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The education profession is presently confronted with an
unparalleled demand to account for student achievement 1
teacher performance, Systems and management models from
space age technology are being applicd dnu;t]y in the formula-
tion and L.\d]lhltlﬂll of nmdmf“ and language curricula. The
“scientific management” offered by a range “of pubhs]u rs through
instructional systems, management systems, and PEIE(JIII]JI‘IC‘L—
based contracts creates at least the impression that pedagogy is
rapidly being transformed into educational technology. Many
state legislatures have mmp’ctcd or are in the process of com-
pleting, legislation which will * e’ that ad;quat; evaluation
of the educational product \wll ta e place. Our rl(LDHl]tJblllt}
cra” of the 1970s is in many ways similar to education’s clliciency
" of the early 1900s, Teacha d administrators are intensely
concerned about key issucs related to instructional objectives,
ting, cost accounting, and about the way in which these con-

H

oo
g

“cepts will affect instruction and more importantly the learner.

From the time of the creation of the Commission on Reading
by the National Council of Teachers of English in 1970, its mem-
bership has been intensely concerned about issucs related to
accountability and reading instruction, This is reflected in Com-
mission-sponsored meetings at the November, 1971 Las Vegas
NCTE Convention and the May, 1972 Durmt IRA Convention,
The discussions that follow derive from these mectings and pro-

i
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vide a basis of understanding while raising eritical issues related
to accountahility and uudmﬂ’ instruction,

The initial presentation by James Lalfey develops a brief
historical analysis of educational accountability followed by a
discussion of the alternatives and the erucial * =oblems which must
be understoad in dcvclupmrf an ;mcauntahllxty system. Three
issucs introduced in Le aper—behavioral objectives, test
ing, and performance contracting—are discussed in depth by
Rl{]lll(] ‘Hndgps humcth Foodman, ;md \Luv C.ah an.

1ines 1111(][‘1]\ ing Jssumptmns whtml
to gmls of instruc on, nwasuwmcut, and the content and meth-
odology of learning. He then considers the consequences that
derive logieally from the assumptions. His critical analysis of the
fmnm]ahan of objectives provides important cautions and guidc
lines for reading instruction.

The penetrating paper on testing by Kenneth Goodman con-
cerns reading tests, statistical fallacies in reading tests, design
prablems in constructing reading tests, and abusces of tests, Good-
man poscs critical questions test-makers must consider if their
instruments are to hecome valid and move beyond sophisticated
test theory. Finally, he speculates on the nature of future reading
lests, giving SPCLIJI consideration to the evaluation of reading
achievement “as it really occurs in natural language.”

Mary Galvan’s discussion provides an overview of recent
developments in performaree contracting, ranging from concerns
with the early Texarkana project to insights derived from her
performance-contracting work in the Texas Edu ition Agency.
Advantages as well as severe limitations and disac rantages of
puzfmnmncc contracting are discussed. The consideration given
to legal questions deserves carcful attention, Galvan concludes
her discussion by identifving needs and recommendations useful
in developing curriculum-oriented guidelines for schools inter-
ested in performance eontracting,

The brief concluding discussion by Harold Herber identifies
a range of critical issues TDased on the preceding discussions, Al-
though the intent of these summary issucs relates to reading in-
struction, the reader will quickly recognize their general applica-
bility. Hcibefs call for a re-examination of our priorities in light
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of the press of accountability deserves careful thought an™  n-
sideration by all members of the profession, '

The intent of the Commission in developing this discussion
was to provide insight into eritical issues related to accountability
and reading instruction. Hopefully, these papers will prove to
be of decision-muking value as educators at all levels carefully
examine the vast array of theorctical and applied problems that
must be considered in an “accountability era.”

Robert B, Ruddell, Director
Commission on Reading
National Council of Teachers of English
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ACCOUNTASIKLTY:

A BRIEF HISTORY AND ANALYSIS

An article by St*’uﬂey Elam, “The ‘Age of Acmuntabilxty
Dawns in Texarkana,” leaves the reader with the distinet im-
pressions that (1) accountability is a commeonly understood con-
cept and (2) it is a relatively new educational concept.! Both
ideas are erroneous.

The purpose of this paper is to trace the roots of modern
concepts of *;Lcountiblhty to an x:'ulur period in educational his-
tory Lnown as the “efficiency era,” to discuss the origins of more
recent ideas of accountability, and to analyze some problems
relevant to Loth versions of accountability,

Early Origins of Accountability

The “efficiency era” in education began around 1900 and
ended about 1925. It was an age when scientific management
offered itself as the panacea for solving all the problems of the
schools. Even though scientific management failed in this en-
deavor, as many educators would have predicted, the years and
experiences did point out one of the hard realities cducators have
to face. Schools exist in a cultural context, and often the cultural
context dictates how the schools operate.

1 Shnley Elam, “The Age of Accountability Dawns in Texarkana,” Phi
Delta Kappan 51 (Iuﬁe 1970), 509-14,

1
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The cultural context of the * i,;ﬁ’ucm:‘. era” was that of busi-
; ;mcl mdu'-_.lrv Ra\ mund l* d]mn shmls L]mt thL rise Dl

Jnd
al \a,lue:., and Pl;lLtlLQ " Alm as l)uxnwss and mdustly-_.
policies and leaders began to exert themselves as a major culturs
inﬂucncc,g it hccamc‘ apparent that edueators and school adminis-
i mgly vulnc ALJQ positions. Within this cul-

t” entered the arena to save
le 'is:hr_l()]s ilum ﬂwu own inefliciencics,

In 1911, Frederick Taylor, an industrial .engineer; began to
expound a system of scientifie management. Tn Tact, hecause of
America’s coneern for cfficiency, tlvlm beeame prominent na-
tionally, This in turn led Llylm' to pronotnce that his principles
had universal applicability; for he said “his principles could be
applied with cqual force to all social activitics: to the manage-
ment of homes; the management of our farms; the management
of the business of our tradesmen,”?

Due to Taylor’s influence, and the influenee of others like
i, the remaining years of the second decade of the twentieth
century. were devoted to criticizing the schools for their inelfi-
ciencies and asking why the schools of America were not as
efficient as busmus and industrial organizations. One Jayman
clarified the issue by stating that “if t]m [the schools] were as
cfficient as business and mdustly, then th(y eould provide thu
public with results that could veadily be scen and measured.”
The response by educators to these critical observations led to
the exploratory development of many standardized evaluation
forms and tests,

Possibly one of the most important single events during this
lime was tue hiring of a school administrator named Frank

plmldmsf Spaulding hci;‘jan his career as superintendent of
g DIS in Newton, Massachuselts—a “burial ground for superin-
; ']hc 5L11Gﬂ] Imdrd in Ni;wtmi was notorjous fm‘ its

i nc,lu,.,st

* Raymond [£
University of Chieag
®1bid., p. 43.
1 1bid., 1. 48.

Calluhan, Education and the Cult of Efficiency (Chieago:
o Press, 1962), p. 5.
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tional criterion in Newton. And it is possible to snggest that
with the hiring of Frank Spaulding by the Newton sc]mn]q eduen-
tional acgmmtablhty had its start.

For the school year 1911-1912, Spaulding initiated a cost
accounting system in the Newtou sf_huuls He reported to a graup
of school. Jd iistrators and discussed not only per pu \P('lldl=
ture for the school year but also per unit costs of specific subjects
and pmccntvrg of the total budgets invested in specific subject
s, In fact, his analysis led Callahan to the following con-
clusions:

Spaulding’s conception of scientific management obviously
amounted to an analysis of th budget, By a study of local con-
siderations he meant a study of the fr-pupil costs and pupxl-
re:ulalmn cosls, Ihs scmnufc; ducnmu.llmn nf (’([!ui‘ﬂh(nlfl[ L(‘IHEL‘
on what shnulﬂ be tﬂ,ught were made not on (;tlu-t,,ﬂd'lmmli ol
on financial grounds. This was not the first time nor was it to
be the List. But this oceasion was particularly unfortunate be-
cause it was presented to leading administrators from
the nation by one of their leaders and beeause it clothed this
business philnsophy and practice with the mantle of science.s

While this event relates to the origin of modern concepls of
accountability, other significant events occurring during that «
reflect an entire range of activities, mﬁuc-n;m% school acconnt-
ability not only then but now.

Year  Event Related 1o accountability of

1911  Educational cost accounting  School administration
recommended .

1912 Bricfing of school superinten- School adininisiration
dents on use of sehool survey

1912 Measurement of educational Student-Teacher
efficiency (adaptation of F,
Taylor method to education)

1915 Student efliciency test Student-Teacher

1916  Report of the Gary or Platoon  Schioul administration
Plan—more efficicut use of .
school space

e 1bid, p. 73,
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1917 cher clliciency record Schoul administration-Teacher
1923

nerease in class size to de- Sclonl administration

erease school expenses ree- :
omimnended

1952 Advent of school publie rela- School administration
tions :

Each event influenced u different aspect of school opur-
ation: 1911—budget or financial record keeping; 1912—school
surveys as a technique for reporting school effectiveness; 1912
and I1913—precise measurement as a method for determining
student learning: 1916—more cffective use of school space; 1917
—carly attempls to assess teacher effectiveness: 1923—manipu-
e to decrease per pupil costs; and 1925—admin-
porting to influcnce community support for schools.

Recent Origins of Accountability

While it is not always possible to relate acts of individuals
direetly to a sct of given results, recent events concerned with
education and the schools suggest that our political and eduea-
tional leaders are primarily responsible for the renewed interest
in accountability. A number of spokesmen and leaders in govern-
ment agencies have recommended that accountability and per-
formance.contracts be awarded to contractors willing to negotiate
such contracts, Lessinger and Allen state that educators should
be “requirad to deseribe and measure the behavior expected of
cach student upon completion of the program they propose for
funding.” ¢ This Phi Delta Kappan artic one product of earlier
work done by Lessinger who ut one time was affiliated with the
U.S. Office of Education, Much of Lessinger’s work was prepared
for the specific purpose of renewing or developing ideas relating
to accountability in edueation,

Political leaders have heen influential also in stimulating in-
tin modern coneepts of accountability, In his 1969 “Statc
sident Richard M. Nixon stated that

~

Le
of Education” address, Pr
ZA‘LEm?i Lessinger and D, M, Allen, “Performanee Prosposals for Edu.
cational Funding: A New Approach to Federul Resource Allocatien,” Phi
Delta Kappan 51 { Novémber 1969), 136-37.
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there s "a corresponding need in the school svstemis of the
nation . . . to begin 1e§pnnsxh]c open measurement of how well
the cdumtmna] process is working., It matters very little how
much a school building costs; it matters a great deal how much
a child in that building leams. ” He continues, “"We have, as
a nation, too long avoided thinking uf tne productivity of schools.”
He also pmntgd out that although we are spending more on
education in this country than in the entire rest of the world
(65 bl]]lOl] dclhua)! we are not getting a significant return on

Althgugl Pmsidcnt Nixon did mention that we spend 65
hillion_dollars in education, he failed to mention that we spend
lgs‘a ﬂmn two pm cent of our ndtmnal budget on education. Sce
i igh cost of education in
the Ulntcd Stdtcs is 1(‘]:1&(1 to tlm high tandard of living in this
affluent socicty. So, although there were 63 billions spent on
education, relativ t']y speaking (i.c., relative to the gross national
income) this is a very small sum, The most serious error in the
President’s message probably swas the statement, “We have, as a
nation, too long avoided thinking of the pmduch\ut} of the
schools.” The hl@,mry of American education in the tw

wentieth
century is filled with the concern of edueators for the “produc-
tivity of the schools.”?

- Another possible reason for the renewed interest in account-
ability is that it is viewed once more by educators as a way to
answer crities of the schools. If any institution has been society’s
scapegoat, it has been the school. Schools have been and are ex-
tremcly vulnerable to public criticism. Since ﬂli‘y are supported
and controlled loe. Uy, publie criticism and pressure can be
exer tc:d in various ways. ’

E;Ciultlﬁc m"u’mrfement techmqutzs a5 A means Df cllmnmtmt’f was EE
and of improving the efficiency of the schools. C(J]]%(‘f'll(‘[h]\’ B
number of program evaluation techniques (e.g., PERT, CIPP)
were promoted as unique efforts in scientific nnnaffc:ﬂu:nt of
schools and school-related organizations. Au mmlysus of the
models for efficient management promoted in the past two

han, Education and the Cult nf Efficicney.
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decades and of the scientific management techniques introduced
into the schools in the 1920¢ reveals some parallels, According to
Callahan, the essentials of the scientific management method
applied in the 19205 were (1) the measurement ancd comparison
of results; (2) the analysis and comparison of the conditions
under which given results are secured—especially the means and
time employed in given results; and ( 3) the consistent adoption
and usc of those means that justify themselves mosgt fully by their
results, ahanﬂaning those that fail to so justify themselves.®

An examination of these three principles of the scientific
method reveals the kernel thoughts of current accountability con-
cepts and also of scientific management techniques, Le, (1)
measurement—which first requires 4 definition of the objectives
to be measured; (2) analysis of the learning conditions: and (3)
maodification or adoption of only those means that are cfficient or
cllective,

Also in these kernel thoughts arc some ideas presented by
Stephen Barro. He discusses five different approaches to account-
ability and states, “The focus here is on accountability for effec-
tive usc of resources,”? Specific proposals include articulation nf
goals, introduction of output-oriented management methods and
—most importantly—regular comprehensive evaluation of new
and ongoing pPrograms. -

The carlicr concepts restricted accountability to the internal
operations of the schools, Newoey concepts provide for input from
external agents, Barro's article also highlights this difference, Es-
sentially, if the schools were to change under the earlier concepts,
teacher or prineipal behavior within the schools had to change,
Newer concepts focus on changes that may (1) emphasize in-
ternal changes in the school system; (2) creato external cyvalua.
tions or educational audits; (3) initiate performance incentives
tor school personnel; (4) make it possible through performance
contracts for ageneies and institutions outside the schools to enter
the schools; (5) eause a shift in the decision-making powets from
the central administration of large school units to individual
school districts or principals; or (6) result in tho development of

S Thid. . 68,

? Stephen Buarro, “An Approach to Developing Accountability Measiires
for the Puhlia Schools,” Phi Delta Kappan 52 (Decomber 1970), 197,
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alternative cducational, systems, These six alternatives seem to
reveal the major differences between the older and newer con-
cepts of accommtability, Modern accountability coneepts are much
more comprchensive and provide for many more alternatives,

Problems with Accountability

One accountability problem, which was identified carlier in
the century and still remains, is that of measurement, Educators
in the curlier part of the century recognized the difficultics of
measuring educational achievement. One comment made in 1913
is appropriate today: “If scientific measurement is to be accom-
plished, we must have units or scales of measurement which will
enable us to make measurements which are verifiable by other
observers. We may not hope to achieve progress exeept as such
measuring sticks arc available or may be derived.” 1 What is ap-
parent in this statement is that educators realized the neeessity for
valid and reliable measuring instruments even then.

More recently, there has been a growing dissatisfaction with
the technical development of modern standardized tests.!* This
is especially true in reading, where standardized tests are inap-
propriate for cvaluating the reading behavior which should be
evaluated in any program holding students or teachers account-

able. Earlier educators saw the need for developing appropriate
tests, Modern educators, after having evaluated valid and reliable
standardizod tests, are calling For new kinds of tests, Glaser and
Nitko suggest that new kinds of tests be developed to measure
instructional outcomes. “Tests which are used for making instrue-
tional decisions demand speeial characteristics—characteristics
that arc different from the mental test model that has been sue-
cessfully applied in aptitude testing work.” 2% They go on to state

10 Callahan, Education and the Cult of Efficiency, p, 101,

11 Sop Roger Furr, Reading: What Can Be Measured (Newark, Del.;
ERIC/CRIER and Internutional Reading Association, 1969); also Stephen

D. Klein, “The Uses and Limilations of Standardized Tests in Meeting the
Pemands for Accountability,” UCLA Evaluation Comment 2 (Janunary
1970), 1-7.

12 Rohert Claser and Anthony J. Nitko, “Measureiment in Learning anel
Instruction,” Edicational Measurement, ed. Robert L. Thorndike {Wash-
ington, D.C.: American Council on Iducation, 1971), p. 634,
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that special types of criteria need to be developed. Of significance
are (1) the creation of items from stated objectives; (2) the
creation of interpretive materials for such tests in terms of test
content and criteria for performance as well as references to
norms for other test-takers; and (3) the extensive application of
test performance to domains of content from which the test items
were sampled. In essence, modern educators are calling for cri-
terion-referenced tests which interpret an individual’s perform-
ance with respect to a defined behavioral criterion and which are
not limited to a comparison with the performance of other in-
dividuals. In addition, there is a need for other newer methods
of measuring student behavior related to the affective domain,
Finally, there is a need for personnel education that will prevent
misadministration, incorrect scoring, and misinterpretation of test
results, ’ :

The focus for modern evaluation schemes related to account-

“ability is broader than earlier attempts at accountability, Teacher

behavior was measured by rating sheets; principal behavior, by
rating scales.’® Little information was gathered on more complex
aspects of student, teacher, or administrative behavior. Conse-
quently, early efforts at accountability were less than cffective.
The instruments used to observe and rate teachers and principals
were neither valid nor reliable. Reality has not changed drastically
in fifty years; theory has.!4

A concorn not mentioned in the earlier history of uccounta-
bility but significant to modern education is curriculum articula-
tion. In a number of current accountability s,stems (such as the,
Banneker School in Gary, Indiana), curricular articulation was
not considered initially. Only after the Indiana State Dcpartment
of Public Instruction intervened did the contractor attempt to
justify and articulate the curriculum already implemented in the
school. In the Texarkana Project, a lack of articulation or even
of teacher cooperation was noted when some students performed
successfully in the reading part of the curriculum (as indicated
by teacher grades) but failed in the regular curriculum of the

Tg77¢Z:alla];éiﬁ, Education and the Cult of Efficiency.
"“N. L. Gage (ed.), Handbook of Rescarch on Teaching { Chieago:
Rand MeNally, 1985).
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part Gf the sanie currlgulum, Mmc- 1111POIt'lllt th:m ﬂuz gridm;
practices in the curriculum are the teaching and the learning
which should take place from one grade level to the next. Tt is
not apparent that articulation was identificd as a pmhlvm in
carlier accountability programs. In today’s nrogram, there is at
least the awareness that it may be a problem.

It should be noted, however, that the issue of cusriculum
articulation in qccmnnul:uhty is more scrious in some fields than
in others. For example, because there is no scientifically based
reading curriculum, articulation is less eritical in reading than
in some other arcas. The curriculums of the most widely used
instructional approach (basal and basic readers) are developed
by authors and publishers. The sLilI Sequt'nf:e and content are
usual]y ﬂetummrd by‘ w]ﬂt ]oglm d pi:chgogmally appears

of what is ]mown '1bout c]nlc]zcns lm‘lguagc umgc but by w]’nt
appears pedagogically wise. Probably the most critical aspect of
this issue is whether or not the content of the material is palatable.
Will the children read and enjoy the material? Will the inaterial
in some way parallel the life experiences of the children? Is the
material in line with what we know about children’s interest and
tastes? '

In addition to mecasurement and articulation, another con-
sideration slighted was the long-term effects of the instructional
system. In some cum:nt ’IEEDHﬂt'ﬂ)l]Ity Prnject‘s contractors re-

whcther the studf:ﬁt Zains were pm ‘manent or whéthr:zr thcy would
thsappmr after six months, Short-term gains are characteristic
in education. It sc. ms essential that in any educational program,
attention be given to the long-range cffects. Nevertheless, it secms
that modern cducators are not as concerned with this problem
as they should be. Otherwise, accountability contracts would re-
quire t]ﬂt thc cgnhactmw a"fmlcy bc; rcsponﬂble fcn* 101‘!“-1;111%3

be for mﬂy one. ye'u* Dn]y ]m’lg tm m contracts *ﬂlaw ﬂ *;1:]1013]5

to evaluate accountability as a mechanism of change.
Long-range planning relates to a fourth problem: the prob-

lem of attaining affective goals in ,1c:counhbl]1ty contracts. Former



O

ERIC

Aruitoxt provided by Eic:

‘in carlier attempts to deal with accountabi

10/ACCOUNTABILITY: IISTORY AND ANALYSIS

Couvmissioner of Education, James Allen, made issue of the affee-

tive domati. in his Right to Read speech. His main goal for the
1970s included not only the skill to know how to read but also
the desi‘e 1o read. From the descriptions of some modern ac-
countabdity contracts, it is apparent that their contractors have
given this some thonght. However, only measurcs of cognitive
skills weve used to evaluate the Texarkana Project, Methods and
techniques tocussing on the affective domain were not apparent
ty. In more recent
times, it scems that educators are knowledgeable about account-
ability but fail to give due consideration to the assessmeat of
alfect—in reading instruction at least. This must change,

An aspect of accountability focussed differently today is
teacher impact. From one viewpoint, accountability may recuire
the development of new relationships with the teachers, teachers’
unions, and other organizations. From a second viewpoint, ac-
countability may need close observation and control. Will in-
dividual teachers still be able to practice the urt of teaching?
Or will teaching become skill-oriented drudgery? Although in
carlicr times teachers’ unions were not a concern, the “art” of
teaching was, Today the two concerns should be combined.
Teachers” unions will play a role in negotiating accountability
contracts; therefore, they should reflect a conecern for the art of
teaching as well as the skill of teaching,

Involving the community in the educational decision-making
process is also a problem in the accountability process. There
have been a number of effective innovations lost to the schools
heeause of insensitivity to the local community, Today parents
want to participute in any decision-making process that affects
the school life of their child. In carlier times, as well as today,
the community stimulated the growth of accountability systems.
Tt is not quite clear what role the community will play beyond
this in modern accountability programs.

A final and probably the most ercial problem related to
accountability is evaluation, At the present time, different views
of waccountability: suggest different approaches to cvaluating
school programs. Some are concerned with student achievement.
Others focus attention on teacher behavior, Still others are con-
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of accountability are, the evaluation plan must correspond to the
accountability plan, and a sufficient number of trained personnel
must be available to implement the evaluation system. In carlier
attempts at accountability, comprehensive evaluation plans were
unhnown. Today they a considercd vital to the success of a
program,

Summary

In this paper, coneepts of igggunmbuhty were, related Lo an
carlier officiency ~ra in edueation, deseribed in terms of the more
recent originsg of today’s act:mlmdhlhty, and analvzed in regard
af .mmunt-

to pf@b]mm mk,v mt m imth D]ﬂ(" and newer ldv as

n]ly tn mect le t;(’,mti:lLts '111(1 dcnmnﬂs uf thtz gﬂ\ i‘l’lllll“’ afft;m:}
The realities and failures of accountability in the past will enable
educators to avoid those failures in the future,

You may perceive that I have a positive attitude toward ac-
countability. T assure you that I do. But only beeause I think that
accountability can have a peositive impact on the process of

educating children. And beeause 1 believe that the only way
accountability as such will have a positive impact is for educa-
tors to reject cvnical and skeptical attitudes toward accountability
and to seize it as an opportunity to hiold the public accountable
for the resources and suppmt needed by the schools.
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In this short paper, I shall set forth some views about be-
bacioral objectives, some principal assumptions that underlie
them, some statements of their asserted purposes, and some issues
in relation to behavioral objectives as they pertain to reading.
Before doing so, however, it is useful to place this brief discussion
of behavioral Ub]i:(;tl\f{:‘i into its larger educational context.

As a social institution, the education enterprise has always been
liable to society for its successes and failures in educating the
nation’s children and youth; “accountability” is not a recent intro-
duction into American public education. Yet, today, during a time
when national and international turmoil is causing us to look
deeply at our traditional values, even greater demands are being
made than has historically been the case for the nation’s schools

to rcaffirm their credentials as 'aijElLfyS formal educational

-agencies, “Performance contracts,” “voucher plans,” and the like
I

are all symptomatic of pcwadmg social forces which bring pres-
sure upon school systems, their personnel, and their instructional
programs to demonstrate both efficiecncy and effectiveness in
educating the young—in short, to be accountable.

The larger (and more slgmficant) question of “cducation for
what?” eannot be examined in the limited space availdble here.
For present purposes, we shall assume that education may be
construed as a change in behavior toward some acceptable goal.

13



O

ERIC

Aruitoxt provided by Eic:

14/ASSUNMPTIONS ABOUT BEHAVIORAL OBJECTIVES

The set of goals for which education is responsible includes the
acquisition of basic understandings of the world in which we
live, basic competencies for effective participation in the larger
socicty, and the basic values upon which the society resis. In
short, education is the process for the transmission of the premise
that certain knowledge, skills, and values are decmed neces-
sary for individual fulfillment and for the maintenance of the
sovial order. It is these educational outcoines that are subject to
a "cost accounting”.and give pacticular support to the notion of
behavioral objeclives.

What Are Behavioral Objectives?

Behavioral objectives are claimed by their proponents to be
a technieal deviee which ean improve the effectiveness of school-
ing, Tangible cvidence that objectives are in fact being reached
is provided in the form of observed behavior manifested by u
student in relation to a particular objective; the statement of the
objeclive identifies what Lehavior o studént should demonstrate
it the objective i achieved, Here is an example of a behavioral
objective in reading as applied to a population of pupils;

To increase the reading achievement and skills of disadvantuged
first-grade students as measured by the total scores obtained on
the Stanford Reading Achievement Test, Primary Batiery 1, in
which the following is obtained: (a) a 25% decreuse in the
number of students entering the second grade who are one-half
or more years behind grade level than was the case for the
previous year, and (b) an sverage of .3 increase in the grade
level achievement of students entering the second grade over |
those of the preceding year,!

We should remind ourselves that educational objectives are
value fudgments about the ends of education; thus hehavioral
objectives also are value judgments of ends that are stated in
terms of observable pupil behaviors, They are viewed as a means
of identifying goals and of describing the outcomes of instruction

T I McAshan, Weiting Behavioral Objectives: A New Approach
(New York: Harper & Row, Publishers, 1970), p. 97.
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in terms of perforinances that children should have as the result
of their participation in an instructional activity,

According to this view, any worthwhile cffort to improve
educational programs must include proper identification and
description of spceifie behavioral objectives if the program is o
be evaluated. For, unless those objectives unique to a given
area of study are clearly stated, the pupil, the feacher, and the
program planner will not know what is to be done, how it is to
be done, or when the goal has been accomplished,* Behavioral
objectives are scen, in short, as a significant way of helping every-
one who is involved in an educational activity to elarify what the
gouls of that activity are and what criteria to employ in determin-
ing if those goals are attained. The proponents of behavioral ob-
jectives tacitly assume that instructional goals can be stated in
terms that command agreement as Lo their reference by all who
use them,

Mujor Sources Giving Rise 1o Behuvioral Objeclives
] g ]

It iy significant to point out that the impetus for behavioval
objectives has emerged from outside the particular subject ficlds
to which they are generally applied, In the main, the behaviorul
objectives movement represents an amalgam of systems analysts,
behavioral psychologists, and measurement theorists who, from
their respective vantage points, require that outcomes of an ac-
tivity be measurable. In turn, these forces have had a significant
impact upon curriculum decision-making in recent years, where
the criteria of efficiency and cffectiveness are yardsticks for eval-
vating instruction. There are constant pressures to give priorily
to those cducational goals that can be most effectively and effi-
ciently attained, to do that “which works,” '

Views of Knowledge and the Learner

Further embedded in the issue of behavioral objectives are
substantive matters pertaining to how and what we learn—to

*Ibid,, p. 5.
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the psychvlogies and philosophies that guide us. Behavioral objec-
tives arisc In part out of, and are clearly nourished by, stimulus-
responsc «unectionist learning theory in which learning is
viewed mcchanistically and where precise statements of fact, care-
ful observation, and limited induction are accepted as paradigms
of knowledge and thus ac paradigms of human behavior, This
framework, of course, contrasts with those views of learning
which accommodate the imaginative, the intuitive, and “dis-
covery” as fundamental attributes in the construction of knowl-
edge. '
Accordingly, f

y from the behaviorist's view, knowledge is pre-
sumed to be certain and absolute as opposed to uncertain and
relative; it is also presumed that knowledge is impursc
same for all) as opposed to the view that experiencgfis. trans-
formed into personal schema which further guide an individual’s
interaction with the world about him. From the pehavioral view- -
point the child is regarded largely as the recipient of knowledge,
rather than being seen as an active participant in its creation,

ot

A Brief Critique of Behavioral Objectives

I have briefly reviewed some underlying aspects of behavioral
objcetives which lend perspective to a more practical examination
of them. Threc underlying features of behavioral objectives that
have been pinpointed are (1) there is an assumed consensus
about the goals of instruction; (2) an emphasis is placed on those
instructional activities that “work” and are measurably workable;
and (3) what is learned and how it is learned are regarded es-
sentially as the same for all,

The consequences of these points in respect to curriculum
development and teaching method raise a number of significant
questions. First, from the behavioral objectives viewpoint, it can
be argued that only that which can be tested is that which can
be stated objectively; the inference is that only what can be
tested shall be taught. Given this argument, the curriculum de-
veloper’s task and ti teacher’s responsibilities are clearly de-
lineated, if not prescribed. When this mandate is applied in
extreme form, a premium is put on the teaching of information,
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on rote recall of definitions, rules, and principles, and on the

solution of problems with only one solution, (IIUW can divergent
thmkmtf outcomes be stated in behavioral terms; as, for L‘\amlﬂc
“How many ﬂlmgs can you do with a paper chpg ) Learning
thus becomes a “planncd happening.”® The adherence to be-
]1*1?1(’31”1] D]JJECh\FL‘S 110:;‘(5:»“11’11}' plccludcs tht: bL]lL‘f tlmt Jf:aﬁnnn'

E\p]lmt one,,
Sccond, there is a belief that observed performance in an
instructional setting is' conclusive evidence that the pupil has
mastered a behavior which has been taught. But, children (and
adults) sometimes behave as though they hme learned when they
have not; while, more 51ﬁmﬁmnt1y, they sometimes learn without
overtly displaying behaviors that would give testimony to the
learning, Coupled with the realization that students have different
ap‘ﬂnhtlcs for learning and different attitudes toward learning,
it seems presumptuous to apply the same educational standards
upon which bchavioral objectives generally are based to all chil-
dren in all circumstances. '

Morecover, teachers also differ in their abilitics to teach and
in their styles of teaching; they bring to an instructional setting a
range of competencies and backgrounds which parallels that of
their students. Where behavioral objectives structure the child's
learning situation, they in turn constrict the teacher’s range of
instructional alternatives. Both teacher and pupil ean become
constrained by the planned happening.

Third, there is a belief that we cither know or can readily
identify the edueational Qb]cctwes toward which we. ought to
strive. Any curriculum that is used by real people will have out-
comes that cannot be anticipated. Of thosc outcomes that can be
readily identified, fewer still are readily translatable into be-
havioral terms. A danger exists that a curriculum becomes only
those outcomes that can be readily specified. As Atkins has so
c]eruly said:

SIamcs B. MueDonald and Bernice J. Wolfson, “A Case Against Be- -
havioral ijcctu*zs,' LElementary Schaol Journdal 71 {December 1970),
119-28.

*+ Harry S. Brnudy, “Can Research Escape the Dogma of Behavioral
Dblechvgs? Schoal Review 79 (November 1970), 43-56.
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. . . it is difficult to resist the assumption that those altributes
which we can measure are the clements which we consider most
important. . . . The behavioral analyst secms to assume for an
objective to be worthwhile, we must have methods of observing
progress. But worthwhile goals come first, not our methods for
ssessing progress toward these goals. Goals are derived from our
needs and from our philosophics. They are not and should not
he;: derived primarily from our measurc. 1t borders on the ir-
msible for those who exhort ns to stute objectives in hehav-
mml terms to avoid the issuc of determining worth, Inevitably
t s an implication of worth behind any act of measurement.
What the educational community poorly realizes at the moment
that behavioral gouls may or may not be worthwhile, * hey
rticulated from among the vast library of goals becanse they
are stated relatively easily. . . . Let’s not assume that what we

can presently measure n(,:ge:s.sarﬂy represenits our most important
activity,b

‘Behavior l Objectives and Reading

So far I have made a brief explication of behavioral objec-

-tives without making particular reference to reading. My reason

for doing so has been to keep the focus of our attention on ihu
ll’lit‘th of Z;fhangral nl;lastmss as thc; bnsr; oE our dlac:ussxon and
rmdlng, a glﬁmﬁcant issuc in itsclf. In or dm now to Put 1(;"1(1“]“‘
into the context of behavioral objectives, T will assert that r ading
is a two-fold process that involves the transformation of wutten-
forms of language to meaning—that is, the decoding of and the
comprehension of the printed message.

Aspects of the decoding process are, of course, more suitable
to dircct observation than are aspects of the comprehension
process, For, while an individual's abilities to decode may be
manifested through various word recognition tasks, the observa-
tion of his abilitics to comprehend is less certainly graundcd Does
not the meaning of a work of literature, for example, becon
known only to thc individual who interacts with it?

‘n‘

5] Myron Aths “Behavioral Qbjectives in Curriculum Design: A
Cautionary Note,” Sucnu? Teacher 35 (May 1968), 27-30.
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Measuring attifudes toward reading is an cven more clusive
procedure. It scems clear that—in respect to reading—decoding,
comprehension, and attitudes can be cast into behavioral terms
only at the cost of decreasing levels of certainty as to the e
bility of the measurement as onc progresses from skills to under-
standing to affect. ’

A Summation

u"lﬂmg 1'11 [ helieve ﬂ’ﬁt Lht‘i; is an cver plm(nt tcndcm:y ln

regard the demonstration of reading skills which can most easily
JJE observed (for the most part, the decoding skills) as the read-
11’1{j pmccss The ability to read is not sunply the sum of word
skills; knowing is more than the sum of the processes
whitﬂj o to it

Second, how the child is perceived, how and what he learns,
and how schooling should be structured, as viewed through the
template of behavioral objectives, wairant carcful consideration.
A l’l_Ijld adherence to behavioral objectives, if not pu:*;cnbmg
one’s view of reading, at least puts Dlinders on the viewer and
narrows his range of visible alternatives.

Third, there is a growing fetish among proponents of he-
havioral oh]c;c;lwcs to u:zg;ud the process of defining behavioral
objectives as an end in itself and to assume that there are simple
procedural solutions to the many complex problems of education.
Bchavioral objectives, of themselves, arc neither good nor bad,
but can be either, by those who use them,

For reading in particular, behavioral objectives o”gﬁht to be
viewed in terms of their limited utility, particularly in respect
to those skills where they have the most utility. As to the higher
cognitive functions involved in reading Qompu-hmmnﬂ, as well
as in the affective aspects of reading, their limitations sh(‘ju]d be
recognized.

chﬂml’f researchers, developmental psychologists, :,mﬂ lin-

uists are now exploring new [rontiers of knowledge about learn-

g, hnguflgc, and reading and raising significant points ;ﬂmut the
ﬁ

g
1T



cflicacy of the assumptions and theory underlying behavioral
objectives. Perhaps one of the principal but unforescen outcomes
of the behavioral objectives movement is that it causes us to ask
ourselves what we truly believe about the nature of the child
and the function of schooling,
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A GENERAL CRITIQUE

Never in the history of education have reading tests enjoyed
as wuch status as they do today. They provide a data base used
increasingly as a means (often the sole means) of evaluating
pupil progress, teacher effectivencss, and program success, They
are used in research studics to compare methods and materials.
They are linked by law in several states w1th special or basic
state support for the schools. Schools and school systems are
publicly compared on the basis of rankings of pupil populations
on reading tests. Election campaigns often eenter on pupil per-
formance on reading tests. Publishers and private contractors are
sometimes paid on the basis of student performance on reading
tests. -
It is alwavs desirable to re-evaluate the evaluators we use
from time to time. With so many crucial educational decisions
being based on reading tests, this re-evaluation becomes urgent.

Uses of Reading Tests

Above, reference has been made to some of the current uses
of rcading tests. Only two basic uses of reading tests are legiii-
mate. They are as follows:

(1) To measure the effectiveness with which any person uses
21
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: ding to comprchend writien lunguage. Within this, the two
in concerns are () ﬂexihi]ity in é’n'nprchtzﬁﬂi”g a wide range
of nmterials 1 d o other
readers or as x:nmp.uc‘d ln s0me ahsniuh, scale of proficieney in
_wm]m o wrillen ].mglmgc

1M

more (;Ilm;tn (8

Testing for each purpose will vary depending on' the theory
of the 1mdmg process, and of reading aequisition which the tester
uscs, In some cases, lcadmcsa tgsta wlll bc; usgd if thc: testex bc:

A nm]m wmkncss of current reading tests is a failure to
articulate views of the reading process and of learning to read
as a basis for building the tests, subtests, and test items,

llw u.ta on the thcm y tlm,t 1f meLﬂllllﬁ‘ is mmmanly tcsted it
must be important. This misuse of tests wsult; in a self-justifying
eyele which institutionalizes tradition,

That cycle tends to block progress in improvement of read-
ing instruction through the apphcatmn of new insights from re-

thcmy, and practice, The tester says we must test what
; and the teacher says we must teach what is being
te sted Innuv.;tm: programs are judged on the basis of perform-
ance by pupils on traditional tests which incorporate the samc
faults that the ncw programs seek to overcome in old programs.

Since tests grow frem tradition rather than :‘Lrh;ulatgd theory,
they develop subtests with large areas of overlap, while leaving
gaping holes that are not t’lppq:d at all.

The successful reader is treated as a posses=nr of bundles
of skills rather than as a user of written language. Traditional
semilogical, sequencing criteria and hierarchical arrangements
are 1mpmud on these skills which are isolated, for ease in testing,
out of any context of language use which t]’lLY may have.

In the absence of a strong base in reading theory, current
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reading tests substitute sophisticated test theory, Surrounded by
norms, percentiles, measures of significance and other statistical

armor, the tests give an impression of seientific validity which
conceals their hollow cores.

Tests, any tests, will produce statistical results with popula-
tions that take them. These results can be mathematically manip-

ulated. By adjusting the test items on the basis of the statistics
they produce, onc may achieve neater statistical patterns, But in
fact one may never draw conclusions whose significance go
beyond the validity of the assumptions on which the test is based.

Criterion-referenced tests. those which measure achievement
of stated goals rather than comparing to a statistical norm, aré.
even more in need of being rooted in a strong theory. In reality,
they tend to be sclected skills arbitrarily seqnenced.

Statistical Fallacies in Reading Testing

There are a number of key statistical fallacies that are widely
incorporated into justifieations for misuses of reading tests, A few
will be explored here, )

Norming over diverse populations. Sophisticated test theory
dictates that norms or percentiles should be developed by admin-
istering the test to a structurcd sample of the gencral school popu-
lation. Care is " n to include the right proportion of urban,
suburban and rurul pupils, white, black and other; east, west,
north and south, and so on, These national norms or percentiles
are then published, The implication is that the test is valid for use
nationally. Though test-makers often suggest that schools may
wish to use regional or local norms, there is a clear implication
that individual pupils, classes, schools and districts may be use-
fully compared to the national norms.

But now let us introduce just one condition. Suppose that the
tasks and questions on the tests arc sclected so that they favor
one group (white, suburban, middle-class eastern pupils) over
all others. This could be the result of choosing to deal with ex-
periences and concerns more common among the favored group.
Differences between groups then would be at least partly the re-
sult of the relative relevance of the test and not any actual differ-
ence in reading effectiveness. Furthermore, simply using local
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norms would not remedy this problem, since pupils’ scores would
reflect the degree to which they matched the favored group in
background. Now add to this pmb‘t'm regiona] and social dialect
differences, and the ]ustlﬁmtmn for national use of the test
through a structured sample is even more highly suspect. Only
if the test-maker argues that in fact all pupils should be judged
by the degree to which they compare to a high status group is
such norming justifiable, and such a judgment involves value
questions which cannot be answered statistically.

The importance of small variations in test performance. The
statistical treatment of raw scores on reading tests makes it pos-
sible to equate them to grade P].1EElllLllt=t]1Q grade of the aveor-
age pupil who achicved t.hc: score in the norming trials,

Since the test must use a limited number of items because
of time considerations, the differences, particularly at the upper
and lower ends of the scale between the average score in two
adjacent grades, may be only a few items. One more question
right can add several months to the grade equivalence of a pupil.
CBI]SldL‘L this in relation to the relevancy questions raised above
and it is clear that a slight bias against a group can explain sta-
tﬁtmally E,mﬁmnt dﬂemnm; in gmup means,

tests are tr:stmg wh;gt, ghey slmu]d :md dgmg 1t LDHSIStEDtI}’, a
1’1111111)::1" DE stati%tical du'iccs ha’vc hcen unpla}cd Dnc ueed

tests, IE a hxgh cor rc]atu:n is ac,luwczc’i, then, mhdxty is as:.unmd.
However, if the new test is in fact measuring what the old test
did, then why is a new test nceded? And if the new test employs
new insights, why expect it to correlate with the old? This sky-
hook method of anchoring tests to each other clearly says nothing
about the extent to which reading is really being tested. A current
federally funded project secks to cstf’zbhsh a new test to which all
current tests could be correlated. Such a test, appropriately called
an anchor test, would surely anchor reading permanently to the
past. Similarly, using split-half techniques to prove that a test is
consistent within 1tself proves only a symmetry on whatever biases
are built into the test and does not offer evidence about the value
of the test.
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Hard Is Hard But Why Is It Hard?

Test theory requires that some items should be missed by
most pupils, and some items by a few, with the rest of the items
runging in-between. Further, the high scorers should be the ones
getting the hard items right, and the low scorers should be the
ones getting the easy items wrong. Close examination of reading-
test items reveals that the items are often difficult for irrelevant
reasons: ambiguity, equally correct wrong alternatives, and so
forth, The fact that few people get them right may indicate that
they are hard, but it may also indicate that they are irrelevant or
poorly written. The fact that the right pupils get them right may
demonstrate more that high scorers are good at thinking like test
writers than that they ave better readers. Again, what is important
is that statistical evidence cannot substitute for intrinsic criteria
in judging the relevance or difficulty of items. »

Related to this statistical fallacy is an artifact that results
from weighting certain items by virtual repetition (a series of
very similar items). A pupil tends to get all like items right or
wrong if in reality his performance reflects knowledge or lack
of knowledge. A minor lack becomes magnified into a major wes
ness. An example of this is the syllabication scctions of certain
tests,

Averaging Ends and Means

A statistical fallacy occurs in many reading achievement tests
when an overall score is caleulated which combines scores on
“skill” subtests with those on comprehension. Since skills are
ostensibly the means by which comprehension (the end product
of reading) is achieved, such a score is meaningless, '

Counting in Diagnosis

Statistics which produce summary scores are much casier to
manipulate than those which relate to complex phenomena in
detail. The effective use of diagnostic testing is often defeated by
being more concerned with quantity of errors or a grade level
equivalence, than with the specific phenomena revealed by per-
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formance on the reading tasks involved. Number of reading errors

or items wrong gives little diagnostic information,

Design Problems in Constructing Reading Tests

Aside from the statistical fallacies confusing test use and
misuse, there are a number of design problems which test-makers
have not yet solved udequately.

Convergence. One of the most difficult design problems in
writing tests is that there must always be a right answer. This
leads to focus on convergent responses—on those which match
the preconeeptions of the test-maker. Two groups are hampered
by such tests: culturally divergent groups whose experience does
not match the testers, and ereative thinkers who are able to see
“different” relationships, If you march to the beat of a different
drummer, the test penalizes you.

Pupils who know too much. Multiple choice responses are
designed to mislead pupils with common misconceptions. Since
a misconeeption is better than no concept wt all, pupils are
'cd for Lnowm a httk and wﬂl bc wu;mg more than

more tlm,u, the t
because he recognis ﬂ]l‘;ED]]CEPtlDl] or ove snnphﬁ

What they Icﬂm us \Vhat they know. In testing comprehen-
sion, it is casy to end up testing general knowledge, The pupil
may be able to answer the questions without reading the test
sclection. To overcome this problem requires a measure of pri
knowledge or tests on material all pupils lack background for,
The latter is a tually impossible task,

How test-wise are the subjects? Pupils vary greatly in their
control of devices for scoring higher on tests, Only some pupils
have leamed simple devices like skipping troublesome items,
quick identifieation of tasks, eliminating obvious wrong choices
to narrow the range of pmsslbk options, going to questions with-
out IL'ldlliﬂ' test paragraphs or answers without reading questions,
spenrs to be no way to neutrali; 1y this
effect, which is also linked with the pupil’s basie desire to do
well (or his indifference).

Honesty. Related to the latter problem is one of honesty.
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This is a complex problem because many pupils avoid using
techniques which would produce higher scores. They think that
is like cheating, Tn fact, those who give reading tests often hehave
hypocritically. Test-makers discourage guessing, tell pupils to
read each item before looking at the answers, refer to the tests
with smaller children as “a game we're going to play.” They
tell pupils that the test is only to help them and that the score
they make is unimportant,

But in fact the score is the only part of the test in which the
test-makers are interested, and deeisions are made on the basis
of the test scores, which may well effect the learner adversely—
placement in a low track, for example, The pupil who is honest
and trusting becomes a statistical victim.

How they do vs What they do. Since test-making involves
counting right answers, there is a tendeney in trying out test
items to ignore the basis on which pupils respond to questions.
In many cases, pupils are producing both wrong and right an-
swers for the wrong reasons. Subtests turn out to be testing some-
thing quite different from what they claim to test. Auditory dis-
crimination t or example, turn out to be testing largely the
ability to deal with abstractions. Some pupils on such tests will
resort to matching spelling patterns, producing a fair number of
right answers without being able to ‘abstract sounds from sound
sequences,

Making the test clear. Pupils frequently do not understand
what the task'is that a particular subtest requires of them. It is
quite likely that this accounts for a considerable amount of the
variation of performunce, particularly among vounger children,

Distortion of tasks. Finding a.format for test items which is
suitable for inclusion in a group-administered reading test fre-
quently results in a distortion of actual reading tasks. Some ex-
amples follow:

(a) Items too short. Research on reading miscues has demon-
strated that short items harder to read than longer ones
because reading involves building up expectations on the basis
of redundancies.! A sentence is proportionately harder to read

1 D. Menosky, “A Psychalinguistic Description of Oral Reading Miscues
Cenerated during the Reading of Varving Portions of Text by Selectad
Readers from Grades Two, Four, §ix and Eight” ( Dactoral dissertation,
Wayne State Univensity, 1971).
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than a paragraph, a ps aragraph harder than a page, and an
isolated word hardest of all. Since short items predominate in
tesls (words, phrases, senlences), reading test items will be
harder than rmdmg stories or other natural materials,

(b) ‘Words in isolation are parlicularly hard to “read” because
there are no grammatical cues from the sentence stnicture or
meaning cues from the context to help identify the word mean-
ing, vet inuny subtests deal with iselated words,

{¢) Comprehension questions that ean be treated like nonsense,
Muany questions are stated in such a wiay that readers may
answor them by transforming the question to a statement and
searching the text for a match without necessarily understand-
ing. They manipulate the sentence patterns as if théy were non-
sense like the jabberwock, Q—\What did the momeraths do?

A—The momeraths oulgrabe.

There are uses of tests which clearly violate the publisher’s
adviee on limitations in their use. :

One common, recent abuse is giving tests at too frequent
intervals. Many requirements for reporting progress in reading
as often as onee a month are built into contracts for research or
demonstration projects. In the name of accountability, tests are
being used to measure small increments of progress which they
are simply not .designed to handle. Factors such as regression
toward the. mean (J tendeney for high and low scores to move
toward the mean on repeated testing) become very important.
Immediate, often temporary, results become more highly valued
than long-term, permanently held gains.

If jobs, fundmg and pmfcssmml status and pay arc made
contingent on pupil performance on reading tests, then the tend-
ency to teach to the test and to build curricula around the test
will become a major trend. Instead of the curricular goals being
centered around cffective reading, the gonls become performarnce

on specific tests. Instead of tests funLLmnuw as a measure of
achievement, they are turned into ends in tlmmscl\ es. Even if
they had a sound thcme ical base, that would be unfor

their current state, it could be tragic, It could lead to a new Lmd
of widespread functional 1lhteracy.
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Another abuse of tests which we have touched on carlier
is the use of test scores without close examination of cach pupil’s
test performance. It is not cnough to say Mary Lopez is reac
on the 2.2 level, ITer responses to subtests and items nust hL
examined closely so that her strengths and weaknesses are re-

. Standardized reading tests are given wholesale to masses
of studcnts But their 1 %u]ts must he interpreted for cach learner
if they are to be uscful in improving that child’s reading, Every
chlld lms a right to be treated as an individual and not as a test

i\'d]llﬂtln Pllpl]‘; lt'aﬂmg; Eﬂlctwcness in*mj
evidence nf competence because it is less casily quanhﬁ'*ﬂﬂc
Teachers will frequently treat a low scorer on a standardized test
as a poor reader, even though they observe him functioning as an
adcqmtc reader every day in class. The quantifiable performance
on tests is so intimidating to the teacher that he will not trust
his own professional judgment.

Often the pupils perform poorly on the test because it is
frrclevant to them and penalizes them for linguistie, experiential,
and cultural differences (not deficiencies). Tnstead of rejecting
the test as irrelevant, wholly or partly, teachers and administra-
tors accept the test and misjucge the achievement, strengths and
weaknesses of the pupils. Programs are then plani ed to remediate
deficiencies that never really existed.

Other abuses of reading tests occur in evaluating new
methods and instructional matmnh Frequently, little considera-
tion is given to the hasie soundness of the mcthod or the materials
or the pnncrp]c& on which the tests arc based. Rather they arc
judged largely bv how well pupils do on pre- and posttests. While
effective 1 fion must "u]tlm'ltdv bc yxc]rfr:d hy the lcaming
t . 3 fon cannot come by
using a trial-and-crror teg'hmque fm E\"ﬂu’lhm] Not all programs
arc worth trying, nor can the test results be uscfully interpreted
if the instrctional program is not tlmmugh]y analyzcd.

If instructional methods and materials are built around tests,
it is likely that pupils will improve their performance on the
tests. The most extreme version of this is to use the test items as
the instructional program, asking the pupils to respond over and
over until they produce right answers all or almost all the time,
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This ability to do well on the test is then assumed to prove learn-
ing has taken place heeause the learner now can pmducc a tcr.t

score characteristic of a proficient reader, Performance is a
to reflect the reader’s comipetence exactly, no matter how it is
produced.

What is not understood is that all hehavior is the end product
of a proeess and that competence is not hehavior, but control
over the process. Behavior, in the form of test performance, ean
be used to infer what competence exists in reading, but this re-
quires an interpretation of the hehavior based on understanding
how reading works.

Deciding, on the basis of unexamined reading-test scores,
such vital aspects of the child’s futire as the elass, group, or track
to which he will be assigned is a terrible abusce of reading tests,
Tt jcapﬂldm‘% thr‘; pufn] s future and does not cven offer a basis

ieney, sinee pupils who are very
A sCores.

f=
ilferent in mddmff nmay achieve simi

Reading Theﬁry Key Questions Test-Makers Must Ask

as l.lthu prlmltlve (‘clc'(.tlc "md ﬂthcmehcﬂ in 11] aspccts L\E(‘Pt
for their use of sophisticated test theory.

The questions reading test-makers must deal with to produce
bcttu and more us;ful tests are clear; however, there is no agree-

\Ia;m qucstmns t]mt must be answered in building better
tests are (1) what is reading; (2) what arve the essential skills
and strategies that a successful rcader must possess; and (3)
what are the purposes and uses of reading? These will be con-
sidered in order,

What is Reading?

Elsewhere the author has stated that “Reading is a complex
process by which a reader reconstructs, to some degree, a message

3 5

encoded by a writer in graphic Llngu'lge 2

? Kennieth S, Goodman and Olive §. Niles, Reading Process and Program

{ Urbana, 11.: National Couneil of Teachers of English, 1970), p. 5.
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Whether one accepts this definition, which carries with it
the concept that reacling must result in meaning to be considered
reading, or some other definition, one must still base test construe-
tion on some coherent definition,

The following group of related questions must also he

answered:

(1) Can reading skill (for example, matching letters to sounds)
be separated from the quest for meaning in teaching or testing?
(2) At what point can reading as a process be separated from
its uses?
(3) Does the reading process nece
at all, or is it entirely a matter of de
language?
(4) Is the reading process different at varions stages of develop-
ment, or is it the same, varying mainly on the eflectivencss of
the readerf
(5) Is =
content, interest, or task wit
own background?
(8) Is the reading process the same or different across people,
languages, cultires, or orthographies?

arily involve oral language
riving meaning from written

ling a general ability, or is it oue which vuries with
tFin cach reader depending on his

Though there are implicit answers to these questions in many
current reading tests, it appears that the test-makers have made
assumptions often without considering the issues involved,

What Are the Essential Skills and Strategies that Effective
Readers Possess?

Reading tests have generally employed subtests to get at
what arc *issumt‘cl to be essential reading skills and to monitor
their development. To justify such practice, the following ques-
tions must be answered;

(1) Can essential skills or strategies be isolated for testing with-
out changing th tive values, their basic uses, or the read-
ing tasks in which they occur?

(2) Are such strategies or skills universal across people, con-
texts, purposes, languages, and nrthagnp]ﬁes’?

(3) Is there an essential sequence in leaming to read; i.e., must
some skills or strategies be learned before others?

(4) How are reading skills or strategies to he understood in
terms of how language works and is used?
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What Are the Purposes of Reading?

Language, incuding reading, is always a means and never
an ond in itself. This is true whether one is talking about the
proficient user or one just learning. Mcaning, cither its L\pli“ihlﬂll
or comprehension, is always the end for whn:h language is. the
means. :

Ultimately then, any reading test must measure thc sucecss
of the reader in comprehending written langua
less to consider performance on skills tests a measure of 1mdmg
achievement. What counts at all stages of development is what
the reader understands as a result of reading.

Test-makers must be econcemed with the following ques-
tions:

(1) What i
achieved, how

(2) What \:llﬂ'grt:nt prnblcxm face the reader who is reading
to acquire knowledge, as compared to onc who is reading for a

how docs it work, how is it

message already within his conceptual grasp?

(3) What role does the reader’s background and interest play
in successful reading?

(4) How docs critieal reading differ from other rmdmg»

ding Tests

Diagnostic reading tests in the fulure will need to {ocus on
reading as it really occurs in natural language. This suggests the
tvpe of task now found in informal reading inventories. But the
diagnostic test of the future will be designed so that the strengths
as well as the weaknesses of learners will be made clear. A shift
will nced to be made away from counting crrors to analysis of
Pcrfmmancc to get at thé uﬂdcﬂyin; Cmnpétcnc&

a range of rcadmg situations, Thr:\ will need to avoid IIIBIE\’QHCL
And they will need to get at the reader’s ability to use written
language cllcetively. Croup tests may well disappear. They

sacrifice too much fo - the sake of economy of time.
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Still, however, the main improvement needed in the area of
testing is in use. No test, however cleverly it is constructed, can

. substitute for the insights professional teachers get from working

closely with children,
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Reactions to the performance contract made between the
Texarkana schools and the Dorsett Edueational Systems in 1969
varied nationally from charges that sueh contracts would de-
humanize edueation to countercharges that education was too im-
portant to be left to educators. Whereas sehool contracts routinely
provide for services und equipment, easily auditable, the Texar-
kana-Dorsett contract called for the delivery of increased per-
formance on the part of school children. The Texarkana-Dorsctt
product was to be a group of better readers, a matter far more
difficult to audit.

This first performance contract seemed to threaten the do-
main previously reserved exclusively for elassroom teachers. Tra-
ditionally, the teacher has bLeen considered to be the one most
knowledgeable about what the child needs. It is unfortunate that
all too many teachers are willing to.accept a large number of
failures as a normal consequence of well-condueted classrooin
procedure. School board members, on the other hand, have be-
come “less eonfident that teachers are dediecated to teaching stu-
dents . . . increasingly aware that they, perhaps even more than
any other group in public education, arc being held accountable
for what transpires in schools.” ! School superintendents in major

1“Sehool Board Members View Performunce Contracting,” Arizong
Teacher (January 1971), 12,
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citics, such as Nolun Estes of Dallas, have begun stating that
schools are going to have to deliver one year of cducational
growth for one year of instruction, no matter what it takes.?
Former Commissioner of Education James Allen involved the
federal government in another human right: the right of every
child to learn to read to the full extent of his potential. Mount-
ing need, increased public concern, conceded failure of the
present system Lo produee desired results—all made a new ap-
proach imperative, and performance contracting entered the
cducational seene,

Critics of the initial Texarkana Project felt vindicated when
results of the 196970 contract were announced, Though the
$105,000 paid to the Dorsett Corporation produced some results,
these were declared by many to be invalid. Dr, Robert Kraner
of the EPIC Evaluation Center, Tueson, the final evaluator, “con-
cluded in his final report that 30 to 100 per cent of questions
in the tests administered. to Texarkana students in May, 1970,
were ‘contaminated,” meaning that they had been taught in the
classroom prior to testing, Said Kraner: “The teaching of test
items, or closely related test items, has invalidated the test results
to the extent they eannot be used as a valid measure of achicve-
ment.” Loyd Dorsett replied that only ‘a small amount of improper
teaching” went on, which meant that only 7 per cent of the test
questions could be considered invalid,”®
& iticism did not shake Texarkana’s faith in the principle
of performance contracting, Dorsett bid for a second year's con-
tract and was refused, “There are rumors floating that Texarkana
nuy go to cowrt to recover §110,000 already paid to Dorsett.”* A
contract was awarded, however, for the 1970-71 school term by
Texarkana to Educational Development Laboratorics, Ine,

Very simply stuted, a school contracts with industry to as-
sume responsibility for instruetion in o given area, and industry
gnarantees inereased performance on the part of the students
involved, Payment to the contractor depends largely on - the

#'Priple-T Conferenco” Tleld at Southeastern State College,  Durant,

0 Ramonn Weeks, “Porformancs Contracting: Pithll or Papacou?” Arfzona
Teacher (Janunry 18971), 18,
11hid, p. 10,
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amount of success he has, as revealed by objective measurement
of student performance. Contract patterns vary from the estab-
lishment of special learning centers conducted by employees of
the contracting firm to the utilization of regular stalfs and facilities
under the dircetion of contracted managers. All kinds of funds—
local, state, and federal—are being used to pay lor the contracts.
All existing contracts provide for a turnkey operation at the end
of one or two years usually, Performance contracts, then, are used
to get new means of guaranteeing educational success into the
political system.

Undeterred by the questionable results in Texarkana, a signit-
jcant number of schools all over the country entered into per-
formance contracting for the 1970-71 school year."A list of the
sdmals mnt'u;tm's, :md pmgi'ams is givm bC‘IDW QE intgrcst

on t]lc hst lms a 1&1(.1111*1 cnmpmlcnt It wau]d seem llﬂPEl JtIVE
then, that reading tmghels be well aware of the nature of per-
formance contracting,

Far from the simple contract for services or products which
most attorneys can execute for school districts, performanee con-
tracts are exceedingly comples. Several management firms are

now engaged in the preparation of contracts and the supervision
of the job to be done. Jack Stenner, director of the Management
Support Services, listed the advantages of performance contraet-
ing as follows:

1. It facilitates the targeting and evaluation of edueational pro-
grams, . . . It fosters the objective evaluation of educational
results and also the managerial processes by which these
results were achieved, ,

2, Performance contracting for instructional service could in-
troduce greater resources and variability into the public
school sector,

3. The performance eontract approach allows a school system
to experiment in a responsible manner with low costs and
low political and soeial risks.

4, The right of every child to read at his grade level will un-
doubtedly place great burdens upon the schools’ limited re-
sources, 1f thu; Nation’s schools are to make this prineiple a
reality, they might want to consider using performance con-
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tracting for the development and validation of new reading

programs.

Through the use of the performunce contract approach, many

- of the previously segregated children will have their academie
dcficiencies removed on a guaranteed achievement busis
while they are attending the newly-integrated schools,

G. The approach creates dynamic tension and responsible insti-
tutional change within the public school system through com-
petition. Boards of education can finally establish policy and
choose among alternative instructional programs,b

humanize education and is an actual threat to classroom teachers
tre valid or not is undecided, Certain disadvantages, however, do
scem to be apparent, There is the ever-present danger that in
some way teachers or contractors will find a way to teach to the
test. Since Texarkana, most contracts include the services of an
independent cvaluator and contain intricate provisions to assure
that the nature of the test to be given remains unknown to the
contractor and the instructional staff until it is administered,
Dallas, for instance, has awarded its evaluation contract to Educa-
tional Testing Service, but plans to bring in two additional evalua-
tors to cheek the validity of the results, -

Another disadvantage, as yet unresolved, is the matter of
who holds copyrights on materials produced or reports published
about the project,

A third disadvantage, probably not as critica] as the others,
is the matter of responsibility. To whom do citizens complain in
the event of problenis or dissatisfaction? It would seem that the
chief schools officer of the contracting school would stll bear the
responsibility, but it is logical to assume that contracted arrange-

Whether the charges that performance contracting will de-

“ments would allow for a shift in responsibility,

Fourth, without guidance from a profession of reading spe-

cialists, it is possible that a school and a contracting firm may

arrive at some unsound behavioral objectives, and though the
objectives stated in the contract are met, the end rosults may be
disappointing if not disastrous,

“Y]ack Stenner, “Performance Contracting for Instruction” {unpublished

manuseript, 1971).
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Fifth, the charge has frequently been made that performance
contracting is yet another way of lining industry’s pockets with
money at the expense of schools, teachers, and ehildren,

Sixth, there is the possibility that Robert Stake and Jamcs
Wardrop are correct in feeling that progress made may not be

entirely due to the efforts of the contracting firm.

Suppose that three students were to be tested with a parallel
form immediately after the pretest, The chances ure better thun
50:50 that at least one of the three would have gained a vear
or more and appear ready to graduate from the program.

Suppose that 100 students were adiitted to conlract instruction
and pretested. After u period of time involving 1o training, they
were tested again and the students “gaining” a year were grad-
nated. After another period of time without training, another test
and another graduation occur. After the fourth such “terminal”
testing=—cven though no instruction had oceurred—the chances
are better than 50:50 that two-thirds of the students would have

graduated.? '
Finally, standardized testing used in many of the contract-

ing situations “docs not have the necessary content validity for
individual student assessment, For years test authors and test
publishers have cautioned users against using these tests as diag-
nostic instruments.. Performance-contract criterion tests should,
in effect, be diagnostic tests.” 8

Literature concerning performance contracting makes a
number of recommendations to schools who intend to enter into
such a program. Because of the complexity and the newness of
such programs, it is recommended that schools should employ
the services of management consultants in both the preparation
of the contract and the conduct of the program. Also because
of the novelty of the idea, schools are cautioned to regulate the
flow of visitors to the project; in many instances, numbers of
interested onlookers have seriously limited the success of the
program, o

It is further recommended that the feacher’s role in the pro-
gram should be cearly defined before instruction begins,

1 Robert B, Stake and Jumes L. Wardrop, "Gain Seore Errovs in Per-
formance Contracting” (impublished manuseript),

8 Ihid.
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If, in a teacher’s judgment, other materials and activities are
dictated, and the teacher ean support the position, the agrecement
of the project director and the contractor is negotiable. No .
teacher has the right, hmvt:vcr, to umhtgmlly intervene with
alien procedures and revise a system which is legally agreed to
and by which a eontractor will receive reimbursement. Since, in
most cascs, the teachers involved in this kind of operation will
rers, making this known fnitially, as n condition of par-
ticipation, should require no more than a signed agreement by
each teacher assenting to this requirement of the contract,” ¥

The literature suggests that the school and contractor would
dr} \vell to mvclvc as lar rge 2 segmcnt af the camnmmty as posmblc
ncc-dcd pub]m suppmt it will bc nwahmblc when the I)ID]ECE is
tumcd over to th(; sclmal chstm;t tcz run.
er lower cost factors by
pr mndmg a numbm of students whn;h would make for the most
economical situation. It is, further, uncconomical for a school to
purchase any nonconsumable matcrials during the first year of
operation; such materials should be provided by the contracting
firm or leased.

A number of legal considerations enter into any program of
performance contracting, Not the least of these is the relationship
f the contract to local and state cducation agencies, Before the

contract in Dallas could be approved by the Texas Education
Ageney, for instance, a ruling by the state Attorney General had
to be made. The ruling was that contracts could he made and
paid for with state and federal funds; however, all members of
the contract instructiona F had to be certified teachers in
the State of Texas, the prog 1ad to come under the regula-
tions of the Minimum Foundation Program and was Sub]ect to
Agency accreditation sulings. It is obvious that contracts will
differ widely around the country because of varying Dplmﬂl)%
about their legality.

The management consultant, Jack Stenner, posed the follaw‘—
ing legal questions as pertinent to the preparation of the Dallas
contracts:

" AlL

V. Mayrhofer, “Factors to Consider in Preparing Performance

_ Contracts for Instruction,” Educational Technology (Janunary 1971), 48,
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1. If an outside contractor is utilized by the school district for
the provision of instruction and/or services for pupils, will
the school distric utory obligation for said instruction
and services be fully met?

Are there state or federal limitations regarding the use of

State, Local, and Federal funds to support all or part of a

performance contracting praju‘:ct?

Do existing state plans for various federal programs, that

mity be potential funding sources for the project, permit

utilization of outside contractors who will pmvndg all or part
of the jnstruction and/or services included in the project?

4. Will the State Education Agency authorize credit for instrue-

tion provided by the contractor in reading or mathen

5, Will the State Education Agency permit paraprof

stalf members employed by the contractor to perform cer-
tain teaching tasks under the direct supervision of a cer-
tified teacher?

6. Will the State Education Ageney permit the teacher in the

contractor’s program to he the contractor’s employec?

7. Will an outside contractor’s instructional personnel 5&111& in -

loco parentis to the student?

5. Are the contractor employed teachers required to be cer-

tified? )

9. Docs a local distriet have authority to contract with or enter

into agreements with an agency of the federal government?

0. Does a local district have authority to contract with or to

enter into agreement with private concems for th; provision
of instruction?

11. Does a local district have authority to expend local main-
tenance funds to pay for part or all of the cost of instrue- .
tion provided by a private conteern under confract with the
district? 10

3

]

i

Thrce types of negotiations are available ‘to schools in the
preparation of performance contracts. First, the school may decide
on one single source of material and method. The advantage of
being able to negotiate rapidly with a single company may be
offsct by the disadvantage of limiting the scope of the project to
what that p’u‘tmular company can do. A second type of nggaha-

‘“]mk Stenner, “Education Performance Cnntm:tmg {unpublizhed
manuscript, ]mu*u‘y 1970),
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tion is referred to as the modified sole-source method; two or
more companics are asked to submit bids, and one of the group
is chnqcn or sever -al are aql\cd to me in cunzmt w1th Cd;h atlmr
:md is mmphmtcd hut it r]ogs insure thc %L]]('}Dl thg Dppmtumty
of investigating many sources of help and choosing the best alter-
native. In such a system, criteria for the program would be
dacided upon and published by the schools. Bids would then be
taken from any number of competitive companies. Such competi-
tion is likely to produce some economy in the program also.

Needs and Recommendations

Becausc -of the importance and frequency of madm& pto-
grams in performance contracting, the following needs and recom-
mendations have been formulated to provide schools some
guidance in their choice of programs.

A list of sound performance objectives related to reading
should be prepared. There is no indieation in the literature that
any professional reading group has done this, There is great need
for the development of objectives that are educationally sound
and encompass the issucs in the teaching of reading. I have read
far too many proposals of reading programs which miss the mark
to want to leave this to chance, Perhaps a list of alternative objec-
tives from which schools could sclect those most appropriate to
their situation would be helpful,

Though the literature suggests that various methods and
mntcriflls nﬂv hg usu:l in Lom;ut \vlth u:h Dthf_‘ , Isaw no mdlm-

that no one rmdmrf pr ny am, lmwwen gaud is ;ffcctwc with 1]!
children in a given school. memg modalities of learning, lin-
gulstu; 'md E’{I)El'li’l‘ltﬂ] resources, means.- of pexcaptmn, fmd m—

denmnstmtc to ‘ic]mnh ;md tf‘nchm*; ](’mg .u:r:u%tmnt-d to teachmﬁ
with one textbook and one mcthad the value of warkmg with

_combinations of systems.
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Criteria for critiqueing reading systems and materials would
be particularly useful to school districts, Special attention should
be given to soundness of programs from a linguistic point of view.
None of the contracts which I read indicated that the school

involved was even slightly aware that linguistic varicty is a fact
of life and has tremendous implication for the teaching of read-
ing. In as much as significant work has been completed in the
field of dialect and langnage differences, this information is crit-
ical to the teaching of reading, and such understandings should
be incorporated into guidelines for performance-contracted cur-
ricula,
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ACCOUNTASINTY:

A SUMMARY STATEMENT

one examines the four previous discussions, the clear rela-
tionships that exist among them are readily evident, Both costs -
in education and the apparent unsuitability of present educational
processes for significant chunks of our population are raising ques-
tions regarding the efficiency and effectiveness of what is being
done under the label “education.” These concerns about educa-
tion are increasing cfforts to lold accountable all those who
participate in the process and product of education.

Establishing performance objectives allows one to define the
task, to determine if the task has been completed, and to assess
the quality of the response to the task,

Accountability for mecting specific performance objectives
logically leads to the establishment of performance eriteria and

. the development of specific measurement devices.

It was inevitable that—in our frce enterprise system—some-
one in business would apply foriner Defense Sceretary Charles
Wilson’s “get-a-bigger-bang-for-the-buck” principle to education
and move unilaterally to establish relationships with school to
bring it off. ' )

~The previous discussions were developed as a result of sev-
eral basic questions central to the topics discussed. In addition,
the very treatment of the topies subsequently raised other ques-
tions that the serious participant in education must face. Several
of these questions follow: .
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I Is the accountability that is being urged upon us actually too
impersonal Lo be of benefit? Are we holding sehools responsi-
ble for the high-quality education of our youth rather than

fe P 1f so, what kind of accountability is it? Can ac-
counti )ility cot ist with personal anonvinpity?
2. Cun objectives be estublished that encompass the total educas

tional process and product und their effect on people?

3. 1s there more to education than performance? And can that
added something be measured? Indeed, can it be taught.

4. Is education dehumanized—for teachers or for students—
when it is systematized?

5. Are our present means for evaluation in education either
appropriate or adequate for the task, given the need to
meusure both the process and product of education?

6. Is it possible for noneducation people to do a total job of
educating students?

Before accepting or rejecting any of these factors—accounta-
bility, behavioral objectives, evaluation, performance contracting
—many issues must be explored.’

Responding too quickly to the apparent efficiency of per-
formance objectives may lead to mechanistie instruction, Reject-
ing behuvioral objeetives in the name of affective concerns may
mask the [act that in too many classrooms there is little concern
for or clarity of objectives related to cither cognitive or affective
aspeets of education,

Ready acceptance of the logic of accountability may allow
intrusions into education by groups with questionable motives
and dubious qualifications. Rejecting the coneept of accounta-
bility in the name of professionalism may mask inefliciency, slop-
piness, and unconeern, '

Relianee on inappropriate instruments may damage children
and support inappropriate teaching. Rejection- of evaluation be-
cause of the inadequacy of instrumentation can mask irresponsible
teaching. : '

In conclusion, as it considers instruction, the educational
profession has a tendency to fecl itself inadequate to oppose vie-
timizing pressures. But, when it comes to salary, demands on per-
sonal time, numbers . students per class, the profession becomes
quite militant. Perhaps we need to examine our priorities, take
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the good that is implicit in the factors—accountability, hehavioral
objectives, evaluation, performance eontracting—and vigorously
pursue that good for the sake of our students and their futures.

o



