalf of the intrinsic propertles of
,educatlon « S | : :

No one is ever well enough educated about anythlng, that no one ever
| knows enough to explon fully the poss1b111t1es of his own llfe or to en~ |
,rlch the lives of his fellows; that no one is ever well enough irained, m

his tastes and sens1b111t1es to apprehend the creatlve achlevernents of
e h1s c1v1llzatlon with suff1c1ent wonder and delight; and further, that no
- one is ever as aware of himself and of the reaches of his capac1t1es as

he could be, nor are the capab111t1es of which he is aware whether sharp-

B f ‘ly or dlrnly,, ever as fully developed as they mlght be.

| I.f these assertlons are granted 1t follows that there are no upper "
'_‘fiboundarles on the amount of education that anyone really 'needs' nor
- any valid general basis for establlshlng cut-off points at which school- |
) ing should be terminated for any segment of the populatlon Instead, a
lifetime of cont1nu1ng education becomes é’ln 1nd1spensable prerequ1s1te
“to the good llfe and effect1ve c1t1zensh1p | | « ,

s
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’Iny the face of such lyricism it seems ungrateful tcj-kpokint out that there

is a distinct paucity of evidence that education, as such, is actually respons-
ible for many desired or unsought outcomes even those which are highly cor-
related with formal schooling. | | | -

This is scarcely an original o'b‘servation; it has beyén often noted but

~ seldom taken seriously., Almost a half-century ago the educational sociol-
ogist, Charles C. Peters, surveyed then existing educational claims and "
arrived at conclusions which do not require improvement. His comments
' merit extended quotation: | - s |

1, Many of the clal'n,,lskare; entirely unsub_st'antiated by the facts., Afrank
recognition of conditions does not show that history as long taught inthe

 elementary and secondary schools makes much contribution to good citi-
+ genship, If one will ask himself in just what way the history he'has stud-
~ied, or thehistory he is teaching, has affected or could be expected to

affect one's civic reactions, he :will find himself able to locate very few

" actual contributions. What did he learn about Lincoln or Washington or

~ Jackson that could induce him to go to the polls when otherwise he would

have stayed at home? What political event or economic principle was so

~ discussed in his school history as to change his vote from a particular
" Republican a particular Democratic congressman? The claim of con-

tribution to citizenship seems very plausible until one presses for de-

‘tails; then it vanishes into thin air. . . .

2. Many of the claims rest upon an a priori consideration of possibili-

st ettt

ties, not upon probabilities. That the study of Greek and Latin should

induce in one an appreciation of the classic foundations of modern civili-

zation and give him direct access to a rich literature for his aesthetic

. enjoym ent, is an abstract possibilily; but no observant person would be-

lieve for a moment that it is lifely to do this with the mass of high school

~pupils who take the study as it is offered in the secondary schools, Near-
1y all the alleged transfer values are possibilities, not probzbilities, The
'~ many practical applicatipns claimed for several studies (as algebra, phy-
 sics, mechanical drawing) are mostly probabilities only for the special-

ized few, while for the many they cén scarcely be regarded as even in

 the realm of possibilities.

. 3.Where the claims are 'trueffthey;’ are ‘of"‘ceﬁ»‘s‘o vyague and larg er,a,s?_' to 'hélp’

~ us scarcely at all in knowing where concretely to take hold. Studiesare
 said to develop initiative, or self-reliance, or judgment of relations, or

- personal culture; but these are all omnibus ideals that illuminate the

- whole area but do not provide us any guiding star to lead us onward, - -

They need to be broken up into such specific forms as will fsuggest;to;us o

~ how we should proceed in teaching them so as maximally to realizethese S
| “ends. ~7  Coel - “'L;‘;:;;~~~ S I
' We need to replace these empirical conclusions regarding the values

of the several subjects with scientific investigations that will be imper-

 sonal, ,systernaiti’c,‘,'obs;erva‘tional. ORI
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1. Fundamentally we shall need to know, on a scientific bas1s what are
the values that are needed in society -- the fitnesses that individuals
must have if they are to he socially efficient in maximum degree.
9, Next we shall need to determine scientifically what is the subject-
matter that can make largest contributions toward these desired ends.
3. Then we shall need to know, on an experimental basis, what are the
methods of handlmg the subJ ect-matter that w1ll be the most econonncal
of time and energy. | |

4, Finally, we shall need to havc some adequate measurlng 1nstrum ents
that will enable us to tell whether or not, and how largely, we are suc- |
ceedlng in acmal]y attammg these ends. * |

- A decade later, Dan1el Kulp,among thc most irascible of the early
educat1onal soc1olog1sts posed the .query, 'Why have schools?" In a field -
“of human experience that has been so widely organu:ed have the outcomes
proved the value of the experimeni? After an enthus1ast1c dc1nol1t1on of
ex1st1ng claims Kulp replles | |

| We have schools because we have laws that compel us to. This situ-
ation we rationalize with reasons, some sound, some unfounded, asyet
some wholly false . . . We are on a train and move because thc train
- moves, Some of us are qu1tc certain where the train is going; some of
‘us are not quite so sure espemally whcn we wonder what some of the

10

scenery is worth oo

o

‘The clazms of cducat1on remain dub1ous because most propos1t1ons
about schooling are based on 1) proverbs, 2) behavior maxims, 3) collec-
- tive testimony, 4) theoret1cal extension, 5) reports by observers, ‘and 6) L
assertions by pract1t1oners. A brief supplement on education in a Phila- BT
delphia newspaper provides illu: strations of the wisdom that can be e\tract- .
ed from nearly all of these sources of knowledge. * R | |

Proverbs | i - S
"As the twig is bent so is the tree mclmcd
- "Spare the rod and spoil the child.' o
"The app]e doesn't fall far i‘rom the tree.

2, Behav1or Max1ms |

| Ch1ldren act with each other in the same fash1on in wh1ch they are
treated Fighting as a means of resolvmg grievances among classmates
is more likely to take place in schools in which corporal pun1shment is
cons1stently used to mamtam order than in schools where dlscuss1on and
estramt are appl:ed | | : o | S
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3, Personal and Collective Tcstlmony | |
He knew how to keep the course from being so dry One of his meth-

ods was to divide the’ class into football teams., Each side would get four

downs. The ball would be advanced if a boy was successful in his recita-
tion, The toughcr the questlon ‘the furthcr a corrcct answer would advqnce
the ball

It was tough scrlmmagmd for me, but with Brecht's encouragemcnt

| I passed the second year of Latm That was enough

I'1l be Jcered for saymg it, but a  teacher who e\acts condlgn punlsh-“

- ment seems to develop a deceper relationship with her pupils, Witness the

frequcncy of statements by parents about how "Miss Anderson was my fav-

', orite teacher, She was strict and would punich me, but I liked her best,

I'l1l never forget her! " For the worst crime a teacher can commlt is to

- neg1ect her little ones, A tlmcly flick, adroitly administercd, at a pup11'
~ear can be the answer to the prayer "O Lord "\VC who are indifferent,

make us dlffcrent' "

4

4 Thcorct1ca1 Extension R " - |
When I look back and ask myself what have I specially done for the

very being of education?, I find I have fixed the highest supreme principle

of instruction in the recoomtlon of sense 1mprcssmn as the absolutc founda-

| t ion of all lmov 1cdgc

5, Reports by Practitioners o
"] believe in the discovery m ethod of tcachmg, " Mrs. Wllhe]m said,

ik"I've been using it for thirly years. I'1l hint, give clues, 1I'll do anything

but te]l them They have to dlscover themsc]vcs . .. that'<* what learn- o
mg is. | o |

We nced not belabor the pomt that these and smuldr modes of compre- .

hendlug the educational process ‘cannot much enllghtcn us about the 1mpact S
~ of the school, A much smaller body of dlscu ssion about education tr1es to
e establlsh the relatlonshlp between partlcu]ar educatlona] practlces and puta-
" tive outcomes of schooling by employmg 'scientific'" methods of controlled
observatlon. In assessing the value of ‘such mvestlgatlons it is 1mportant R
~ +to bear in mind the requisite conditions for establishing an educational
- ,clalm., Dducatlonal research is beset by three mhercnt difficulties Whlch o
~ renders many of its conclusions moot, These are: 1) the problem of dis-
 tinguishing the effects of input variables from characterlstlcs of the educa-—_k Lo
~ tional system; 2) the problem of distinguishing cohort effects from histori-
~cal effects, 3) the prob]em of dlstmgulshmg selectlvuy effects from school .
‘effec-ts . . . R . . o . .
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]nputs, System Charactemstlcs and Outcomes B

Even if we adopt the most economlcal of all models a three dmlen-
sional scheme consisting of 1) social or individual resources and con-
straints, 2) characteristics of the educational system, and 3) outcomes,

- a legitimate claim for the mdependent influence of the second of these can

be made only in very few instances. For example, let us imagine that we
are comparing two groups {hat are sometimes similar and sometimes. dis-

- similar aceordmg to three dichotomized dimensions: native mtelhgenee

(high I.Q. - low I,Q.), conditions of instruction (blg classes -~ small
classes), and acadcmic, achievement (good grades - poor grades) Under
these circumstances, 64 distinctive p'ltterns yvlll emerge, half permitting

causal inferences and half inconclusive, £ t\t\rns out education may be

respons1ble for the outcome in only on i:@k th of the poss1b]e instances.

In the following table " r‘neans consonance bctween the two*groups and "'~

means that they dlffcr-

o | Characteristicsof
‘External Resources EducationalSystem

SR and Constraints Qualltyof Instructlovx Qutcomes
Determinant o L. Size of Class  Grades
| Ed‘ueati'on T : - f | R -
External Resources - f -
~and Constraints ;o - +
- Ambiguous ¢ Foo -
L . ] b e

> A characterlstlc of the educatlonal Sys ,tem in this Case ksiz‘e"(’)fkelas's“,.
o 1s 1dent11‘1ed as a source of an outcome in this hypothet:eal 111ustratlon be-

cause potentially contravering explanatlons "exterior' to the school sys-

" tem have been climinated, Where I, Q. is held constant grades vary w1th
_ condltlons of 1nstructlon Even. when 1. Q differs the factor of classsize
is sufflclently "strong" to "overcome" the varlatlon in "natlve 1nte111gence.

The set of contlngeneles to Wthh we have referred never e\1st as
. pure types, " can be expressed more elegantly in statistical form,. and
| together do 11tt1e more than affirm that a constant cannot explain a varlable
and vice versa, They have been 1ntroduced here because they vividly derq '
- onstrate that even when we employ an excessively s:urnpllstle model based
 on weak experimental design, with only three dichotomized dimensions,
where each parameter is assurned to be coe\tenswe WJth the sphere it rep-—‘i o
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resents (i. e. size of class represents in prOgresfsively‘ more general fash-

" jon "classroom practice,' "conditions of instruction" . . . educational
‘system), and freedom from measurement error is assumed -- even within
 these generous limits education is a soverelgn cause only in a restricted
number of highly circumscribed cases,

The dJ.fflculty of controlllng confoundlng variables that are external

‘to the educational system may be the single greatest dilemma confrontlng |
students of the educational process and it has seldom been possible to dis-

cover what proportlon of the variance in an observed outcome is attr1but- |

~ able to the effects of formal schooling, The Coleman Report which is the

first study based on a national sample which made a serious effort to con-
front this issue yielded dlsappomtlng f1nd1ngs for those Who cher1sh a be-
lief 1n the power of educatlon., . » ~ |

Of the many 1mpll cat1 ons of thl s study of school effects on achleve-

" ment, one appears to be of overr1d1 ng importance, This is the 1rnpll ca-

tion that stems from t he follou ing results t aken together
| 1. The great 1mportance of famlly backGrouno for ach1evem ent;

2. The fact that the reiat ion of fannly background to achlevement does
not dlml ni sh over thc years of school

- 3. The rel at 1vely sma]l amount of school ~-to- school variation that is
not accounted for by differences in fam1ly background, indicating
the small independent effect of variations in school facilities, cur-

~ riculum, ‘and st aff upon achiev’e’ment' | o X o

o 4, ‘»The small amount of variance in achlevemcnt expli c1tly accounted

| for by var1at 1ons in fac111t1es and currloul um; -

o 5 leen the fact that no school factors account for much var1atlon in
~ achievement, teachers' 'character1st1cs account for more than any

| . other--taken together with the results . o e wh1ch show that teachers_;,}k_,,

tend to be soc1al 1y and rac1ally snrnl lar to the students they teach

B 6 ~The fact that the soc1al cornpos tlon of the student body is more I

o y' hlghly related to achlevement 1ndependently of the student's own
';soc1al background than is any school factor, o | |

7. ”The fact that att1tudes such as a sense of control of the env1ronrnent
 or a belief insthe reSpons1veness of the environment, ‘are extremely
~ highly related to achievement, but appear to be llttle mfluenced by -
varlatlons in school character1st1cs. [




Taking all these results together, one implication stands out above
all: That schools bring little influence to bear on a child's achievement
that is 1ndependent of his background and general social context and that
this very lack of an indcpendent effect means that the inequalities imposed
on children by their home, neighborhood, and peer environment are carried
along to become the 1nequal]t1es with which they confront adull life at the
end of school. For equality of educational opportumty through the schools

“must imply a strong effect of schools that is independent of the child's im-
mediate social environment, and that strong 1ndcpendent effect is not pres-
ent in Amer1can schools. | -

The preceding summary does not mean of course that a more humane,
exc1t1ng and responsive school could not yield outcomes as yet unseen or
or even 1mag1ned For the moment the implication of the Cole nnan Repo1t |
perhaps the best known study in the entire educational literature, is that |
faith in the claims of educat1on will often not survwe the test of rigorous
methodology S '
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| rCohort Effects 'and Time 13ffecfts'

k o , Educauoa is 1nhercntly a matter of sequences and transfor matlon and
N as such invites longitudinal rescarch designs. It would obviously be in- |
structive to trace the educational experiences of a cohort from the f1rst
day of k].ndcrgarten to thc fJ_nal defcnsc of the, doctoral tncsrs

Large scale researches in depth have been SO 1nfrequent part1allybe- f
~cause few investigators are able or willing to dedicate several decades of
their lives to one all- consummg research interest. Limited resources, the
‘conditions of academic advancement and sheer boredom militate against
‘any such exclusive devotion to a really long range enterprisc. It is presum~
ably poss1blc to overcome this problem by creating research organlzatwns
which since they are themselves long-lived, are not vulnerable to the actual

- or intellectual mortality of scholars who are understandably eacer to get
~ more. 1mmed1ate results.s, T, o |

The second problem is more. perple\mg “There is no very good way |
to sort out the effects of history from other influences. Since World War -
1 the world has undergone sevcral convuls1ons and it is not clear how to
d1sentangle these 1mper1ous historical events from individual or social o
IR ~chronology. We are reduced therefore, to conductlng Godankenexpemmen-['~ |
§  ten in which we imagine away all sorts of confused and complex contingen-
~cies. If, for example, we w1shed to measure the capamty of a social stud-

ies curr1culum to mod1fy racial attitudes in a class that entered in 1964 and
graduated in 1968, how cou]d we protect the inquiry from the contamlna-




‘tion" of intrusive events in the era of Lyndon Johnson, Stokely Carmichael,
‘and the death of Martin Luther King? The study of the effects of education
suffers more than most from the fact that h1stor3 is, so to speak, not sub-
Ject to control procedures |

Select1v1ty Effects and School Effects

- The ach1cvcn1ent of extcrnal Va11d1ty,, thc extens1on of f]ndlngs to a
larger universe, is a persistent problern of all research designs. The ef-
fects of subject mortality and differential selection are especially difficult
‘to control in educational inquiry. For example, generalizability may be
weakenecd because schools which agree to cooperate in an experiment may

. differ in crucial respects from thosc who decline. This source of potential

"d1stort1on is well understood even 1f 1t is d1ff1cult to deal w1th it in pract1ce R

“An equally 1mportant des1deratum wh ]Ch is often not recogn1zed is the
necessity to assign individuals randomly espec1ally in ex post facto experi-
mental and quasi- experlmental designs which comprise so much of contem-
porary research. Thus, for example, the differential earnings of element-
~ary, high school, and college graduates is commonly attributed to length
- of schooling. This interpretation is sustained b} comparing current income
- of persons who completed specified educational levels. Quite obviously -
there is a contaminating self-selective factor in differential educational at-
tainment that influences orientations to worldly success and economic achieve-

ment. The presumecd connection between education and income might be sub-
stant1a11y altered if we had observed an or1g1nal representative sample of
five-year-old children, onc-third of whom were, by random assignment,
'pernnttcd to complete only elementary school, one-third to finish high schoo]
and one-third to graduate from college ‘Obviously, no 1nvest1gator can, or
‘should, control th1s type of real-life situation for the sake of experim ental
pur1ty but ne1ther has he confirmed what has become a durable item of folk
w1sdom | . o |

It is extraordlnarﬂy d1ff1cult then, to adhere str1ct1y to the ord1nary |
sstructure of proof while attemptmg to estabhsh a connection between achar-
acter1st1c of the educational system and an observed item of behavior. But

~'1mpur1t1es of research design areonly one source of amb1gu1ty in educat1ona1?

‘research. The findings yielded by the most 1mpeccab1y conceived deS1gn

- may be null ified by 1nsuff1c1ent attention to the convent1onal hazards of so-

~ cial investigation: poorly formulated definitions and concepts unrehable

“methods of data collection, 1nadcquate sampllng and statistical fallac:es
‘The summary of the literature which appears in the appendix prepared by o
Sm1th and Smith shows in how many of these respects ex1st1ng rescarch is |

10



defective. The authors' careful analysis is consistent with Benjamin Bloom's
review in 1966 of the state of educational research during the preceding
quarter of a century. Approximately 70, 000 titles are listed in the Review
of Bducational Rescarch during this period and of this immense output
Bloom says "about one out of 1,000 reported studies scem to me to be cru-
cial and significant, approximately three studies per year. "' "

'All competlent observers would agree that few rescarches are based
on representative samples of adequate size, that "causal'' relationships
" are often established either by fiat or by low magnitude correlations, and
‘that most of the rescarch suffers from the failure to specify intervening
variables, or to explain statistical associatlions in the context of a compre-
hensive theory. Smith and Smith's observation that the most frequently
imputed cducational influence is "oducalion" otherwise undefined, is per-
haps the most depressing indictment of the current literature in education.
‘Many of the key terms in discussions about schools -- e. g. intelligence,
values, equity -- are employed without any clear agreement about their

- meaning, let alone operational referents.

There has been gratifying recent progress in dispelling the notion
 that intelligence is an’indivisible unitary trait. The multi-dimensional
character of intelligence is well exemplilied by the fac torial model of the
 "structure of the intellect' created by J. P. Guiford and his collcagues.”

A three-way classification scheme specifies the 1) operations, "major kinds
of intellectual activities or processes'' including cognition, memory, diver-
gent pratuction, convergent production, and evaluation; 2) contents, "broad
classcs or types of information discriminable by the organism, " including
figural, symbolic, semantic, and behavior; and 3) products, "forms that
information takes in the organism's processing of it" including units, o
classes, systems, ‘transformations, and implications. The relationship
between these parameters is still moot, and in the important cases of the
" cognition and retention of knowledge vis-2-vis "divergent production' or

Mereativity' the association is probably wealk, and ‘p‘o's,skibly‘eve‘n negatively

ckorrela’t"ed.‘ BT I S TR

T{hes’e'subtlet’ie’s;are,s‘eldom'reﬂected in the various instruments

that are commonly used to measure intelligence. This is not the _apprv‘opr‘ik,—l Y

~ ate forum to join the great debate‘on,testingbut surely it 1is no longer per-
~ missible to pretend that any summary index such as the 1. Q. can,
its considerable pragmatic advantages and modest predictive powers,

~ serve as an adequate definition jof"'intellfigence.~"k o

 The conCépt of ’Va;ll’.’l'e s is equally complex and even less satisfactorily
‘Charles Morvris has identified the value domain as encompass-

~ measured.

forall e



ing "thrcc types of preferential behavior': 1) operative values, "a way of
referring to the actual dlrocuon of prefcrenual bcha\flor loward onc kind

of objcct rather than another'; 2) conceived values, "some object or situa-
tion is signified and liked or dlsl1ked as s1gnlf1ed : and 3) object values,
"oroperties of an object considered in relation to its ability to reinforc_e
preferential behavmr directed towa rd it by some orgamsms

A number of 1nstrumcnts have been developed to measure one or
another of thesc value modalities, many, if not most, bascd on the or1g1nal
Allpori-Vernon scalc in 1931, Important refinements have been introduced
notlably by Lurie, Van Dusen, Muller and Glasser, Wickert and others but

all of these share in common reliance on dircct questioning of subjects as
‘the exclusive method of obtaining value preferences. Christie and Merton
,have commented on the danoors 1nheront in this assumpuon

One way of d1scover1n6 values held by students, it w ould scem, is
simply to ask each of them about their values and them tell you. But
‘the direcct question has severe limitations. For certain kinds of values
the student will reply, even under conditions of insured anonymity, not
in terms of values he actually holds, but in terms of those he feels he
should hold. In other cascs he does not know which valucs he holds --
he is not capable then and there of expressing them -- and he, like most
of us, mustl be helped to express them . . . we find that students do not
intend to mislead deliberately when they report what they should believe
rather than what they do belicve. ‘Social and cultural atmosphel e¢s are
“largely created by what 't members of th(8 group bellevo to be the appro—
pr1ate thing to believe and say and do.

As a result of these and 81m1lar'cr1t1c1sms recent re scarchers have
relled rnore heavily on 1nd1rect measures of value prefcrences such as the
"semantic d]fi‘crcnha] which permit the subwct to. spcmfy 1dc,al attrlbutes

of others. ~ This procedure doubtless produces more "honest" answers but,
" like the 1nstruments which rely on direct quest1on1ng, the responsos which
it yields are no more probable to predlct the actual cause of future behav- .
“jor. The very few efforts to establish the relatlonslnp between verbal and
~overt behavior by such means as comparmg the subject's report of hisown
" values and others' perception of his actions have yielded disappointingly

low correlatmns In view of the unsettled state of value measurement,
claims pro and con about the effects of the school on changmg values should

"be regarded W1th extreme skept1c1sm

~The conceptuahzatlon of important socmlogmal var1ablcs has fared

d[jscarcely better. The term equal educatlonal opportunity, " for example,
,_1ncludes embarrassmgly I‘lCh COnnotatlons As Arnold Anderson 1ndlcatos
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"this seecmingly bnnp]n notion has scveral varionts with rather dlffcront
1mp]10at10ns for policy " 1nc1udmg, 1) "an equal arnount of education to cvery«
one, " 2) "enough education to bring everyone to a given standard "3
nough education to permit each person to reach his potential, " and 4) "con-
tinued edquthI‘l $0 long as gains in learnmg per input of tcachmg maitch an

agreed norm.

“The generally primitive state of research in the social sciences, and
in education in particular, may provide some comfort to those who make
claims in behalf of one or another educational practice. The typical finding
ahout the comparatwc CffCCUVC]"CoS of alternate approaches to the curricu-
lum and c]assroom_ practices is "no significant chfforcnces, ' and since this
result seems to contradict both common sense and experience it remains
possible to continue the classic debates with all of their customary vigor.
The protagonists can, however, scldom le cxltlmately ppcal to well-con -
firmed scientific proposltlons about th(, educational process. The existing
literature fails to provide any clearcut ewdcnce of superior ]t}r for small
versus large classes, homogencous versus heterogencous grouping, discus-
sion versus lcctures, live versus television presentation, non-directive
versus teacher- centerced classes, or independent versus directed learning.
The relatlons 1ips between a) tcacher personality and teacher cffcctiveness

~and b) tudent pe z‘sonallL) and studﬁnt ]earmm are mconolumxc

, The }70\f(3rt,§’ of reliab]c knowledgc about th‘ relations ,hm heiw(‘cn the
characteristics of the teacher and oduca.t]onal oulcomes in view of the fre-
“quently voiced contention of the ncod for '"better' teachers is deplorable.
There is no doubt that as comndred to other college. students prospective
tcachers icnd to score low in siandaromod tests of academic aptitude and
achievement. There is, however, no demonstrable evidence that SAT
scores predict with any deg)roe of fldellty how a teacher will behave in the
classroom and what will be his ultimate effect on st uucn‘m To establish
this relatlonshlp we would need many more systematic proLocolf-‘, of behav~ o
ior than are currcntly available to us and a better account of cducatlonal
~consequences. Among other things we would require interactive models in .
‘the description of classroom behavior.. Ordinarily we ask what are the .
characteristics that make for a good teacher and what are the char acterls~
thS that make for recept1v1ty to learning without ever Jommg these two L
11nes of inquiry. How well, for example, does a high I. Q. Ivy League grad~-.
uate functlon in a slum school as oppoaed to a teacher with more modest

~intellectual pretensmns who is a resident of the same nelghborhood ‘In

short, we do not know very precisely how to define a good teacher and
practlcal y nothmcr about hlS mﬂuence on students. o
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The same uncertainties extend to the organization of the classroom.
A case in point is the controversial problem of homogeneous ahility group-

ing, an issue which rogu]axl) convulscs assemblies of educational practi-

tioners and theorists. The evidence which might conceivably silence one
or another of the protagonlsts is unfortunately almost wholly inconclusive.
Surveys of the literature by Ekstrom, Iash, Passow, Franseth, Kirk, and

most recently the rescarch staff of the NEA all report that the studies yield
‘mixed and often contradictory results. x)The passions provoked by this is-

sue seem entlrely disproportionate to any persuasive proof that ability
grouping has any discernible effects on educational outcomes.

Nlustrations of prevailing uncertaintics about crucial aspects of edu-

cational methodology abound. The contributors to the monumental Hand-
‘book of Rescarch on I‘eachmg are Vntually unan]mous in their estimate

that we do not know enough and what we know is uncertain. Kenneth B.

‘Henderson's survey of rescarch on teaching sccondar) school mathematics

reflects t'hc mood of his colleagues who conducted similar reviews on read-

ing, social studies, composition and literature, sc:ence foreign languages,

and the \71 sual arts. Accorchng lo IIcndcrson

Onc is tempted to admonish the rcadcr to draw hls own conclusions
about the findings and conclusions of the various C\porlmcntcr [who
studied the much discussed tell- and do versus heuristic methods]. Rut
more than this can be offered even if it is ncgatlve in tone. If the con-

“sequences of being wrong arc scrious, one should be wary of adoptmo
one method rather than another on the basis of the cv1dcnce available.

If the consequences of being wrong are not serious, one is freer to choose.
For example, if thousands of dollars are to be committed to writing text-

“books which employ Method X with the posslblhty that the books will not
sell, or if thousands of man-hours are o be committed to redesigning

- teacher- trammo curmcula to eliminate Mecthod X, the consequences of
‘being wrong are serious. It is hard to believe that a steel mill, for ex-

~ample, would alter a proccss it has used for some time solely on the ba-

sis of evidence on a new process no greaterthan that avallab]e on any of
the tcachmg method cuscusscd above' o | ’ |

Henderson subsequent1§ 1nchcates that hc 1s inclined to accept Dode

conclusmns about the science of teachmg mathcmatlcs "

The teacher cannot depcnd upon any spec1a1 type of lcsson such as
| 'superv1sed study, !to guarantee success in teaching and learning . P
. ‘_There is no decisive proof that any particular method of teaching (1nduc~

tive, dcductlve, individual, group) or any partlcular philosophy of teach- |

~ ing (teacher-dominated lesson or somahzed lesson) will guarantee better

| results than any other method or phllosoph} , SO faras ach:cvement is conccrned 22




- tion in civics, intergroup relations, and other non- cogmtwe areas is both
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An ex ammatlon of the foreign materlals included in the appendix

shows that the effects of education are even-less well established in Europce o
than in the United States. The volume of research is less and entire areas. -
are neglected for reasons that can apparently be partly explained by differ-
ences in national character and educational systems. William Taylor re-
ports, for example, that nglish schools seldom make any self-conscious
effort to impart 'citizenship" skills and loyalties through social studies
‘and civics classes. Taylor speculates that the absence of direct political
“education may be atiributed to the fact that "English political life has strong-
ly traditional e.lemcntS' no revolutionary party commands anything more
‘than a token following, and there is a strong commitment to orderly policy
and decision-making of an orderly kind, supportcd by the e\1stence of a
~solidly based professional civil service.' It does not occur to the pupils
in the non-elite schools to challenge this SLructurc, students in the elite
‘schools arc soc1allz,cd into their futurc roles by ' 1nco1~poratmo the llldl\/ld"
ual within the 'total environment' of a residential 1nst1tut1on ' rather than
,through explicit political instruction. The onlv recent survey on political
~soc1a11/ tion in England strikes a fannllar note: Abramson concludes that

"on the basis of these f1ndmgs . . . it is impossible to isolate the indepen-
dent effccts of education. "2 o ” | |

- Gelpi points out that there is comparatively little research o.n Italian ]
education possibly because 'both in the central offices and the regional
‘branches of the Ministry of Education there is greater concern for the legal -~
and formal aspects of education rather than the pedagogic content. ' The B
author concludes that such research as does exist has thus far been ]argely |
1mprcqs,lomst1c rather than scientific and experimental'' and that eventhose
findings are not extensively circulated by the Ministry of }"ducatlon which
in the tradition of the Italian bur eaucracy is Jealous of keeping for itself
‘what information it has. ' Gelpi takes special note of the fact that instruc-
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rare and poorly investigated. Limited evidence does suoge%t that socnal

~ class and familial influences on values and achievement are as declslve in
" Italy as in the United Statcu Gelpl notes that one of the. few studies on in-
“tergroup relations found 'that the impeortance of the famlly is far grcater :
“than that of the school in the corrclatlon bctwcen social communication and -

fpreJudlce, | and that ' school gr ades Vary markedly accordmg to c;oclal class

| »»leve;ls. '5' _24

| Goudsblom s summary of educatlonal resear h in the Nethcrlands
showq that much attention "is ‘paid to the problem of whether ‘schools. pre-
pare theu' utudents we]l enoudh for further schoolmg Goudsblom attrlb-

1s




utes this prcoccupatjon to the ff}ct that thc, Dutch school system enJoys a
high degree of autonoz 1y al}d is run primarily with an eye toward 'tasks
set by the system 1tself n2s | , ~ '
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DLSpltC variations in natlonal character and educatlonal systems
there are nevertheless points of resemblance in the nature.of research out—
comes reported for a]l of the natlons rcpresented in this study.

1. The range of educational g)oa]c spec1f1ed for ach school system is
far wider than the range of outcomes studied. The bulk of research findings
refer to cogmtlve variables to the neglect of other interests. Taken collec-
tively, they convey the 1mpress10n that the primary function of each school
system klsto prepare thc studcnt for the next level of cahcatlon o

#

2. Existing rescarch has usually faﬂc‘d to ostahhsh the 1ndcpendent el-
fects of education as distinguished from e\torna] resources and constra ints, "
Such variables as soCial- class, sex, age, and 'mative ability" probably ac-
“count for a substantial, possibly the greater, part of the obs erved variance

1n cognltlve achlevcment Value orlcntatlon and pcrsonahtxr transformatlon.
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3. There is little pC“SU'I“-,]V(‘ evidence that fa\fors any of t e warring
schools of oducatlon No array of school practices have been dnlnonstrab})
more cffec:tlvo m achlcvmcr do< n*ed outcomes than 11\a1 p] ocodm es
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4. Tho hared characteristics of educ ational svstems are probably' the
chief causal component in socictal and md1v1ch ual outcomes that may be at—
tributed to schooling. Much of the gloom about the putative effects of educa-
tion may derive ﬁ“om the failurc to observe the relationship between 1ndepen-—~
dent and dependent var iables at the same level of theoretical generality.
The disappointment with the failure of 111st1tut10na] ch aracterlstlcs such as
the nature of the currlcu]um, the ]ntcllectual cllmate, 'the size of classcs
etc., to 1ni‘lucnc,e psychological outcomes such as "emotional maturity’ may
,s1mply reflect theoretical naivete. After all, psychiatrists who are engaged .
‘ina dlrect one-to-one relatmnshlp with individual patients report a discourag-
ingly high incidence of failure. It may well be that research in the soc,1ology |
- of education will be most profltable when inputs and outputs are both on the .
same theoret1ca1 level, that is to say, when efforts are made to establ]sh
- the rclatlonslnp bctween gross 1nst1tut10nal measures and gross soc1a] con—' |
'sequences.k“ | o ~ ' . R
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| The concentratmn of research effort on tho macro level would have
the felicitous effect of directing our attentmn to the 11n1form ‘constant, and
. durable propert1es of educatlonal systems rathe1 than thelr :margmal and |




~ peripheral fecatures. For cxample, American investigators have been pre-

occupied with detecting the conscquences of "authoritarian" versus ''demo-
cratic' leadership. The resulls of these inquiries have been disappointing
partially because normative perscriptions deflmnd classroom atmosphere
severely restrict the amount of permissible variation. It is precisely these
common featurcs of classroom praclice that have been ignored and there~
fore dlscounted as sources of educatlonal outcomes. |

Neveruhelcss one could make a plausible case for the proposmon thao,

,‘schc;ols as such create atlitudes favorable to the "needs" of a modern indus-
trial society. This insight is partlallv confirmed by the literature on edu-

cation and ecopomlc development and is linked to the interest in ''e equality

of opportunity' in all of the nations represented in this study. This concern

is reflected in the development of the English comprchenswe school the -
French ﬁ\eform Act of 19a the rccent Gorman preoccupation with_ llfe. _
chances' and slirrings in llolland for a ' 'more encrgetic Uni VGl‘Slt) pollcy‘

‘The importance of the school in the economic sphere derives from its role

as an attitude producing environment. Ever y te'lchcr demands of his puplls

constant deuqtmcnts and changes; some of these are small while others re- .

quire discontinuous shifts to more austere skill levels. The organization

- by gradcs provides a miniature mobxllty mode], with provisions for success

as well as failure. Moreover, the school necessarily requires. problem-
solving behavior and is typically regulated by achievement norms. Jt is
dlffmu]t to nnaomo"l more cffective mwoductmn to the splrlt of moam n

) economlo 11fc

(‘1a1ms of th]s or Ier musL, of course, be Judged by thc same qtaudar)

‘of evldenf‘e as those advanced by other authorc - In any event w«,.maynot be
consolLo by the self- cvident fact that complex Coc1e‘mc - could not exist with- ,:
~outl schoo]s and ¢ 1111 retain thelr present charac'ter ‘We would wish reassu-
‘rance of adeouaLc 'producti 'Jiy in educational mstltutlons i.e. a favorahle

ratio of 1mput ‘to outcomes. * The 1mpllcdtlon of this I’(‘VLCW is that, for the

~ 'most‘par* we do not know 1f schools, achieve what is c]almed and hopecz for
~them and much of what we do know suggests they do not. The first tempta~ e
 tion is to atiribute this state of affau"s wholly to the 11m1tatlon of schools or
- social research or both. An alternative 1nterp1~etat10n is that the school op-
- erates under 1nherent conutramts which limit its 1n[’luence 1nc1udmg 1) in-
~ nate restrictions on human malleability, 2) intrinsic boundaries of- formal |
education as part of the socialization procesu, and 3) temporal hmlts in the
]"persmtence of educauonal € fects T | ‘
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1. Human malleabilitly

The conception of man that best sustlains faith in education views him
~as malleable in that he has few con stitutionally or socially derived charac-
teristics that are not amenable to change. Any theory of learning, motiva-
tion, or perception which assigns primacy to inlra-organismic processes
that are minimally responsive to any external environment, also affirms
by extension, that the school can cxert limited soverelgn(y over human be-
‘havior. o

""The "instinet' and "fitness'' theories of an older social bloloffV as rep-
1‘osented by William McDougall and Herbert Spencer would thus cast serious
,d,oubts on the potential efficacy of any cducational system, Buteven' now
when trac‘xi“ciOn;al doctrines of biological determinism'ayrc,thoroughlyd’iscre— ,
dited, newer versions of the rolc of the genetic component in behavior sug-
‘gest that in some arcas education operates within narrowly circumscribed
llmlts | | | S | | -

| - For exa mplc ncar] y a11 sectors of arflcu]ate American opinion are
commltted to the idea of dcvclopmo a meritocracy which fcatures a class
system that pcrmlts {frce socizl movement and offers equal rewards for
‘equal talent. ‘According to this model, if free universal compulsory educa-
tion furnishes high oualﬂb education for all children, and intelligence is
equally distributcd among all sirats, then interg ene-atmnal moblllty‘ should
be "perfeu, '"i.e. each class should coutribute the identical proportion of
‘sons to any given occupatlon  Any deviation from "perfect mobility' pre-
sumably lcilects 1nequa1uy of oppol tunity 1nc1umnd educaimnal oppovtunlt)

but suppose as Bruce Lcl«,\lcmd contc*nds that ' soc;a] classes are ‘
brecdmg populations, | " e. aggrcgatcs of individuals who are statlsucally‘
distinct from other anLCoates with respect to some gene frequencics as a-
‘result of assortative matmg " l‘h1s assertxon is in fact supportcd by modest
correlatlons -~ in the order of . 03 to . 06 --in the moasured intelligence of
~_spouses. The s1gnlf1cancc of thesc consldcratmns lies in the substantial

| relatlonshlp between test 1ntcl]1gence and various indices of socio- economlc N

status and in the contention by some that the genetic component in 1nte]]1— i B
_gence accounts for perhaps as high as 70 perccnt of the inter- individual
variance. We may ant1c1pate that the Wlthm class vamance in mtellldence
will contract and the between-class variance will expand. It would thus fol—
1ow that it w111 'become mcreasmgly unl 1ke1y that the same proport]ons of

‘{ | “children from each class s have equal capacities to take advantage of their op- o

~ portunities. The tendency of ehtes to replace thcmselve (1ntergenorat10n-
ally) is somewhat 1nsured by the nature of any system in VVthh 1ntell1gcncc

S
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~assume the basic ¢ personality and moral development is almost e\clu ively

SRS

’ ;poient] al llmli of the school's Jurlcsdlcnon 0\rc3"the nomn- Cog)mtlvedomam

is a dynamic factor affecting status placement. " This analysis implies that I

the inheritance of class membership is determined by genetic as well as so-
cial processes and that the school, even under the best of circumstances,

- can make a more modest contribution to the ctchlcvement of perfcct mobll—
ity than is omeumes suppose d | |

There are, of cou] se, standard c-ounter argumcnts to offset this line

of reasoning. If‘vcry responslble genetlc theory now concedes that b1010g1~

cal explanations leave-much residual variability unexplained. Since we
cannot know the full potential of any child until we give him the maximum

chance to develop his capacities, it is empirically, and perhaps morally,
‘questionable to proceed on the basis of a theory of limits. Nevertheless,

we must be open to the posmb]hty that even if educy \tional rescarch were - ]
flawless and schools superb we mlght be unable to confirm some educational |
claims for the, SU.J.flClC]l‘L reason that genchc factors decrce ‘Ll’lu.t the