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A Brief Overview of the Study

Lee Thayer

More and more and yet more is being said these days about what's wrong witﬁ
American educatien. Some of it is well considered. Some of it is not. In
the heady atmosphere of too many abstractions coming at us too fast and with
too little logical development, it becomes more and more difficult to tell which
is which. If there really are all of those problems in Americaﬁ Education which
we read about and hear about on a daily basis, then the task beforé us is over-
whelming.

A “crisis"” often brings on indiscriminate response. If some change is
needed, more change must be better; and complete change therefore the goal to
be aspired to. Talk of revolution is popular these days. thy not a '"revolution"
in education as well? Or at least a reformation?

In assessing opportunities &3 crises, we build paradoxes. The "crisis"
in American education is no exception. That institution which is based in the
search for truth aﬁd fur reéson is under.seige: the ultimatum to it is to
achieve these ends and to do so in revolutionary ways or to disenfrahchise itself.
Reason and truth are presumably no longer adequate bases for the evolution of

that institution in which they are housed.
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What this sudden richness of criticism, analysis, and evaluation reveals
is that we all seem to agree on the essential goals. Where we disagree is
o' the necessary means,

The situafion thus affords us an extréordinary oppurtunity: _to reassess
what we have and have not been doing, and ihe thinking behind both the doing

and the not doing.

I

While all of this is not the occasion, it is the context within which
the Center for the Advanced Study of Communication (CASOC) has undertaken,
supported by the Nationa; Center for Educational Communication (NCEC), an
exploratory research effort to reassess the causes and the conditions of
knowledge utilization in education. The utilization of existing knowledge
in the»practice of teachiny and the enterprise of public education is not
the only issue in question. But the utilization of exis‘ting knowledge has
long been assumed to be the central tenet of orderly evolufion in all such
rationally-based human institutions, in education no less than in science.
Either the process has failed in educatien, where it has succeeded in science,
o; the assumption does not hold; or the external demands for radical change are
misguided; or there are discontinuities within the system or between the
system ansthe larger socicty which impede the process. Perhafs there has
always been:maximum and orderly change in public education based upon sound
philosophies and sound empirical knowledge. WYe do not disavow this pessibility.
Yet»the assumptions which prompt the mutual concern of the CASOC and NCEC is

that the process of knowledge utilizgtion in education is not optimum, and
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that there may be strategic conceptions of the process which, through tactical

implementation, might accelerate and enhunce that process in tangible ways.

11 -

These are the kinds of questions that form the point of departure for
this project, which is formally titled, "Toward a Reconceptualization of
Knowledge Utilization in Education' (OED=0-72-02u43),

Hore specifically, our first major objective is to reconceptualize the
knowledge utilization process in education as taking place within a more or
less articulated set of communication systems, epistemic communities, continuous
and discontinuous social organizations, and information systems. Our continued

.surveillance of the literature relevant to the role and functions of commﬁni-
cation in change, evolution, innovation, and knowledge utilization suggests
to us that an informatica or information systems-based approach to the con-
ception of the process, and to the design of resources and facilities to aid
that process, is incomplete in itself. The effective system within which
knowledge utilization takes place include_s but extends. far beyond the contrived
data-dissemination networks aﬁd message "packaging," presentation, storage;
and retrieval échemes which order the availsble information.
Our hypothesis is that a more comprehénsive conceptualization of this

extended system in communication and communication system terms will permit

us to develop a systems model which will permit us more strategically to
discuss such crucial questions as:

1. What are the conditions which determine the efficacy of a data dis-
semination system superimposed on a complex ongoing social and communicational

structure?
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2. For the'strategic design of the data dissemination sysfem and its
"content," what are the implications of the communication patterrs and’
practices of the "target" audience?

3. From the point of view of the communication patterns aﬁd practices
of the members of.the subparts of the whole system, what would constitute
"utilization"?

4. VWhat would constitute optimum utilization in any information system?

5. As an institution énd a complex system of social processes, does the
educational enierprise in the U. S. present any unique conditions having major
implications for the strategic conception of knowledge utilization within it?

6. Will this way of conceiving of the process in its context present
any unusual or otherwise imperceptible opportunities for the exploitation of
nonprint media?

And so on. 1In short, the "product" of this first major phase of our
research effort will be the modelling of a strategic reconceptualization of
the process of knowledge'utilization in education. At the outset, we view
the process as involving 'a number of social structures, social processes, and
communication systems, over which an information system for facilitating
knowledge utilization has been superimposed. Ve vant to know whether our
particular way of conceiving of the extended system will reveal any hitherto
unrecopnized constraints, opportunities, or implications for strategic policy
or its implementation. Partly because they have been relatively neglected
in this getting, and partly as a mafter of expediency, we will eventually be
concerned in pafticular with those constraints, opportuhities, and implications
for the exploitation of the nonprint media which this réconceptualization makes

possible. ‘
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He plaﬁ to develop our effort more or less simultaneously along several
paths:

1. A careful reassessment and continued surveillance of what has been
done to date in modelling the process with which we are c mcerned. This will
constitute not so much a reinterpretation of the considerable body of litera-
ture now available on knowledge utilization in general and knowledge utiliza-
tion in education in particular, but an analytic attempt to focus upon those
differences between the concepts and assumptions that underlie thatiliterature
and the reconceptualization that we will propose. It is expected thét certain
' bibliographies and critical reviews necessary to the development of our own
effort will be prepared.

2. Varioué definitional, conceptual, and exploratofy research memorandums
"will be developed as needed, to fill the gaﬁs between the concepts and perspec-
tives presently available and those that will be needed in the overall structure
of our reconceptualization.

3. There are several key unanswered questions. We plan to‘generate some
ways of answering these consistentlwith our orientation, through small seminars
or conferences, through commissioned papers and monographs, through discussions
with our several consultants, (see Appendix B), and by othep appropriate means,

4. Four parallel but independent efforts will be carried out by the four
Research Associates (see Appendix A). Described briefly below, these efforts
will be presented in much greater detail in subsequent Research Memoranda:

a) Professor Hardt will concern himself with some of the différences
and the similarities between educafional change and innovation in Western
European nations znd the U.S., with a view toward identifying those educational
"universals™ andlcultural variables which may make a difference either to our

conceptual framework or to its applicability.
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b) Professor Talbott will concern himself with the ramifications
for the knowledge utilization process of how the process of "inventing inven-
tions" (i.e., doing "resccrch'") is conceived of--the philosophies and assump-
tions underlying it, etc.

c) Professor Costello will concern himself with the dysfunctions
of knowledge utilization systums given the particular ways in which the
components function as a consequence of the ways in which they define themselves,
or are defined by others.

d) Professor MacLean will concern himself with the rele#ancg and the
functions of creativity in knowledge utilization systems.

5. Finally,_we anticipate the need to 'test out," validate, explore, or

. develop various aspects of our reconcentualization as it takes form. This_will
require field consultations, informal discussions, possible simulation, or
other means of examining or developing the usefulness or the efficacy of these
various aspects of our '"model."

The aim of this first major phase of our project will thus be (a) the
development and "debugging" of an alternative "model" or strategic way of
viewing the process of knowledge utilization in education, in the social-

organizational-communicational-technological context in which it occurs; and (b)
the development of certain hypotheses grounded in this model which seem to offer
special strategic or tactical promise,

Thevsécond maﬁor phase of our effort will consist of a series of tests,.
explorations and exploitations of these hypotheses, with a view toward demon-
strating either their strategic or their tactical potential, or both. This
effort will not be fully defined until tentative conclusions are reached in

the first phase--about December 15. A Research Memorandum describing ‘this
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second major phase of our effort will therefore be issued about that time. The

overall timetable for the project is presented in Appendix C.

Questions, comments, and suggestions will always be welcome, from any

interested source. Please address all correspondence to:

Knowledge Utilization Study

Center for the Advanced Study of Communication
Communications Center

The University of Iowa

Iowa City, Iowa 52240

U.S.A.

Phone: (319) 353-3259 or 353-5ulu
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APPENDIX A

Research Staff

Lee Thayer, Ph.D.
Gallup Professor of Communication Research and Director of the Center
Director

Daniel E. Costello, Ph.D.
Assistant Professor
Research Associate

Hanno Hardt, Ph.D..
Associate Professor
Research Associate

Malcolm S. MacLean, Jr., Ph.D.
Professor and Director, School of Journalism
Research Associate

Albert D. Talbott, Ph.D.
Associate Professor and Associate Dlrector School of Journalism

Research Associate

Micaela Conley
Graduate Research Assistant

Tom Deats
Graduate research Assistant

Ed McLuskie
Graduate Research Assistant

Robert E. Skenes
Graduate Research Assistant

Mary Trapp
Graduate Research Assistant

Kay McDonald
Administrative Assistant and Secreotary
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APPENDIX

Epnsultants

Marvin Adelson: Professor, School of Architecture and Urban Planning,

University of California, Los Angeles, was director of the Office of Education's
Educational Policy Research Pilot Center when at System Development Center

He is a founder of The Institute for the Future, and of Information Transfer
Corporation, Santa Honica, and author of several articles on the ﬁtilization

of knowledge and technology in education.

John B, Bear: Director of Communication, Innerspace Environment, Inc.,

San Francisco, was previously Research Director, Child Development, Bell and
Howell Co., Chicago and San Francisco, and Director, Center for the Gifted
Child, Inc., San Francisco. He has also served as consultant on new eduéational
products development for Encyclopedia Britannica, Xerox Corp., and General
Hotors, and was Research Associate at the Institute for Personality Assessment

and Research (Berkeley) during the 7-year Creativity Study.

Richard 0. Carlson: Professor, Derartment of Education, University of

California, (Santa Barbara). He is the author of numerous articles and
monogréphs on educational administration, reSearch, and innovation. He

served as a visiting profeasor in 1965-1966 at thy Graduate School of Education,
Harvard University, and served as the acting director of the Administrative
Sc1ence Center at the University of Pittsburg. Professor C;rlson has also

been a research associate for the Center for the Advanced Study of Educatlonal

Administration and Professor of Education at the Unlvers1ty of Oregon.
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Donald P. Ely: Professor of Education and Chairman, Department of

Instructional Technolcgy, Syracuse University. tHe is past president, New York
State Educational Communications Association; past president, Association for
Educational Communications and Technology; and president, University Consortiun

in Educational Media and Technology. The author of several articles in Lducational

journals, Professor Ely's most recent book is Teaching and lMedia: A Systematic

Approach (with Vernon S. Cerlach).

Richard G. Gray: Chairman, Department of Journalism, Indiana University,

was national director of Project Public Information of the U. S. Office of

Education 1966-69. He is editor of Education and Communication in a Dynamic

Society (with Robert M. Hutchins, Norman Cousins, Stephen Spender, Thomas F.

0'Dea, C. West Churchman, et al.).

Sr. Ann Christine Heintz: Initiator and Instructor with the experimental

program at St. Hary's Cenfer for Learning, Chicago, with eighteen years expefience
in‘secondary educational, rural, urban, and inner-city teaching. A past director
of the Curriculum Commission of the Journalism Education Association, Sr. Ann
Christine has developed rationales for communications education, developed feaching
materials, and initiated national in-service support for the NCTE, NEA, and others,

as well as preparing such high school textbooks and worktexts as Introduction

to Independent Learning.

Anthony M. Hodgson: Director, the Centre for Structural Communications,

and technical direetor, Structural Communications Systems, Ltd. Mr. Hodgson has
done research in group dynamics, the structure of knowledge, and educational
technology at the Institute for Comparative Study (England), has teacher qualifi-
gation from the University of London Institute of Education, and is co-developer
of- a unique program for examining individual thought processes (in a group setting)

for the solution of knowledge~utilization problems,
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Paul F. Lazarsfeld: Professor Emeritus, Bureau of

Research, Columbia University. He is past president of .. B
Sociological Association and AAPOR. Professor Lazarsfeld has published
extensively on problems of opinion research, methodology, and uses of

sociology. A few of his American publications include: The People's Choice,

Radio and the Printed Page, Mathematical Thinking in the Social Sciences,

The Academic Mind, and The Uses of Sociology. While at Columbia University,

he became Quetelet Professor of Social Science, and Chairman of the Columbia
Bureau of Applied Social Research. He has also taught as a visiting professor

at several universities, including two years at the Sorbonne in Paris,

Robert S. Lee: Education Research Administrator, Intermational Business

Machines Corporation, was Associate Director for the Psychological Corporation
and senior project director for McCang¢Srickson, Inc. The author of several
articles which reflect his gcgearch'iﬁterest in the environment of public
education and in curriculum development and teaching, as well as basic
research on the role of belief systems in communication with various ﬁublics,
Dr. Lee's most recent book is a comprehensive review of current simulation

and experience-related learning techniques, entitled Experience Learning.

Everett 1. Rogers: Was Visiting Scholar, Institute for Communications

Research, Stanford University during 1970-71, on leave from his regular
post as Professor, College of Communication, !llichigan State University.
His teaching and research interests are the communication of new ideas;

his best known book is Diffusion of Innovations, and his most recent work

is Communication of Innovations: A Cross-Cultural Approach.

/
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Lawrence Rosine: Senior Analyst, Midwest Research Institute (Kansas City),

was previously Program Director of the Aerospace Technology for Regional Advance-
ment Effort, supported by the Technology Utilization Division of NASA, ..d for

ten years editor of Electrical Design News and manager of marketing services

for the Wilcox Division of American Standard. He has done research on the
problems of communicating to aged audiences, adoption of an emerging media and
political activity in national elections, the study of the problems of educational

television, and the production of gudio-visual materials.

Frank E. Schooley: Director of Broadcasting and lManager of WILL, AM-FM-TV,

and Professor of Radio-Televigion at the University cf Illinois. He is currently
serving on the Bvard of Directors of the Corporation for Public Broadcasting to
which he was recently reappointed by President Nixon; He is past president of
the Nationgl Association of Educational Broadcasters and a former member of the
Joint Council on Educational-?elevision. He has also served as. member and
officer in numerous local and state, professional, civic, and charitable

organizations.

Robert Lewis Shayon: Contributing Editor for :slevision and radio, Saturday

Review, Professor of Communications, the Annenbersz School of Communications,

University of Pennsylvania, is a distinguished writer-producer-director in broad-

casting and associated media. Involved in educational broadcasting since its
inception, he is a member of the Board of Directors of the National Association
for Better Broadcasting, a mcmber‘of the Educational Broadcasting Consultants
Panel of HE!', a member of the Pedefél Commuﬁicatiéns Committee's lational
Committee on Instructional Fixed Television Service, and was recently appointed

a member of the Board of Trustees, the National Citizens Committee for Broadcasting,

futhor of one of the earliest studies on that subject, Television and Qur Children,

Mr. Shayon's most recent book is Open to Criticism.
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William Stephenson: Research Professor, School of Journalism, and Director,

Communication Research Unit, Missouri Regional Med' -al Program, at one time
Director of Research, Nowlands and Co. {New V k), ~onsultant Psyehologist

to the British Army, he has held LI~ post es Distinguished Research Professor

at the University of Missouri at Columbia sinca 1958. Professor Stephenson's
most recent rescecarch work has involved the problem of communicating new knowledge

in medicine both to praecticinz physicicas and o various ublics,
p 3 phy P

Randall M. Whaley: President, Universi*y City Science Center, 3508 Harket

St., Philadelphia 19104. Dr. Whaley was previously rrincipal, Cresap, McCormick, .
and Paget, Inc. (New Yck), with specific responsibility for consulting with
educational institutions, and Special Consnltant, Anecican Council on Education,
after @ disminguished cdniuistvative czovzy o Purdue Unive-sity, Wayne State
University. and =s Chaucellor »~f the Usiver:ity of Missoun: at Kansas City.

He has served as T:uccutive Difector, Alvizory Load on Education, National
Acad;my oi Sclience-Nation.:l Rerearch Comcil, 02 @3 Precident of the American
Sciencc Film Astocictinn, and tla atown-cional Scientific Fillm Association.

The Univérsity fity Szicnce Center is & imge ard wowplex enterprise designed

specificilly to cocelerate and faecilitot Zicwliedge utilization.,
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APPENDIX C

The Timetable

The timebable in brief is -

September 1, 1971, start of project

November 15, 1971, first report to NCEC: description of work to date,

first elaboration of conceptual framework for second stage work,
and first outline of specific research, simulation, etc., to be
carried out to explore or test or further elaborate the conceptual
framework proposed

January -3, 1972, fincl concurrence between the project staff and the

OFE p:»ject officer »n the schedule for the TeEmaining work

Fel ruery 15, 1972, ==chnical progress report, including final schedul. .-

/.
of all remainizz work

August 1, 1972, preiiminary version of final repori to OE project
officer

August 31, 1972, final report and termination o= project
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We oselieve the day i3 not far distant
when the ERIC networs will 1ink universities,
professional organizi:tiona, school systems,
boards of education~«~the ¢ntire educational
community~-to speed all research results to
places where they are needed and when they
are neededs That 1s our goal.

-=-Lee !« Burchinal

Assiatant Commissioner,

National Conter for
Educationa Ccmmunicotion

The purpose of this paber i1s Lo develop some thoughts
and questions about the organization, the function, and t4e
consequences of the establishment ea1d operation of the U.S.
Office of lgucation's (0%) various Informatios or data
acquiring-processingaéroatingcdisseminating services anc
programs. Of particular interest and emphasis in this
brief paper is the ®ducational Resources Ipformaticn Certer
(ERIC) which is a program of the RByreau of Research of the
Office of Education. |

Historically education in the United States has been
the responsibility of the individual states rather than the
federal government. Ay a result of this a complex arrar of
diverse educational tralning and research coperations has
grown into being. "The research structures in the United States
that relate to education are so numerous and diversified that

it is impossible to spouak with unassailable authority asbout
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1
their current activities and organizational patterns."

In very general terms one can say that traditionally
there have been three major sources of dissemination of
educational research information in the United States: 1)
frofessional associations; 2) Universities; 3) Government
agenciesyaUnder these three very general headings ome could
also place the sources for most of the educaticnal research
programs in this country except thuose whict are funded and
ope;ated by private and indutrial organizations. Top officials
in the Dffice of Tducation tend to wiew three audiences as
being the'primgry target of educatiomal research dissemination
programs: 1) Researchers; 2) Educatiomal decision-makers and
practitioners; 3) General public.

In recent years the Federal Government has become more
and more a major agent in the dissemination of eﬂunatibnal
research information throughout the country. Ostensibly
"ERIC was designed to develop "a national information

" system dedicated to the progress of education through
dissemination of educational resources and research-related
material."” v The ERIC program was developed by the Office

of Rducation primarily becmuse 01 people saw a need for

1-Sam D. Sieber, "Institutional Setting," in The Role of
FducationalbResearch in Wducational Change-~The Uplted
States, Conference on th= Role of Ljucational Research .
In Fducational Change UNESCO Institute for Bducation,
Hamburg, Germany, July 19=22, 1967. (ERIC document #
ED 612 505)s pe. 3.

2~-Thomas D. Clemons, "Dissemination of Research Resuits," in
the above UNESCO docum:nt, pp. 40-57.

3"Ibido

h-Wesley :imonton, "Implications of the ERIC Llerringhouse
for Library and Informatizn Sciences," Special Libraries,

0. NDecember, 1968, p. 769. RN 18




obtaining information about the varidus research and
development pro jects funded by that office, and because
OFE peuple believed that educators needed to have ready
access to the work of other educators and educational
researchers.

| From 1ts beginning the ERIC system was designed to

be a de=centralized nation-wide information system whose

"products® would be developed and disseminazed by subject-
area experts rather than by information system specialists,
librariens, or documentalists. The primary objective
of the ERIC system centers on the disseminaticn and the
utilization of educational information within the "educational
community.” At present the major functions of the ERIC
information clearinghouses include:
==The identification and acquisition of
"fugitive" documents and literature such
as technical reports, unpublished speeches,

etc-

-=lvaluation of the literature collected
from all sources.

=«Indexing and abstracting documents, 1lit-
erature, etc., for inclusion in the monthly
ERIC catalogues, RIE, etc.

-=Building and maintaining local clearing-
house files of documents, literature, etc.

--Analyztng information which is of general
interest to the educatiomsl temmunity and
presenting such analysis In siste-of-the~

gzﬁarvey Marron, "BRIC...4 National Metwork to> Disseminate
Kducational Informatiorm,™ Special Libraries, December,
1968, pp. 775-782. .
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art papers, reviews, bibliogrsphies,
etce

--Providing documentsA(copies) which are
not readily available from other federal
clearinghouses or information systems,
er which are not "in" the central ERIC
system. .
onﬁevelopment and maintenance of close ties
with professional associations and agencies
in the educational communities served by
the particular cle@ringhouse.
Dne of “Xe major assumptions of the pjtrners of the
ERIC system 33 that "the development of a comprehensive
announcement service and an accompanying mechanism to
agsquire...dozuments at a reasonable cost are prerequisites
for the wlde-spread utilization and adoption of new ideas
and practices in education.™ 1In addition the ERIC planners
felt that It was crucial to "develop a multi-leval set of
resources and organizations to provide the more direct
7
informatiom and consultive services for the user community."
Thus the ERIC system builders planned to establish and
maintain rellstionships with regional laboratories, research
and development centers; instructional materials centers,
state-operatmd agencies, and local "one-stop" information
centers. Suci: organizations were seen as "links" between

F;beao, Pe ’WO
7-Ibld.
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the information gystem and the ultimate users of the
information.

In their system the ERIC peopls view the relationship
between the centril system (RBRIC) and the local and state
operated centers und other 0F research and devslopment
centers and laboratories as a kind of "information merchandising"
in the market place of ideas. Har vey Marron, for exsmple, who
is directwssr of tho OE's Information Resources division has
said that "FRIC can serve as a 'wholesaler' of information
products and serrvices while the sctivities {of the regional
labs, R-D center:s, 3tc. ) cen be the 'retailers' which can
form the essential interface with the actusl users of the
products and services."

Apparently, t1en, one of the basic assumptions behind

'_the rationale of the WRIC system‘(and other OE information
systems) 1is that educational research "information" is

. a product which educators in the field not only need but

want and will ‘e willing.to "buz" i.e., expend some energy

and time in e»d-r o chtain,

_However, an interesting paradox is evident when one
looks, for exmmple, at the adoption of innovation in
edhcatibno Aa ore OE administrator has pointed out, many
if not most of the "innovations" in educational systems and

programs throughocut the country, "have been innovations,
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or inventions, right off the top of the head, growing

out of intulitiono" Thus informatiun is envisionod as

being rational and more accurate than intuitions and much
educational innovation is seen as being based upon "intuition"
rather thaﬁ upon "information." But if "informaetion 1is

really as desirable emd needed a "product" as the ERIC rationale
apparently assumes it to be, then why are educators still
"buying" Intuition rather than information? And would educators
"buy® iﬁformafion ever if it were more readily available

than intuition?

Perhaps it would prove more ugeful if we thought of
intuition as a form pf'informationo It might,'ih fact, take
"intuitive information™ on the part of an individual to
recognize that he or she really "needs" or "wants" more
"rational information."

In'attempting to build a de=centralized national

educat’onal information system or network, the ERIC planners
were hoping to keep educators with special interests involved
in the entire program rather than aliowing librarians, etco,
tq operate the program. Such an approach was thought to
helpful fn'mainfaining close contacts at various levels with
educators "in the field." The RRIC plamnners also were aware
that éducational experts in research are not necessarily more

~. .
"expert" than classroom teachers vis-a-vis educational "problems"

§-Tﬂomas Ds Ciemons, "Informatimn Tpansfer and Research

Utilization in Egqucation," a speech before the Michigan
Department of Education, July. 1l4m 1969, (R®RIC document
# ED 0 39005.) - '
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at the classroom level. In addition the RRIC planners

also recognized that different "kinds" of information are

needed at different times by the same psople in any decision-
making processo10 Thus it was assumed that if one could

supply educators with all the different "kinds" of information
available, the individual educator could select that which he or
she felt was Ehe kind 3{ information needed, viz., that which

was most "relevant."

Now, one very simple way to develop "kinds" of information
1s to divide the mass of available data into categories or
subject greASo A look at the subject areas established for
the FRIC clesringhouses indicates to some degree what areas
were deemed ﬁost imporéant (for whatever reason) i*y the ERIC
planners. The question may be asked how "relevant" to the
rotential users of the ERIC information were and sre these
subject areas and the subsequent "kinds" of information
placgd in these categories?

One may also question how "relevant" to the education
of millions of students is an educational "information"
system wﬁioh cannot be used by students except those at the
university=college graduate'level? | |

It is also interesting to ask if students, of any age or

grade level other than the graduate level, are participating

IO“Ibido :

11-See John Coulson, "A Comparative Study of Differences in
Judged Relevance of Abstracts Located by Two Information
Systems," (ERIC document # ED O 39008),
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in OE educational research and development laboratories

. or projects as researchers? Ias it neceasary to assume that

grade -school students, for exumple, ocan only serve as "subjects"
in educational experiments and research projects, and not
as researchers? It prohably 13 necessary to make this assumption
If one insists that the only kind of research which is
"good" is that which ’s "scientific" (read scientistic)
research.

As for the sublect areas of the clearinghouses there
are at present clearinghouses fo. Teacher Egucati n, Sociai
Science Eaucation, dighev Ejucatisn, Early Childhood
Equcation, Adult “qucation, Handicapped, '‘eading, Lingquistics,
Science and Matliematics. 'nglish, Tasts, Measurement and
Evaluation, Iihrary and Information Sciences, etc. (None of
which can be used by students below the graduate |avel,)

| There ig ro FRIC clearinghouse on philosophy.

Nor an F.IC clearinghouse on art; nor one on h§w to
utilize leirure time.

Nor is there an ERIC cléaringhouse designed to to
supply teachers with problems rather than answers (i.e.,
"inforration). Ip fact an apparent implicit assumption of
the F(IC system is that by the time one oes searching in
ERI¢ for "infqrmation" he has "the problem" pretty woll
defined or at least named. BRBut if tluis is so, is what the
ayatem user needs "information"™ which fits the problem as

naved or as defined by him=<or wouli it be more benificial
RM-24



in the long run to provide slternate ways of going about

naming "the problem®"

How much, if any, of the "information" processed and
disseminated by RERIC and other OE énformation services
1s "in-forming?" That is, how many people who have
utilized ERIC or other OFE informational programs have
changed their basic conceptual frameworks as a result of
the use they have made of OE products? IHow would one go
abéut determining this? And should this be a criteria
for success or failure? .
If we talk of the utilization of knowledge, and the
dissemination of information, what are our criteria for
determining what we want to mean by "knowledge,” or
"information," or "utilization™¢ If, for example, "utilization"
6} th; "j{nformation" processed and stored in an RRIC
clearinghouse is to be determlined by the.number of requests
for documents, microfiche, papers, etc., one could easily
increase (progably rather dramatically) the "utilization
rate" by mereiy inecreasing the ambiguity of the document
titles. This would in turn have the effect of increasing
the "relevance" of the stored documents~--for tlie less people
know about a subject the greater is the tendency to judge many
itema'rglevant" than when they have adequate evidencs to
discriminate between whet is "relevant" for their purposes
and what is not. W{th ambiguous titles (e.g., computer

o numters and broad "descriptors") anyone utilizing ERIC would

ERIC

mmmmm bie forced to requ est many documents in order to select a few

.« .




which might prove nuseful. (Of coursys, if the titlesare
too ambiguous few people will make use of the systema

We must, I think, decide whether when we takk of
"1nformﬁtion and "relevance"™ and "knowledge" and "utilization"
we are pla ing the critqria for their determination within
the parameters of the data<information processing apperatus
of an OE "information system® or within the individual®s
communication systeme~lse., within the relationship between
the user and the "product." |

It may well be that the way in which we concieve of

"information" by aﬁd large determines the kind of inférm&tion
"in" thé informat'on systems we bullde If "informagion" is
thought of as being rational, objective data, facts, smpirically
sound, etc., then the "information system" will probably be

built to provide "answers" rather than questions. Perhaps
"information systems" would be more ﬁserul if their "information"
was speculative, theoretical, philosophical, value-=laden, Btc.

People may need good questions more than they need good answers.

Note: All material cited in this memorandum is available
in the Center library files in CC' 300.
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Educators, Information, and the .3an Desire to Control

The puritan is alﬁays.with USe - if for some reason
there were nonme we should, as Randoly “ourne once noted,
nave to inyent thems For man is forss: - devising ways and

. new methody of self-denial and selfems. me What gives the
puritan tke edge over most of us "reffewiied puritens” who have
neither fhe faith, stomach, nor dedicati-.1 of the staunch,
full-flodped puritan, is the purits:='  aevotion to controcle

It 18 the desire to control o .= ., others, and the
world that drives and ultiputely per=i%s the puritan to
succead; and the successful puritan i: the most satisfied of
all creaturss. As Bourno put it; the puritan:

«somust get satiafaction or he would not be so

prevalent. I accept the dogma that to explain

anybody we have to do little more than discover

Just what contentment people are gatting from

what they do, or from what they are permitting

to have lazr:en. to tlion, Or even from what they

are flinging their will into tryi- - to prevent
have happen to thems For, if 17" . anything

*The ideas fundamental to the development of this memorandum
stem from a reading of a short article by ‘Randolph Bourne
entitled "The Puritan's Will to Power," which was first
printed in The Sewven Arts, vol. 1 (April, 1917), pp. 631=637.
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r2afitive, 1= is = s 29 of control.

Tze puritan achi swes -s ontrol thromm the curious
and .zparent paradoxicel seitis:action of imoxises toward
set feesteem and self-absrememi~-toward persomal impulses

2
of being regerded and bzup-nezlected. By brewing a powerful

mix of these two impuisers tne uritan develops racipes of
ssifesacrifice and absapent (e~ 3., meekness, regimentation,
renunciation, discipline, szav .) which in time c sme to be
viewad as virtues and ideziiize: goalse. When such modes of
salf=gabsement become ifieelizmed modes of behavior the ﬁuritan
saxligfies his impulse or =#7lf-esteem through self pride in
mee=ing the demands of kis regximentated life. A supreme
pur-tan goal is self-controy (especially in the face of
adwersity) and his concomitar:: pride in its achievement.
Thus, "The puriten gets his satisfaction exactly where the
most carnal of natural man 'getz his, out of the stimulation

of him pride.™

Bow, it wnudd appear thw=z %hare 3ve a great numbes af
ourizans in thki.: countzy's aJuc “tirinal community. in fact,
the mntdre thr.st of thinkimp ti”t leads to the fdemlization
T—TEEEfZTp.‘BB N

ZDIB&éw Pe 6Z3e
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that "informaiion" or "louwl o ©r e "digs:iolined sea: b
for knowledge" are good in =nd . thoisselves z-z=2cks of
intellectual puritanismea For &i_ 7@ no incrinsiz virtuas
in "information" or "knowledwme" .1 ' ough ther w — bes of
groat pragmatic values lnowled e in: informatio: Hmly bacoms
virtues when they are idealiuswde [+ 3 only wran c .z becomea
rroud of knowledge, or proud of AL rmaion, or prowd of

the search for knowledge that = zaoinsg gself-gatiss=ctio:.

from these. "The puritan only .25 to reap his swtisfaciion
in

0

when the selferepgardin:; impulme ccmes into plmy.”

Mow many educators, prouwii of “tusir knoulaedge and proud
of their searching for knowlei >y uwfiziZ those "virtaes" wuch
in the manner of a Bible-bels rrangeligt thamping is Good Jooke?
Tow much of the education dedie:.t.=n, digeipline, and re  laentation
of léarning toechniguoes viewmd o mony as "mecessary’ lor
education are in fect necesser; for learning? I1ow muck i
Just contrived puritan selfeglidsaew sat amd self-gst=zem? To the
real puritan the virtue of knowledge Zies not in »-u§ $r a1
hut_“n Y imposition of what 1s known upon othsrue Thus whors
develops "right ways" and "wron: ways" of lesrnin, and c_.s.overy;
"right ways" and "wrong wn'." of ohZsiining infom. ctiemm vlght
towreez" and "wrong sources" of informmtion. For wre i

puritan the beauty of knowledgs lies rot so muech i- the “2ontent?®

[=Ibide, po 63« RM-30
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nor even in the "process" but, rather, in the sources If

the source is "right" the knowledge must be "righte"

How much of ths fallure or refusal of classroom teachers
i@ utilize "information™ sources such as ERIC is puritan sel=-
sacrifice? That is;, to what extent are classroom teachers
"proud" of their self-abasing ignorance of educational reseaz=n
and'proud” of their humility and self-deprecation exhibited
when they admit they do not use such material and couldn't
understand it if they did.

"low much of the selfsrighteous nuritan ethic of sacrifice
and denial lies in the teacher's lament that many vitally
needed educational materials and facilities are seldom if
ever avallable in the needed quantities but somehow he or she
will struggle (pron”ly) and manage to "get the Jjob donef“ The
humble struggle of the public school educator agsinst tremendous
obstacles (including, of course, poor students and low aalaries)
may be a way of making oneself, like the puritan, "unhappy in
~ways that are notvquite severe enough to excite pity and yet
run no risk of arousing envy."

The builders and operators of educational "information"
systems such as ERIC at times appear to bwn puritané wandering
in search of prodigal sons and daughters (i.e., teachers) to
drink from the Holy Data Grail. The puritan‘desire for

simultaneonsly being regarded and being neglected would appear
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2 otell Lled in dhe 7 el whese ade stlor . “alormation
Sreaminate Ty whoce great Tl s ol deig are Iahly mszarded
s zondesn asede Ons vorl o sl oo thay cochot . net s e
2eolani e specialiete® caloy ibedr piisht ~aking pride
‘o Taioni deva and pride lr. theis e lfegac-i7i s in Tiaining
hia date chideh g nenientoed. oot imen dotn 0 o8r cith o of
FLLR wernlianic Torvor o - e Lho "nead® o oo SG The gead

et o edurational rezearch
Tho wuritan seaks somirol. fnd Btho pLPit-A Information
specinllst aftompts to comirel e information is aweiliable,
aiormines vhich dnformation 1s “pood® and which is ™bad®, whieh

[

~s "meadad” or "necessary” and wnicl is note The paritan
fmdoraniion cpecimliist net only dstermines which "problems"
are @08t inportam it but whizh eusuwara are wost appropriate,
e shus soalts to atiain control over whak educaticnal tasks

are Lo he undertaken and tha menner in wkich thay are to bhe

sompinted: The true puriftan ls a self-smcerificinz indivicdual

it [

vho "is gt once the mest unselfish and thks most seilerighteous
of wer:. There 1s mothing =8 will not do for you, g-ve ump for
you, sulfsr for youo. But £ the same ¢ime there is mo cranny
ol ¥your world that nz Wwill mot flluminate with the virtue of

this doling of hise"

"k

wmink

18

ng sies in the combining .

e

The eazence of purltam ¢

Gf seifless devotion with mnll-rightoousness. Now, the true

[y bid . Tp. 635,
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Taritan Ig (3% an 2 wije. .- nush spresd “he good word.
Zelifless deve oilcn enm zelli torirTil are nobt encugl te stzein
oomtrel un_oe=s they can be mad- Into idsals Jor others To

?milowe Anc wnen others do Z3TI.oi those idezlisz - assrves to
cenfirm anc ‘w3tify fkm puriish = seif-sacrifice: But to get
othars to se=x an ider . on: =% not oaliy sprest the word one
niust also ulzimately =mforew toe word.

‘A primery mede of puri tan bahawlor and sacriice is

tzo renouncing of "thinms" whizl mzke 1ife easy : 1d from whose

aze . one must abstein. For tes-hers one of thess "things"”
tc be avoided may be educationg” research inform=tion. By
renouncing the need Tor edwcatiwnal resemrch information or
.~ participating in ressesrzh .tself, the purizan teacher
naast not only aebstain buf rmust envinte others o abstaine

In the compelimg =f others Lo abstsmin. you
have the final z7ut of puritanical power. For
in getting oth=wx peopis to Tenovmge g Thing,
you thereby get renswed justificesion for your
own renouncimge And so the puritan »=w =0 on
inexhaustibly ™niling up his satisf=uciion, ome
impulse reinforwimg the other....thas: puriten
Ls so0 well intlesgrated, ne almos™ alwwsys ruales.
Ths persom wiesee saizi=z actlions o2 control are
more varIous and worrs refined Lz oo the éafen-

give ageinsts hiwm. ;

Jays of kmowing--viz... msys of Tgeging" the world--are

ossentially ways of coniroiIimpg Zi= world amd cme™s relaticanship

7:Ibiduv Do 6360



o that worl<.., +h various communlisatlonal SK1L s &l
techniqumas mzn dewslops - sfiect to a greater or _esier
dogres the wsys he viewe the world snd himself. Iftam
new ways of viswing the world spur the develipmeni of new
swrategios of communication.

If communication is wiewad ss a process wiatsm primary
aim is to develop nrganization and comtrol if csm be seen thal
mu=i of what man Foommmicates™ and how he "commumicstes" are
basicaily consorvztive--ices, designed to minimiz=z not maximize
chamge. Man tends to hang onto those ways cf viawing the world
whizh have proved most useful Lo idm in the pastz New ways
of 3seing threaten the old ways.

Some people are apparently satiafiec with a few basic
visws of the world, while others, for what:ver reasoms, sre
satisfied only with diverse viewpoimts. The puritan gay well
ne, as Bourne smid, "a csme of arrested dmvelﬁmmsnt."v' If sm0,

no swoumt of "informatior”

" generated for th. porlian”s use will
suffice to insure his growmth and dowelspmean.. Thus thie goal of
edncaﬁion ressarch informetion digsoumematics perhasps =hould not
b= cimed at "saving" the muritem but, rzther, at "sorrupting” him
eng 1n providing elternaiives to tho existing pazans. For as
Bourne noted: "Perhaps nz omne cam raally be 3 good amppreciating

pasam who has not once bmen a bad pmfitmm@“ And thexe i3 moro

them a 1ittle of the pmritan in onsly of use

Ss-i’ﬁhid»», Pe 636u
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Western Europe: A Look 3t Social, Cultural
and Political Conditions for Education, An Qutline

by Hanno Hardt

The {oll~wing remarks are intended to describe the nature of a satcllite
project of the MCEC Knowledge Utilization Study presently conducted by the Center
for the Advanced Study of Communication at the University of Iowa.

As an exploratory study of‘the impact of technology on knowledge utilization
in a number of European coumtries:., this project will attempt to providé some
comparative observations of roles and functions of educational systems by focusing

on the development of education amd democracy as social, cultural and political

concepts in technology-oriemted scrieties. The results of this project may help
define the problem of knowledge utilization in the United States by providing
additional information about educational changes and innovations under varying
conditions of social, cultural and political communication. They may also
contribute to the interpretation of knowledge as a social phenomenon subjected
to the legal and pblitical processes of contemporary societies.

Traditionally, education in Western Europe has been concerned with the
role of communication. In this there has been no change, since even the most
recent events to bring about a 'radical' change of educational philosophies (and
this includes the reform movements in the United States as well) have grown out
of a serious concern about communication, popularly expressed in terms of
improving human relations or educating individuals for a better understanding
of others and themselves and their roles in society. Earlier, verbal skills

and the mastery of literature, for instance, were expressions of similar concerns,

Q RM- 36
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and values placed upon communication by educational theories stressed the
importance of man's knowledge of man and emphasized the study of history,
classical literature, languages and moral philosophy, in particular,

Although theories may have cbanged over time, the education of the young
has always been considered a major social task. While educationalists argued
once for the protection of the young mind against extefnal influences and dis-
ruptions of the school effort during the years of a student's formatio, later
theorists favored a confrontation with the complexity and difficulty of contem-
porary life throughout the period of formal education. At all times, society
recognized the importance of education for its own survival, growth and stabiiity,
and formulated specific social and political programs to give direction to the
educational enterprise. Financed and directed as a 'public' activity, education
became a legitimate problem of society that could be dealt with more effectively
in an institutional setting rather than in the home. The separation of the
individual from his family for purposes of 'getting an education' increased
the chances for a successful control of content and context of the educational
effort; it also moved the burden of responsibility for an education as a valuable
experience from the family unit to the larger social groupvable to create and
enforce appropriate laws that reflected the sense of urgency and the value
attached to public education.

Given its original framework, however, education as a mirror of society
throughout the history of Western Europe has reflected only the values of the
middle class bourgeoisie, Under the social and political pule of a bourgeois
society, education discriminated successfully between the privileged few, whose

training in lycee, Gymnasium and university prepared  them for careers in

RM-37




government, business and industry, and the majority of the_people, whose
primary education was to equip thém for the responsibilities of a citizenry
through reinforcement of cultural values and confirmation of political and
economic alliances that helped maximize the stability of society. Accordingly,
the goals of education could be defined as the fulfillment of human values
held by political and economic powers which either had replaced particular
interests or desires of individuals through bolitical force or had claimed
their legitimate representation through various processes of the democratic
system.

Problems of education, unlike scientific problems, arise because of the
inconsistencies or inadequacies in the social order; unlike scientific solutions,
the solution of educational pfoblems rests upon the creation of a social environ-
ment that believes in change as a morally desirable =zondition and fhat supports
the idea of technology as a necessary conceptual scheme that allows for the
implementation of changes., In this context, education as a dialogicai situation
has undergone a number of transformations.

The face-to-face relationship of the oral tradition, when individuals learned
by listening and questioning and when memorizing was regarded as more important
than the learning of letters and the spelling of words, was drastically changed
by the print age when written records and books replaced individuals as teachers,
when knowledge was stored in type not unlike contemporafy'memory banks, and when
man gained the freedom to read and to write, thereby extending but also trans-
forming the character of the dialogical relationship between teacher and learner,

These.changes of technology almest immediately converted questions of con-

. tfolling'fﬂé environment from those‘of territorial domination and physical expan-

sion to those of control over the dissemination of thoughts and ideas, and resulted
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in the adoption of the technology of communication for educational purposes
by the spiritual and secular powers of Western Europe. Thus, the ruling
elites had taken the evolution of man into their own hands and carefully
maintained its control throughout the following periods of social and political‘
change'into the age of democracy. 1In the meantime, the rise of industrial
powers and the increased sophistication of technology encouraged the develop-
ment of a manager-elite, whose political and economic values were eventually
reflacted in the educational systems and in the minds of the young who were
being prepared for careers in the technocracy of Western Europe, not unlike
their great~grandfathers who had learned to respect "and live with the values
of agricultural and trade interests of medieval states.

Technology, not unlike democracy, is a process whose intensity is a major
force in society. It also contributed to the increasing separation of individuals
from a control over their social and political environment, a problem that has
been repeatedly dealt with by Max Weber, Herbert Marcuse, Erich Fromm and others,
In this respect, communication as an instrument of technology, and specifically

in the context of education and democracy, helps propagandize an ideology of

' technological progress that is based upon the myth of the democratic process,

What is suggested here is that technology has brought about by its own nature

a conceptual change of education and democracy. In addition, within the sphere
of instifutionalized education, the problems of knowledge utilization may also
be affected by the preoccupation of modern educationalists with techniques of
communication, not unlike technocrats, with{the result that considerations of
communication and edugation in the broader sense of social and physical well-
being of society are translated into further designs of systems of dissemination
or knowledge utilization within the educational system, instead of alternative

and 'unconventional' systems inside and outside the formal institutions.
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In its quest for knowledge, society has moved from the pufsuit of knowl-
edge under difficulties, to the difficulties of coping with a knowledge
explosion, |

Following are a numbef of hypotheses that summarize a number of conclusions
that will be discussed in the final essay by the author; and in one way or

another, by the European contributors to this project.

« + « « . The problem of democracy and society as a nineteenth century phenomenon

has been followed by technology as a philosophical problem of contemporary man,

« + + o+ . Mass communication media provide technocrats with the capabilities to
mobilize the masses as consumers; they do not offer the masses the opportunity

to mobilize against them.

« « o « « Lducation in.téchnological societies is defined.as a process of economic
growth and development; e.g., education for production, education for consumption,

education for work (or leisure) as a form of consumption,

e o « « « Knowledge utilization in technological societies is identical with

raising the levels of production and productivity,

» « « « « The age of technology encourages the centralization of knowledge
genexration, diffusion and utilization through educational institutions and mass

media.
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« + « + o Education as an evolutionary process of society provides a necessary

control for the spread of technology as a twentieth century ideology.

¢ « + « . Mass communication media contribute to the expansion of technology
and to the education for technology beyond political and cultural boundaries;

they are by their very nature polycentric enterprises.

e « « o + Mass communication media reflect the values of a technological society

in the selection and presentation of information as a form of education.

« « « «» « Knowledge and knowledge utilization in a technological society are
defined in terms of access to the organization of information and to the techniques
of data collection and storage. They are defined as systems problems and not as

problems of the individual coping with his environment,

« « « + » The philosophical reconciliation of the conceptsof democracy and educa-

tion is insufficient to accommodate for the changes by technology.

+ + » « . A return to democracy as a social process (and to what this would imply
for the questions of knowledge utilization, education and technology) is
impractical, if not impossible, since revolutions are no longer the tool of the

masses, but can be made only by those in control of the technology.
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- Om Communication, Knowledge Utilizattion,

and the Educational Enterprise
Lee Thayer

There has been much concern, in recent years, with
"knowledge" utilization, The guiding assumption behind
much of this concern has been that any way of improving
the dissemination or increasing the utilization of "knowle&ge?
will directly benefit the human institution or human
enterprise in which this improvement occurs, and will
indirectly, therefore, benefit mankind.

On the face of it, this is a perfectly reasonable
assumption. We've seen what "science" has been able to
accomplish by concerning ltself with the timely and proper

'
>

utilization of its growing body < formal theory and research

~=its "knowledge;" Why couldn't the same success-Dbe had in
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other human endeavors |ike agriculture, social ==d economic
development, industry, medicine, indeed, even edwcation?
4i] that seemed t0 be needed was to find ar invent just the
right combination of techmics, and tme success story of
scierce could be duplicmf=d in literally &11 of man's endeavors,
So it has come %o pass that this recent concern with
knowi--dge utilization. Tin many quarter= has produced an
alrea-ty formidable ccilection of literz :re on the subject
of kmmwiedge utilization ¥tself. In one major attempt to
surve' .and assess thiis liferature,' Have ock argues the need

for a mew science-~the "science of knowledge utilization.,"

He cites as the two social forces which give urgency to the
development of this new "discipline," first, that there is

a ”knowledne explosion” which nmneeds to be ordered and contained

and second, that more and more people seem to feel that

"knowledge: should be usefwl| to men."

Such observations are so commonplace that they seem
self-evident, They seem valid and "true," in the sense,
however, in which Hitler's propaganda manager Goebbels said
things cduld be made to seem "true"--by repeating them of ten
enough,

Havelock's assumptions can be taken as representative
of those that have prempted and presently guide much of
this recent concern with knowledge utilization,  They are
not, however, altogether accurate or tenaple, |t seems

necessary, therefore, to consider those assumptions more

RM-47



thoroughly before proceeding.

—— R

The Need for "More™ Utilization

Umderlying mast of the Iiterature on knowledge
uttlization is the assumption that there is a need for
"more" or "better" utilization of knowledgs, In many
instances, this Is based on the further assumption that
there has been a "knowledge explos%on;"

Part. of the difficulty is, of course, semantic., The
"very imrge increase in the output of scientific knowledge"
to whicn Havelock refers is not to be attributed to the
fact that "scientists" are individually more knowledgeable
of a greater proportion of all that could be known, but to
the fact that the technics for acquiring, processing, and
dissemimating data have greatly increasedthe capacity for
producing, storing, and distributing raw data. The inventory
has simply grown, as Parkinson would say, to fill the
capacity,

Where is the hard empirical evidence that it is
knowledge which has increased? As Paul Weiss has observed,
this "purported explosion is merely a glut of unassimilated
data..,."?

The posture of many of those who have researched or
written about. "knowledge"™ utilization would have us believe
that "knowledge" is a commodity which can readily be packaged

L _ _ and stored and disseminated and "utilized." But human
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knowledge is not a commodity to be marketed and consumed
Ifke a can of hair spray; it is rather a matter of "deep
insight and understanding," as Weiss says. Knowledge is not
a technical commodity, but a human achievement,

This particular assumption Is a!so faulty because it
subtly and obliquely gets the cart before the horse., The
argument almost seems to be that, because we can produce
and file and distribute more data faster, we are under some

moral or "scientific®" obligation to consume it faster. The

circularity of that kind of reasoning strikes me as ironically

irrational, given the context.

The Values of Utilization

A second kind of basic assumption one finds in the
literature on knowledge utilization is that utilization is
pure virfue, and that there is some sort of purely positive
correlation befwéen the rate of consumption of available
data and the rate of benefit,

Brought to the light of day in just that way, such an
assumption is obviously absurd, But it has nonetheless
.glven life to a large proporticn of the several thousand
studies of knowledge ufilizaf!on to date., Many of those
who have done the major work in knowledge utilization have
claimed "scientific" status. Yet the task of science is to
question its own assumptions, not just to engfneer a solution
fo some--even highly valued--ob jective.
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Some Years ago it was suggested fo the Technology
Ufilizafion Division of the National Aeronautics and Space
Administration that any legitimate comprehensive study of
the process of technology utilizationPwould have to include
those instances in which there was "transfer," but in which
the "transfer® (of "knowledge") was disadvantagenus or
dysfunctional for the "transferee.," Thelr response was,
in éffecf, "But we don't want to know that.," |In many
respects, the literature on knowledge utilization suffers
the same shortcoming. One searches in vain for studies of
those instances in which "knowledge®™ utilization led in fact
to disimprovement, or in which utilization (of some new
"knowledge®) was destructive or debilitating, It could
hardly be doubted, for example, that at ieast some of the
problems we face in this modern world have been brought
down on us as a result of the utilization of the technological
knowledge that was available at some earlier time.

By-and-large, those who have studied "knowledge"
utilization, and particularly those who have studied
"knowledge™ utilization under the aegis of some outside
grant or research contract, have concerned themselves not
with the phenomenon, but with vindicating the widespread
belief that utilization is pure virtue, Thaf there is no
compel iing empirical evidence for holding to such a bélief,
is a useful pbinf of departure for bringing into question
some of the fdndamenfal concepts on which dominant models

-and theories of "knowledge™ utilization have been based,
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Observations on the State-of~the-Art

Since the purpose of this papef is to present neither
a synthesis nor an extension of present "models"™ of the
process of "knowledge" production-distribution-utilization,

but to develop an alternative way of thinking about and

looking at the process, it would be grossly misleading to
start with the usual "review" of the literature, In any
event, this has been adequately done by Ha?elock, Rogers,
Schon, and Carlson, and many dfhers.4

Rather, it will be most fitting to proceed by bringing
into question certain of the fundamental concepts on which
the dominant "models™ and "theories™ of the process have
been based,

First, it could hardly be overlooked that most of those
who have written about "knowledge" utiltzation in this
century have been very much caught up in the general western
world's love affair with scientism. This orientation mani-
fests itself in several ways. There is, for example, the
widespread belief that if enough data is collected, its
sheer bulk will somehow produce "truth." There is as well
the belief that 1f one goes about things in fhé proper way
and with the proper spirit, that in itself will produce.
"scientific knowledge." These parodies on science are based
upon faulty, over-popularized, interpretations of fhe.growfh

- of substantive scientific knowledge. Alfhough Kuhn's view

of the structure of sclentific knowledge5 ts not without
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its critics, His general proposition that science grows
by "fits and starts,"™ by the revolutionary displacement of
one dominant paradigm by anofher.is a viaw which is generally
endorsed by many scientists of major stature., In any case,
scientific knowledge does not emerge from the sheer piling
up of dafa;_no matter how "well-ordered and retrievable" it is.0
The beltef that the sheer comprehensiveness of one's
bibliographic search adds an additional validity or "tryth"
value to his propositions has led to the establishment in
recent years of many specialized "document diffusion" ceanters.
Havelock uses mention of the "4,000" bibliogrephic items
turned up by his study as if this gave special validity to
his conclusions, And, to him, the significance of Rogers'
bibliographic work’ lies mainly~in the number of documents
coilected and classified, These are illustrative of a
second basic misassumption in the way certain conceptions
of the knewledge ufilfzafiop process have developed. Again,
the assumption manifests itself in many ways. Most relevant
to the immediate discussion is the implicit assumption that
all data are of potentially equal and of inherent value,
On this assumption rests the implication, in the dominant
"models" of the knowledge utilization process, that if a
"piece" of Information has been or could be produced, the
resulting problém would not be whether it should have been
produced or should be permitted to s rvive, but how best to

try to get 1t "utilized.®™ Although attempts have been made

from time to time to establish priorifies and to order
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existing data according to some pattern of potential value
or "usability," they are the exception rather than the
rule. There Is no generally accepted "model" of knowledge
utilization which makes provision for "datacide"--i.e,,
for the routine extermination of useiess data,.

Nor Is there any way to accommodate, in that dominant
"mode!" of the procéss, the utitity of nonutilization--i.e.,
of intelligent "resistanece"to attempts to transfer “knowledge."
The dominant "model" of the procéss is inadequate to the
extent it cannot accommodate such empirical facts,

A third fault of most ”ﬁodels" of the knowledge
utilization process seems to inhere in the assumption that
knowledge is what the data do to the "user," not what the
"user" does to the data. Such an assumption implies some
rather fundamental misconceptions of how human communication
occurs, While raw environmental happenings may impact
directly upon animals and preverbal humans, the normal,
self-reflexive, symbol-using human as a matter of course
deals with his environment from his own and his particular
culture's constructions of it. While it is the structure
of his languages which initfally give form to man's mind,
in human communication It is subsequently man's mind which
determines how he will take-into-account himself and his
world, "Knowledge" does not inhere in data; nor does
meaning or significance or relevance.. Knowledge is a
human achievement, Data can be stored. But it cannot be
used as a precise and universal catalyst, as if for immunization.
Any one who would "use" the accumulated philosophical or
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theoretical statements of any discipline must first enable
himself to do so; he must learn how to give form and
significance and relevance to the statements of others,
No statement of another, whether ™scientific® or not, is
self-evident, Any person who sees meaning or signfficance
or relevance in another's statement does so as the de facto
creator of that "message" which he "gets." No data system
can pfoduce, store, process, any "knowledge" which its users
cannot creafe.e‘ The dominant "medels™ of the process of
"knowledge® utilization mainly by omission but as well by
design, would lead us to believe otherwise,

A fourth major criticism of the dominant ways in
which "knowledge" utilization has been conceived of begins
with the fact that most "knowledge" utilization theorists
have borrowed their basic paradigm from "communications
research,." Havelock, for ekample, embroiders on fhe.original

Lasswell formula of "Who says what to whom in what channel

with what effect." Whatever its variants, this formula is
based upon action-reaction, stimulus-response notions of
communication, an orientation wﬁich is not empirically
defensible,

It is not so much that such a conception of the process
is wrong as that it obscures more than it reveals, Yet in
"communications research," as in Eesearch on the "knowledge"

utilization process, what is obscured is as pertinent to a

full understanding of the process as is what is revealed:
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a) For example, in trying to make our "models"
lock "scientific,” we lose sight of two fundamental
facts: first, that scientific theories would be
indistinguishable from other kinds of poetry were
it not for the technological wherewithal by which
they can be proven to be "true.™ Other ?han fheorieé
such as that of the movement of the planets, science
can predict only that which it can control. The
power of applied scientific Ideas is not to be
found in the ideas, but in the rigid controls by
which they can be demonstrated, For all of our talk
of "relativism" and "probabilism," it is purely
Newtontan physics which takes the spaceship to
the Moon and back, Thus the dominant modzis of the
"knowledge" utilization process are, in effect,
control models, What one is led to consider when
ustng them is hdw to eliminate the uncertain, how
to make the "output" of the system more efficient,
more predictable, more rellable. We are led to
think about reducing the "noise" in the system, of
ustng negative "feedback" to bring the reaction of
the “"target audience® into consonance with the
alm of the system designer or its patron--as in
cyberneties,

This Is not to fault science. It is to point
to the euphemisms by which we approach the sclentization
of social processes--in this case, "knowledge"

uttitzation. To say "communication® or "knowiedge"
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utilization when our descriptive models are cﬁnfrol

models is to confuse ourselves, We tend to explain

the process in terms of what the system is for,

The model "closes™ the system arfif?cially,9 and

this makes the resultant "problem" appear to be that

of implementing the closure. These are some ways in

which the dominant "model" of the "knowledge"

utitization process actually distort our view of

that process,

b) Secondly, human communication systems are

an integral part of social structure, and evolive

with it., Data systems, by contrast, are contrived

by persons outside of a given communication system

or social organization, and appliqué%d upon it. Data

systems (often erroneously referred to as "information"

systems) may be sald to serve the interests and the

good of those for whom they were designed, but they

typically serve the percepfiohs, conceptions, and

aims of their designers, not of their intended users,.

To illustrate:
I. Within a stable soctal system, most
people not only know what they need to know
(or know how to find out); they know that
they know what they need to know, Organtzed
concern with the under-utilization of "knoww
ledge" therefore implies an omniscient view

-=the view from outside, |t is the man or
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the group or the enterprise concerned about
under-utilization of "knowledge" whose vested
interests must be ultimately served by the
imposed data systems, not those of the
"target audience,®

2, in a communication system, the participants
are responsible fb one another, There is a
"guarantor."!0 when we create and inter ject
data systems infb an ongoing social system

in order to change the recipients in some way
decided by us, who is the guarantor; f,e.,
who is now responsible, and for what? Can

°
[y

the data syslem designer o supp!ier be heid
responsible for the actual good or harm done
by individual consumption of its products?
How can the individual consumer be held responsible
o if he is considered to have no rational or
Iegiffmamachoice but to use what s provided?
These are central, but knotty quesfions which
are, for the most part, ignored in most abproaches

"~ to the study of "knowledge" utilization,

c) Thirdly, there is the whole matter of Interdependence

in communicaticen systems, a fundamental aspect of the
phenomenon wti ich fs\s?mflarly obscured by the dominant
"model® of fhe'"commdnicafions" process. From a

communication peint of vfew, what has been thoroughly

demonstrated empirically is fhat "frufh,”'"be!!ef,"
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"value," "relevance," etc., are social products,
Whether any "knowledge" produced outftside of a
particular social sysfem will have any relevance for
the members of that social system will depend upon
whether or not the producers and the consumers have
similar values with respect to what needs to be known,
and with respect to how one knows that what he knows
is what he needs to know. Education is not a
"scientific" discipline, but an "operational™
discipline, If the producers of education "knowledge®
(t.e., "research™ data) value the epistemology of |
applied science (i.e., "research"), but its potential
consumers the epistemology of education “(i.e.,
"experience” and folkiorel, there wit!l be inevitably
a mis-match between fﬁe actual process of knowledge
utilization within the social system and the structure
of the data system designed to facilitate that
proéess. What the dominant "model" of the. "knowledge"
utitization process implies is that the process is
adequately described by describing only fhose aspects
which can be controlled or declded by the system
designer, Only by happenstance is this ever sufficient.
What | have been trying to do to this point is to
indicate some of the major empirical and metatheoretical

inadequacies or fsults of the dominant "model" of the
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"knowledge™ utilization process, What has been done in

the past, when such inadequacies were recognized, ts to
attempt to "patch-up™ the modei by adding something, sub-
tracting something, using more esoteric terms or terms having
more currency {(|ltke "feedback," "notse,"), etc, As stated
prev}busly, my purpose here is not to salvage that model,

for it seems to me not salvageable, |t Is both inadequate
and faulty, Rather, my purpose here is to offer the basic

framework of an alternative way of looking at and thinking

about "knowledge" ufilizafion in general, and of lookling

at and thinking about "knowledge"™ utilization ia particular.
To move tn this direction, it will be necessary to set aside
the dominant "model" of the process just criticized, and to

reconsider the communication proéess itself as an émpirical

base for this alternative conceptual framework,

Human Communication: the Empirical

and Theoretical Substrate

| have elsewhere developed in consliderable detatll
most of the major aspects of a philosophy of human communtcaffon.
| will make no attempt here to review that deve |opment
systematically, but will rather bring forth what seem to me
to be the most pertinent communication concepts and issues
in this alternative approach to looking at and thinking about
"knowiedge® utilization.

One basic fact which any conception of human communication
has o accommodate--although few do--Is that man is that

unfque creature who, because he has the capacity to do so,
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mus? corceive of the world in which he exists. Man is,

's& fx¥ Bs we can determine, the only symbol-~using creature
=~ esrth, The long and far-reaching implications of this
feo? wwgins with this: that both man and his societies,
ole ciummenicational and his social realities, are artifacts
of his swn making., The way the worid is may be the way it
was risde¢ by God or by nature. But the ways in which men
appirehend and deal with the world are of their own:making,
Most “theories" and "models" of communication assume that
the criterton is what is~-as it is in popularized science,
But in human affairs, the criterion may also be what might
be, what should be, or what should not be. Thus any
"model" of human communication based solely on "neéafive
feedback" misses what is uniquely human about man.and his
éocial endeavors. In saying, "This is the way things should
be," the "knowledge" uttlization expert reinterprets one
part of the world and, jysf as we all do, proceeds to brfng
that part of the world into consistency with the way in
which he has reinterpreted tt, But changing the world to
ftt our conceptions of it or our intentions with respect
to it is not "neutral" science. |t is social, polifiéai,
ec;nomic man in action, Aﬁy conceptionof humanr communication
whichuprefends to "scientific" status would, at the outset,
have fé accommodate the interests of the participants

“8&&8Fding to what those interests are, not according to what

a given "modei" says they should be, It must begin with the

fact that the meaning or the significance or the utility
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which the receltver assigns to any "message" is a property

not of the sender or of the "message," but of the receiver,

It musi not, in application, arbitrarily constrain either

the freedoms or the oblligations of the humans involved.
Second, most conceptions of the communication process

imply (rightly or wrongly! that the standard ob jective is

that of some one (or some group) having its will over another

person (or group), But this is only the synchronic view of

view of communication, What the "research on research" reveals
rather clear'ly'2 is that there Is no necessary correlation
befween.fhebsignificance of a given scientist's contribution
and his utllization of the formal data systems avallable to
him. Another way of interpreting this is to observe that

a data system which is'for everybody equally is not equally
useful to all of its potential users. The communicattion

issue here Is evident: For a man who can and does pursue

his own problems, the ulffmafe source of what is relevant

to his work is himself, (One sees this in areas other than

sclence, of course.) He may consult other individuals whom

he has identifled as personally useful “filters" or "transducers."

But the normallzation and standardization of data in a

common data bank has greatest utility for the scientistic

bureaucrat--i.e., for those who beiteve that a standardized

mefhod will catalyze masses of data into "truth" or "knowledge,"

regardiess of the qualities of Its user, |
All intercommunication does not have synchronization

as its objective. As a matter of empirical fact, much
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communication serves precisely the opposite function, a
fact which our underlying faith in scientism makes extremely
difficult to accept. Yet, of all human Institutions, the
impoffance of this distinction should be most evident in
education;

Learning can be thought of in two ways. At one end

of the continuum, what we seek is the synchronization of

the learner with "the knowledge," with the teacher, with

the learner?s society (as in socialization), etc. At the
other end, the objective sought is that of enabling and
rewarding the learner as an independent learner, whose
achtevements may increase, but will more than likely decrease,
the varicus synchronies .that once existed between him and

the rest of his world, At this end of the continuum,

the learner brings novelty into the world--whether a poem,

a scientific theory, or a political style, This kind of

learning is diachronous.

Any "theory" or "model" of communication which cannot
accommodate social dtachrony through intercommunication--
through what is sometimes called, erroneously, "positive
feedback"--is not a "model®™ of human communication but a
"mode|" of a special sort of control process. To accommodate
the role of the receiver in this way divides the responsibiiify
for the outcome mutually, Not to accoqmodafe the rble of
the receiver in this way greatly Iimits the possibilities
for the recelver's own "organic" growth and learning, as

well as his responsibility for his own human objectives.
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Closely related is the third fact: that the "information"
requirements for a task which ?é both completeable and
determinate can be specified; but that the "information"
requirements for a task which Is neither totally determinate
nor totally completeable cannot be specified, Putting the
centents of a Iibrary on computer tapes is dysfunctional to
a browser--and, as the "research on research" shows, "browsing"
is more characteristic of creative people than of noncreative
people,

The implications are manifold. I|f a person hes sothi-:

' in particular to do with his life, tmen =verything is relevant
because nothing is. On ‘he other hand, if a man is giving
birth to a deep new insight which is novel, then neither he
nor anyone else can know in advance what he needs to know in
order toc achieve the insight. The major conclusions are
obvious enough: normalized and standardized "information"
patterns and packages can be fully designed only for those
users whose tasks are both completeable and determinatem-

f.e., those who neatly fill a specifiable role in the enterprise
machinery, and who are substitutable for each other in these
rules=-l,e,, those who are bureaucrats.

The communication Issue here is equally obvious., What
does one person need to say to another at any point in time
in order to contribute to the organic intellectual growth of

that person to his own ends? This cannoi be specified; a

dialogue is not a precise science but imprecise art, as any

true "mentor®™ knows. What can be specified Is what others
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need Yo know in order to move in the direction of my ends
or goals for them, 1t is this which has generally been
taken as the paradigm ¢’ both communication "models" and
"models" of the "knew!edge™ utilization process. By limiting
cur understanding of the process to that which can be specified,
we gain measurability. What gets lost is the immeasurable
~=self-determined learning. We infuse our description of
the process with »ur own Ilmitations,
Atexts Carrel put It this way:
We prefer to study sysiems that can easily
be isolated and approached by simple methods.
We generaliy neglect the more complex. Our
mind has a partiality for precise and ce-
finitive solutions and for the resulting
intellectual security. We have an almost
irresistible tendency to select the subjects
of our investigations for their technical
facility and clearness rather than for fhefr
importance, !>
Whatever the "cause," this describes the way in-which
we have come fo study and to "model" communication. Any
"mode|" of communication which does not give equivalent
emphasis to control and novelty, closedness and openness,
inevitably favors the one over the other,
Fourth, we need to take into account the phenomenon
of dependence in communication systems., To the extent that
people are in-formed within and are made dependent upon

certain communication systems, they will thereby be less

able to deal with other people except in terms of the dominant
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values, norms, beliefs, "communicational realities," etc.,
of those particular communication systems. But they cannot,
in turn, even with fhe best of human controls, "transfer™ all
that they know to those who are subordinate to them or
dependent upon them. in a relatively closed communication
system, therefore, each successive generation will "know"
less of all that could be "known,®™ and will be less able to
"transfer” to the next generation that which shouid be
"known,"™ and so on, through an infinite regression,
Substituting the impersonality of a complex data system
for the "human factor® in this process does not obviate it.
Most fully to "utilize™ an exisfing data system, whether
that data system is comprised of technical devices or of
other persons in a common "epistemic community," an individual
must make himself dependent uvpon it., Yet the more dependent
he is upon 1t, the less capable he becomes to "use" it to
achieve novel, extraordinary, or evolufionary goals.|4
If what is expected of people is limited to what Is
made formally available to them--as in traditional U.S, public
education-~then the measurement must necessarily be a measureﬁenf
of the disqrepancy between (a) what the data system has to
offer and (b), for example, the extent to which it is "used"
by them, That is, the measurement must necessarily be a
negative ocne., A positive discrepancy muéf be: dealt with as
"error," as it is in much "communications research" and
"educational research."

At some point, therefore, it begins to make a great deal
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of difference whether the criterion is what is possible
for individual humans or what is necessary to continue to
justify the particular data system or the particular epistemic
communijy. In the U.S., we have managed to increase the
dependence of people on the formal educational enterprise.
We posture ourselves, at least, as if the "user"™ or consumer
had no responsibility of his own in that enterprise. The
same posture with respect to the design and implementation of
data systems for the educational enterprise will have the
same kind of consequence--~that of Increasing the dependence
of people upon it. One thinks of the fully automated
library of the future, at |east as many "information scientists"
would have it, The user will need to know exactly what he
needs to know in order to be able to "use" it. |In itself,
that may have its advantages as well as its disadvantages.
But the point at issue Is that, if there are no viable
alternatives for the individual, then he becomes dependent
upon what is "officially” made available to him. |In fact,
if the system is to be made fully efficient--an arbitrary
crfferion held by many for such data systems—~then the "user"
must be made a functional appendage of it,

Finally, in the context of fhe b}eceding considerations,
we need to have some basis for decidfng what are and what
are not "communication problems." WIlthout some basis for
doing so, we are likely to confuse communication with control,

the system criteria at one level with the system criteria at
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another level, etc.

In another paper,'5 | suggested that it might be useful
to think of the consequences of any human communication
sttuation in terms of four broad cateqgories:

I. Those outcomes that are impossible, given the time,

the place, the people Involved, the lack of mutuality between
the communicator's and the recipient's intentions, wants,
needs, capabilities, etc. what I wanted to point out was
that there are those situations in which no immediate
strategy or tactic will produce the desired result. Two
examoles may suffice. 1t Is not possible, in this sense,

to "communicate" another person on-the-spot Into having less
intelltigence than he has. (In a controlied environment,

one may be able to do so, but not then and there.) Or, if
what a reader is looking for (or what a listener is listening
for) is not “there" In the speaker or the writer, it cannot

be gotten, Given the intentions of the participants, and

glven the sttuation, there are cei-tain outcomes which are
impossible to be had communicatively-.at that time, in that
place, under those clrcumstances, etc,.

2, Those outcomes which are mainly serendipitous.

By this | meant only that the specific consequences of most
communication situations are the way they are simply because
they happened to turn out that way. 1In most human affairs, our
hindsight s much better than our foresight. What a truly
great teacher bets on s serendipity: since there is no way

of knowing exactly what needs to be said at any point:in time

RM-67




to enhance the student's personal growth, he depehds upon
the "“happy accident.® For if the student is to understand

something In his own way, then he must be permitted to understand

that somethfng in the "wrong" way (if we assume, as we do,
that the "right" way of understanding something is the teacher's
way or the "knowledge-producer's" way or the normative or
modal way), |f "knowledge" is to be “utilized," and if
knowledoe 1= not a commodity buf a personal achievement, are
we to detiue utilization as the "right" way of using that
"knowledge," or as any way of "using" it or not using it?

3, Those outcomes that are goésible. This is the

smal lest range in Fig., !. What | wanted to draw attention to

Categories of Communication Situatfon Consequences

here are those situations in which some immediate strategic
maneuver, or some tactlcal variation, will make a difference.
| f someone wants to understand what | am saying, then the way
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in which | say it may make some difference, |f an individual
comes to a data system looking for something in particular
which is there, then the way in which that system functionss,
the way in which the data are presented, etc., may make a
difference., This Is where all communication problems and
opportunities«-in the conventional sense--lie.

4, Those outcomes which are essentially inevitable,

Just as there are cerfain outcomes which are impossible,
there are those which, because of time, place, the people involved,
the degree of mutuality Iinvolved, etc., are more or.iess inevitable
| f any englneer, for example, is looking in the right book for
a "piece"” of Information which he has seen before and is
capable of recognizing and understanding, then it makes little
difference how that "information" tIs presented, |f there is a
severe enough penalty for not doing so, and if "Yes, sirl" is
the only permlssible reply to an order from a superior in an
authorttative hierarchy, then it makes Iittle difference how or
when or why the order Is given.

The csnffal point, ﬁoweVer, is fhaf'we often mlislabel as
"communication problems™ those which are not, and that we fall
to distinguish the ievel or the nafure of those which we do

properly label as "communication problems.,"

Toward Some Communication Strategies for

Optimizing the Educational Enterprise

In the preceding discussion, | have been leading toward
some basic recommendations, While | have presented no more than

a broad overview of the central issues involved--with respect to
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the role of communication in the educational enterprise-~this

may be sufficient for presenting these recommendations.

System Criteria

As s true of all systems, the overriding question for

the educational enterprise has to do with system criteria--that
is, with what the system is for, and with what its acknowledged
criteria are to be.

Let us assume, for the moment, that the educational
enterprise Is a single, homogeneous system (which it is not),
and that the sol2 problém with which we are faced is that of
enhancing teacher performance through better "diffusibn" and
"utilization®” "research" -on and experimentation with ideas,
technics, methods, etc., of teaching, classroom or school
organization, curriculums, etc, |f we were ever to develop
an orderiy, systematic, and rational way.of looking at the

role of communication in this problem, we would have to begin

not with the "How?" but with the "Whither?" question. That
is, we would have to begin with a decision about what the
system criteria are to be, -

They would have fo evolve out of the way in which we
"field" the fundamental question: is the goal or aim to be
that of optimizing in some way the "utilization® of ali of
the ”kﬁowledge" extant, or that of optimizing in some way the
competencies of teachers (and others) as more or lss autonomous
inquiring systems, or both? This inifial decision, whether

made by design or default, leads to significantly different

paths of implementation,
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A} the strateqic level, if the question is answered
in the one way, the central issue becomes one of controt,
Getting more people to use more of the availablé "knowledge®
in measurable and predictable ways is not first and last a
coﬁmunicafion problem, but a problem of control. Attempts
to achieve this goal or aim "through communication" will be
at best largely inefficient and uﬁproducfive.lé Rather,
what would be necessary would be major changes in the authiority,
power, and normafive structures of the larger enterprise.
if, for examplé, teachers were paid'on the basfs of their
"use®™ of existing educational “research" data, noticeable
and huge gains in "utilizatlon" would be realeed almost
immediately., Or, if it could be made normative for teachers
to "use" research data (rather than "experience®™) as their
epistemic base, great gafns in "utilization" would likely be
achieved. Or, suppose that it were possible to alter the
situation in such a way that "knowledge-producers" were permitted
to produce only that "knowledge" which was requested by the
"utilizers." This would constitute a radical change in fhe
existing structure., This is not to imply that -any of these
changes is fo be had eventually except in énd through "communi-
cation." But if a flxed amount of money and effort were put
into changing the reward system rather than into trying to get
‘teachers to "use" what is available, these would clearly be
different aims.

| f, however, the question is answered in the other way,
then the central issue would not be one of control, and one

would have to seek out or develop non-control-"models" of the
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wihole process, "He would, in fact, need a posiiive-~ rather

than a negative-feedback model of the process, |f the aim

were that of continuously enhancing people (in this case,

teachers) as moi'e or less autonomous inquiring systems,
"knowledge® and "utilization" and the concept of communication
itself would have to be fully redefined, What constitutes
"knowledge" in a control (closed) system is specifiable by

the controller.!” What constitutes "knowledge" in a growth
(open) system is specifiable in advance netther by the "uiilizer®
nor by the "producer" nor by the designer or controller of
the system, "“Utilization" in a closed (control) system

can be specified in terms of instances of use--a quantitative
measure, "Utilization" in a growth (open) system can be
measured onfy indirectly, and then only qualitatively,

As far as communication is concerned, we would be forced to
think of such commuaication patterns as primarily diachronic,
not as synchronic. "Optimum" use would therefore have -to be
conceived of as an individual mat! ~. As indicated before,
the "research on researdh" has shown rather unequivocally that
there is soméwhaf of an inverse correlation between the
scientific significance of the user and his use of the formal
dafa'sysfems available to him, (s this optimum "utilization,®
or not?

Whether or not one can systematically deal with the
communication problems (and opportunities) involved depends
first of all, however; on how one makes this first decisjon:
Shall the primary aim of the system be to get the available

"knowledge" "transferred," or shall it be to continuously enable
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the users as increasingly autoncmous information-seekers?

"Communication® Problems

Getting orgaﬁized to deal strategically with the
specifically communication phenomena involved depends,
seondly, upon how competent one is at determining what are,
and what are not, "communication" problems (and opportunities)
and, having determined that, whether the problem (or
opportunity) is a strategic or a tactical one,

For example, James Conant once said that only about
I5% of children were capable of learning through books and
in the classroom setting. Most of the available time, effort,
and money therefore has to be spent on those 85% who are
not capable of dofng so. As a corollary, if only 15% of
all féachers are capable of changing their "practice" basically
except through exper{ence.or direct reports of experienée,
is this a "communication®™ problem, or is it some other kind
of problem? |f certain kinds of teachers are not' "utilizing"
those formal data systems designed for their use, is this a
communication problem or not? |f certain other kinHs Qf
teachers are, is this a problem or not? If it is, is it a
"communication® problem or not? '

A communication problem is one in which the *oroblematical.

ness" has to do mainly with the communication competencies
of the participants and, in that context, with the adequacy-
inadequacy of the media or technics employed, All other
problems are better viewed as problems of system structure,
of power or aufhorif? relations, of economics, of lack of
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mutuality, of incongruent epistemologies, etc., That human
organizations or that people are generally not innovative

is not, in this view, a comunication problem, That the
underlying epistemology of teaching as an occupation tis

not "research™ but "folklore" is not an immedlate communication
problem. That teachers do not in gemeral “utiliize" the
"knowledge" that is formally made available to them from
someone or some agency outside is not only a communication
problem. However, the fact, for example, that those who
produce this "knowledge" do not produce what teachers want

and ask for may ultimately be a communication problem. Those
who would concern themselves with the communication aspects

of "knowledge utilization® in the educationa! enterprise

must first have some empirically-grounded basis for determining -
what are and what are not communication problems. Conventional
"models" of the communication process do not provide this |
basis. The problem which we address ourselves to will be
fhelqne we have named, not the problem, |f we say that the
problem s one of "knowledge uttlizattion," then fhié is the
way we address the situatlion. If we were to say that the
problem was that the "producers" simply do not produce the
"knowledge" that the "consumers" want, and ask for, then

we would address ourselves to the situation quite differently,
I f we are to address ourselves to those problems which are
uniquely communication problems, we will have to have some

way of distinguishing what are from what are not communtcation

problems. The analytic scheme presented here has been found

useful and widely-applicable.



A tactical conmunication problem is one in which the
media, the form, the time or the place, the fechnics, etc,,
are the main variables, In some situations, a different

medjum might educe a different response, A different way
of "packaging" the data could educe a different response
~-0or set of responses. "Bilstribution" at a dlfferent fime
or a different place, or in a different form, might educe
a different reactionor provoke a different "“use." This Is
the simplest level of communication problems, and the level
at which we traditicnally have thought about communication
problems, However, few can claim a creditable record |
even at this level--primarily because tactical communication
"solutions™ have been applied to problems that were not
essentially communication problems, énd because of the
fuzziness which our conventional "models" of communication
Sring to the way we look at and thihk about such situations,
as described earlier in this paber.

A strategic communication problem is one in which

the communication competencies of the ”knowiedgeubroducer,"
the intended "knowledge-consumer," cir the system designer
are in a state of mis-match--i.e., are "ouf-of-phése." For
example, at that point at which Einstein began working on
his own problem, of what direct and sysfeméfic use was fthe
mass of |iterature based in another conceptionof time and
space to him? |f the intended "consumer" is not capable of
understanding (of taking-into-~account) what is sald or written
by the "knowledge-producer," but which s, by his own

assessment, relevant, this is a strategic communication probiem.
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(To assume that this is a tactical communication problem,

as has been done, results in producing a "message® which

the intended consumer can understand, but which is no longer

"true." To describe nuclear fission to a student of

nuclear physics by filming the action of ping-pong balls

on a field of mousefkaps may have metaphoricai value, but

what is relevant to the nﬁclear physiclist are fhelfheories

by which the phenomenon is accounted for, not some saccharine

translation of the phenomenon Into something sise whose

sole criterton is that it be "understandable to everyone.")
There are thS.ﬁWO leve Is at which a strategic decision

must be made: first, that of determining whether a given

problem ts a communication problem or nof} and second, that

of defermfning whether a given communication problem is a

tactical or a strateglc one,

Communication and Education

Third, it will be useful to stop treating education
as if it were a unidimensional process, and communication
as if it were a unidimensional %cure,"

If one wants to enable himself to deal strategicalily
with the communication problems (and opportunities) invoived
in the educational enterprise, it wiil be necessary to
conceive of the educatlonal enférprise as comprised of at S
least three jevels of "knowledge" producfion;disfribufionn
utilization systems: viz.

a. There are those"knowledge" production-distribufiocn-

utilization Systems which are essentlially, "ciosed,®
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For examplie, if there are certain "knowledges"
which all of the Intended consumers have to know,
or have a recognized need to know, and which are
in themselves relsf!vely knowable and unequivocal,
this presents one kind of communication problem.
Etther the "knowledge" producers are not competent
to take=into-account what ts wanted or needed

or the "knowledge" processors are not competent

to deploy the adequate media, forms, etc., or the
"knowledge™ utillizers are not cthefenf to take-
into-account that which Is available to them.

b. However, there are those "knowledge®
producfion-d!sfribu?ion-ﬁfilEza?!on 5ysfehs which
are relatively less"closed.”" pata which are
potentially useful to no more than 0% of the
users of a particular system simply have less
utilfty. It makes Iittle sense to try harder fo
"transfer” that data which has timited utility,

Where the utilization standard in the case of the

eséenfially closed system Is maximization, the

standard here would be optimization, and wha?t is

optimum wouid naturally vary from datum to datum,

and from user to user. Communication techniques
cannot be counted upon to achfeve the impossibie

or the unfeaslble. They must be logically consistent
with the facts., In a relativefy"closed" system,

all data may be "equal." But the more "open® fthe
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system, the less equal the data., A "closed"
system vests all strategic decistons in the
controlier, The more "open" the system, the more
decentralized the strategic decistons., Analytically,
these different situations present different problems,
and the nature of fhe'spec!f!cally communication
problems involved changes as the system moves
along the continuum from relatively more "closed"
te relatively more "open."

¢. Then there are those "knowledge" production-
distributton-utilization systems which are by their,
very nature essenttally Yopen." |f no more than
two persons on earth "know" soméfhing, and tf
no more than five other persons on earth are at
any point in time capable of ®utilizing” this
"knowledge," what is the cost effectiveness of
bringtng that "knowledge" into a formal data system,
- repackaging tt, and distributing it to Yhessands?
While it might be possible to translate that
"knowledge® info a form which would be understandable
by those thousdnds, what utility other than its
entertainment value would it have for them?

Cléarly, these three levels of "knowledge" production.
~distribution-uttitzation systems have different
implications for the analyst-strategist, and are

therefore fundamental to this alternative way of
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looking at and thinking about the communication
aspects of "knowledge™ utilization in the educational

enterprise,

Communication and "Knowledge" Utillzation

Fourth, as suggested above, "utilization" js not s
unidimensional phenomenon, Given that different means
(pteces of "information™) may lead to the same ends
("utilization™), and that the same means may lead to
di fferent ends in dynamic, complex systems, it does not
seem unreasonable to accept the fact that different poopie
may acquire and utilize the same "knowledge" for different
purposes, and may acquire and utilize different "knowledge®
for the same or similar purposes,. |

The venerable "communications research® criterion oy
"effectiveness" simply Will not do. Nor is whether or not
people have access to and "use" a formal dats system a
sufficient criterion. What is acceptable as a method
of measuring "utilization" should not be permitted to define
the nature ofAfhe probiem or to dictate the terms in which
fhé phenomenon Is understood:;

Some teachers, for example, may "utilize" the formal
"educational research" dafa systems available to.fhem because
they truly want t5 improve thelr ®practice." Others,
however, may "utilize™ them because they want to appear io
others to be "scientiflc," but are not the least interested
in improving thelr "practice."™ Still others may search out
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and acqulre new "knowledge" simply because it makes them

feel supertor in the presence of éolleagues who have not

done so., For still others, it may be the only means they
have of avolding a feeling of Insecurity and uncertainty,
And so on,

The same observatlons could be made of those whko
produce "knowiedge," and of those who process it, There
ts no stngle motive guiding similar behavior, nor can one
safely assume that different behaviors are not guided by
the same motives.

There Is as well sufficient emplirical evlidence that
varfous forms and degrees of excommunication may Be &
precondifion.of innovation, novelty, risk-taking, éfcv
The myth that communication is good, more commﬁnicafion
is better, and "perfect®” communication therefore ldeal for
all human endeavors is just that..a myth. Resistance,
disunderstanding, misutilization: these may all be at one
time or another functional to the health and the viabillty
of human enterprises,

| Any systematic approach to the communication preblems
.{and opporfunf?!es) tnvolved tn the pEocess of "knowiedge
utiltzation® in the education enterprise would have fo
accommodate these empirical facts, For example, the
human intercommunication thch supports change, novelty,

etc., Implies a functional communication system. And every
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functional communication syﬁfem is anchored in communicational
realities~~not in amassed research data--whether in science

or in éducafion, Thus, for‘séme purposes, the most appropriafe
measure of "utilization" might well be the extent to which

and the manner in which the substance of a formal data

system is talked about by its potential users, not the

extent to which speclflc items are "adopted."

1h Summary
What | have attempted to do in this paper is to explore

the concepts of "knowlédge utilization" and the educational
enterprise from a communication point of_view, and to

oufliné some baslic concepts for an alfernative way of

tooking at and thiénking about "knowledge utilization®

in education based upon a nontraditonal conception of the
processes of human communication and intercommunication.

The typical "model"™ of the communication process as it is
re-resented In most of the "knowledge utilization" |iterature
is crfficlzed both for what it fails to accommodate, and

for the fuzziness with which It forces us to appreach certain
fundamental philosophical questions and certain questinns of
sfrafegy. Where appropriafe, | have suggested some of fthe
operational implications of the theoretical constructs on
"which this alternative approach to looking at and thinking

about knowiedge utilization in education is based.
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I TRODUCTION

This review of the literature seeks to describe the communication patterns
of teachers. Two major questions are expiored: First; how can the "typical"
teacher® be described 1) as a user and/or non-user, and 2) as a producer and/or
non-producer of educational research? And second, how (from a teacher's point
of view) do other human elements (e.g., administrators and peers) within the
teacher's communicational purview impinge supportively or non-supportively (if’
at all) on the teacher's patterns of use/non-use and production/non-producticr
of educational research?

Since research data dealing specifically with educational research use is
rather limited, studies pertaining to the occupational communication habits of
teachers in general will also be reviewed in light of their possiblzs and probabl-
influence on utilization of formal educational research data.

Before delineating the notions of use, non-use, educational research, and
so forth; it is useful to note the importance of these questions in attempting
to reconceptualize "knowledge" utilization in education.

Historically, the nature of the input data has been the chief factor in
determining the design of most "information" systems intended to 'promote" the
utilization and dissemination of "knowledge." Rarely has adequate consideration

been given to the "information" (data) "getting" or "giving" patterns actually
g g P

*A chief assumption inherent in the above questions is the idea that therc i=
actually such a creature as the "typical" teacher. While it is realized that no
individual teacher is precisely "like" any other, it should also be realized that
teachers as a group may exhibit communication patterns through their professicnal
role, which are distinguishable (or not) from those persons in other professional
roles, such as doctors, phy31c1sis, and the like. Thus follows the idea of the
"typical" teacher.
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cracticed by the supposed or potential users of the system. ThuS, the ce.i;n
cf "information" systems has boosted the economy through creating the need for
personnel and technology to '"persuade" péople to use, and to teach people hnw
to use, the systems designed for '"them."

It has been observed, however, that "a person's hahbits of thought ani
action. . .are modifiable only at great effort, and usually then only in very ¢.aail
steps or stages'" (Thayer, 1968, 200). Thus, if one is seeking a reconceptualiza-
tion of "knowledge'" utilization in education, it would seem important to take
into account the communication patterns of the persons ultimately responsible four
putting the knowledge to use.

For the purpose of describing the communication patterns of teachers, Jliter-
ature was reviewed concerning the background characteristics, attitudes, training,
and personality traits of teachers. Studies of teachers' colleagueshin mm? rane
for entering and leaving teaching were also examined, as well as investigatinon:
focusing on their organizational and social environs. Finally, researches inte
the specific ”informatién" use patterns of teachers Qas inspected. While much
of the data reviewed resulted from formal research, some anecdotal and "observa-

tional" and informal interview accounts were also studied.

Prior to relating the literature reviewed to the questions posed above, the
concepts inherent in those questions will be delineated, a framework for approach -
ing the questions described, and a brief review of the Aemographics of t=achers
an occupational group offered. |

What is én "information communication pattern?" To answer this, one must
first examine what Be wants to mean by "communicatiop pattern." 1f human com-
munication is viewed as the brocess of someone taking something-into-account ic

some end, then a communication pattern can be defined in terms of the competencies,

strategic and tactical, that a person employs in going about the besic communica-
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tlon processes of generating, disseminating, acquiring or processing dat

(Thayer, 1968, 272). Different persons have differing ways of e¢otir: about "com-

municating" (i.e., different systems of communication) and thus w.: est difrerent

patterns of communication through their behavior. In looking at the communica-

tion patterns of teachers we shall focus upon their cormmunication competencics

in terms of the strategies and tactics employed in taking data into acrount.
Communication might also be called the "in-forming'" of data. Information

for an individual is the product of his involvemen% in communication. By "in-

formation," we want to refer (as much as possible) to research data that has

been the product of formal research effort. Although it can be argued that, in

. !
a broad sense, teaching is research and research is teaching (Hamilton, 1969;

Hansen, 1956), our concern is with research data resulting from systematic
studies of education problems and questions.

Most educational research can be classified according to one (or more} of
three categories of application: 1) teaching strategies; 2) content of subje;t
matter to be taught; and 3) technology and materials. Although it will not be
corpletely ignored, we are not so much concerped with the nature of the research
data which teachers "use," as with how (when, w‘neré5 etc.) they talk about (i.e.,
"use") it. Thus, we focus on what might be termed the "occupational communica-
tion" of teachers. Not only what do teachers talk to each othefhabout, what do
they read and the like, but also what influences (environmental, perscnal} im-
pinge on these processes. |

As the focus of this study is on the commmnicational aspects of teachers'
)

use of educational resgarch data, "use" 1is definvd s the taking- "~!: Aaccount

of that data. What characterizes teachers' "giving' :nmd/or "getting" of égsearch
data? Thus, a '"non-user" is one who, for whatever reason(s), does not or cénnot
"in-form" such data.
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A teacher "producer' of research is one who uses sysfematlc obs=arvaticn
and "data collection" in hypothesis testing énd/or problem-solving. By syctem-
atic we mean that the teacher-producer's observation or "data collection" follows
formal research procedures and is capable of replication;

A factor to which we will attend is the behavior of school administrators
with regard to teachers who are users/non-users and/or producers/non-producers
of educational research data. Thus, administrators will be described as either
supportive or non-supportive of teacher communication behavior. As thev in-
fluence teacher information communication patterns, other factors such as parents,
students, organization of the school, etec., will be‘described. However, an iﬁ—
depth review of these influences is outside the scope and purpose bf this review.

Bv way of presentation the writer will discuss teacher "non-use" and "use"
of educational research in separate sections. Because of the constraints inherent
in the process of "producing" research data, and because the finding implicit in
the literature .s that the overwhelming majority of teachers seldom, if ever,
engage in such activity, it will be assumed that chavacteristies and patterns
describing non-users of research data are descriptive of non-producers as well.

A third section will review in some detail the sole study of teachers as research-
ers that this writer located in the extant literature.

The levels of analysis suggested by Thayer (1968) will provide a general
framework fcr'presentation of the three sections describing teachers, non users,
and users. Briefly, these levels can be summarized thusly: 1) At the intra-
personal level, those processes of communication (particularly the inputting
and processing of "information") which occur "in'" an individual are analyged.
Since communication always occurs ig;the individual, this level is always in-

volved when analyzing communication at any other level. 2) At the interpersonal

level, systems of communication involving more than one person are analyzed as
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to how individuals affect each other in the communication proz=2ss. 3) The

‘third level of analysis, the organizational, views the osganization as an "in-

formation-decision system" having characteristics which affect overall processes

of communication (Thayer, 1968, 30,31).
BACKGROUND REVILW

Teachers are at once influential and servile, scholars and
chumps, leaders and followers, anxious and secure. The roles
played by teachers are various and often conflicting. The
status ascribed to them is both high and low. Teachers are
subject to stereotype, yét each has individual characteristics.
These social dimensions show the dynamic nature of the occu-
pation and the - -sulting difficulty in making generalizations
about it...(Nel. .n and Besag, 1970, 178).

Some general characteristics of teachers that most likely impinge upon and
constrain the communicative behavior of teachers (e.g., the "nature" of teaching
and teachers, the relation of sex to role expectation and performance among
teachers, reasons people leave teaching, socialization of teachers into the
school system, pe¢r interaction among teachers, the teacher in relation to the
principal and school setting, and teacher "autonomy") are discussed below.

The focus of this review is on classroom teachers in public elementary
and secondary schools in the United States. As of fall 1970, there were ap-
proximately 2,275,000 classroom teachers in this country (Simon, 1970, 6).
Slightly over ten percent of them taught in non-public schools. Fifty-one and
one-half percent were teaching in elementary schools. In 1969 there were ap-
proximately 45.6 million students in United States' schools ('"Progress...,"
1971, uu).

A number of researchers note "important differences between elementary and

secondary school teachers' backgrounds, values and styles" {(Chesler and Barakat,

1967b, 96; LeFevre, 1967, 437; Ryans, 1960, 23). Men and women in teaching have
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alsc reen found to differ in a number of ways as will be reported below. la-
tional Education Association figures for 1965-1966 report that 14.8 r-rcent of
all elementary and 53.6 percent of all secondary school - .chers are ﬁen
(Dreeben, 1970, 58). Another writer has observed that these ratios have re-
mained fairly constant for the past ten years (Brenton, 1970, 122). Dreeben
reports that the median age of men teachers is 33.6 years, while that of wonen
in the field is u45.5 years (18970, 165). Government figures for 1965-1966 re-
port that the average age difference between men and womei. teachers is five

and a half years, with the average age of men at 35 (Stanton, 1970, 40).

Teachers and Teaching

Brenton (1370, 40) cites a 1350 Yale University doctoral dissertation that

describes the general personality characteristics of teachirs thus:
¢

Teachers. . .are not strongly motivated to enter the occupation
or to advance in it. They are :t least vaguely dissatisfied
with their work, inclined toward the status quo, disinclined
toward change. They tend to be cooperative and helpful, and
adept at school work. They are more followers than leaders,
more disposed to political conservatisw than liberalism, more
apt to grow authoritarian with time than vice versa. Teachers
think of teachers as being different--which renders them quite
vulnerable to stereotyping. They lack aggression but have a
strong sense of service.,.. ‘

Both Brenton's and this writer's reviews of the literature on teachers indicate
that this description is still génerally applicable to persons in teaching in 1971.

In the review of the literature on teacher characteristics by LzFevre (1967,
437), a study by Gillis is reported in which 700 teacher trainees were compared
with the normative college population on 30 "needs" scales:

Although trainees had a greater need for cognitive organization,
they had less interest in intellectual snalysis, discussion,
objectivity, problem solving, and abstiwction. Teachers' de-
pendency needs were greater on eight of the nine scales. They
expressed more need for close, mutually supportive relationships,
deference, denial of hostility, :@nd for order and attention to
detail.
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Interviewing and cbserving fifty "superior" (as judged by their adminis-
trators) elementary teachers in suburban Chicago schools, Jackson {1988, 150)
observed that the intervieweass seemed "to lean toward a tender-minded worl.d
view." This tendency toward a tender-minded of romantic outlook was also noted
in Ryans' comprehensive study of teacher characteristics (1960).

Let us examine how thesé kinds of personality characteristics relate to
the process of teaching. In a recent national survey, 87 per cent of a sample
of secondary school teachers disagreed with the statement: '"Teaching is more
of an intellectual strain than an emotional one" (Sabine, 1971a, 115). Jackson
noted that the elementary school teacher '"typically engages in 200 or 300
interpersonal intercha.iges every hour of her working day" (1968, 149). What,
then, is the "nature" of teaching behavior, of the occupation of teacher?

Numerous writers and researchers have observed that teaching (and teaching
practices) is largely based on lore and intuition rather than "rational thinking"
(Jackson, 1968; Dreeben, 1970; Ornstéin, 19?0). Dreeben notes that '"there is
not a sinéle area included [in teaching] which has well-knc:irn and established
modes of proceeding such that means, outcomes, and appropriate conditions can
be related systematically" (1870, 87).

Jackson found that the elementary teachers he interviewed often stated
that their classroom behavior was based "more'on impulse and feeling than on
reflection and thought.... They were more likely to defend themselves by pointii:
out that a particular course of action felt like the right thing to do, rather
than by claiming that they EEE& it t§ be right" (1368, 1luik).

There are those, however, who believe that teaching and teachers are very

rational in character (e.g., many teacher educators, most "information scien-

———

tists"). Hansen states:

Whether aware of it or not, the tesacher is daily engaged in a
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Kind of classroom research.... He is continually formulating

tentativ: ypotheses based upon observation and examination,

then tex’*.. these hypotheses by mvans of the collection and

inspectic. : .S more complete data, arriving at conclusions

which determine a course of action that validates or invalidates

the origional hypotheses (1956, 430).
Sieber (1971) also offers an interesting profile of the teacher as "rational

fman." Jackson, however, states that "manifestations of orderly cognition are

not very salient in the teacher's behavior as he flits back and rforth from one
student to another and from one éctivity to the next" (1968, 151).

More likely there is a balance of the rational and non-rational in teachers'
classroom behavior. As has been pointed out, the impulses and hunches of most
teachers have been tempered by years of experience. "Thus, the basis of their
action might be much more rational than their self-reports would lead us to be-
lieve" (Jackson, 1968, 1u44).

Stinnett notes that the "charge is made that one-fifth of the average
teacher's time is spent on the humdrum activities assigned by 'The System,'"
such as absentee reports, writing hall passes, and the like (1970, @ ->. Be-
iween these and the classroom interactions demanded by 28 students, most teachers

find little time for "information-seeking" or other forms of inquiry.

i

Sex Differences

Several studies note differences between m~n and women teachers in their
reasons and motivations for teaching, their orientations (or styles) téward
teaching, and their satisfaction with teaching as an occupation. Brenton notes
that:

...men teachers show more of a need to achieve. They show more
need to overcome humiliation and failure, more neéd for per-
sonal power, more aggression and hostility, and more of an urge
to manipulate others. Women teachers are more self-abasing,
more willing to be submissive, more narcissistic and erotic.
They have more of a need to be friendly, to love and be loved.
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These comparisons would seem to reflect the differences
generally found between men and women in American culture
(1570, u41).

Another researcher has found that men teachers have stronger intellectual
needs, while women teachers show greater dependency needs (LeFevre, 1967, u437).
A study conduct=d by Simpson measured the effects of sex and sex role
expectations of over 9600 public school teachers in the South. He found that:
Women teachers. . .are characterized by compli int predispo-
sitions, a desire for f:’-ndly work atmospheres, an orientation
to humanitarian service rather than to technical expertise, and

a lack of colleague reference group and collegial authority
orientations (1969, xiv).

In his attempt to discover people's motives for selecting teachiig as an
occupation, Lang found that women elementary teachers were largely motivated b
the idea of the teacher role of mother-substitute, while women secondary teachers
viewed teaching.as an opportunity to direct the learning of others, seek knowl-
edge themselves, and "enjoy the companionship of intellectuai . timulating
fellow teachers" (1960, 103).

Kelsall and Kelsall® (1869, 130) remarked that one of the sharpest dif-
ferences between the sexes found in the'Ryans study (1960) was the tendency for
men teachers to be more emotionally stable than wecmen teachers. This idea,
however, seems contradictory with more recent findings on ‘teacher satisfaction.

Wilson and Goethals (1960, Z94) found no significant relationship between
sex and values except in how teachers want to be rewarded in their teaching
role: '"...females seem to feel that personal satisfaction is reward enough, but

males want more tangible reward, such as increased salary or praise and public

recogni*ion."

*When citing works published in England, the writer reports only data from
studies of American teachers,
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Rudd ani Wiseman are reported as finding that men elementary teachers are
more dissatisfied than other teachers (Morrison and McIntyre, i970, 90). In a
survey of 7200 beginning teachers, Mason, Dressel, and Bain f_und "...on every
one of the 2?2 questionnaire items dealing with the teacher's job satisfaction,
the percentage of women replying 'very satisfied' was higher than for men....
Because women are less concerned with factors intrinsic to their work, it may
be that they make fewer demands on their jobs and thus are more easily satis-
Tied" (1963, 283).

Several of the above differences may be accounted for to éome degree due to
the fact that men form a majority among secondary teachers and the finding that
men are generally more dissatisfied than women in teaching. One study, for
example, reported that elementary teachers had consistently smaller '“need de-
ficiencies" than secondary teachers in regard to professional roles (Trusty and
Sergiovanni,'1966, 175). Others have noted that elementary teachers tend to be
more person-oriented and more permissive, while secondary teachers are more
subject—oriented.and traditional (Ryans in Kelsall and Kelsall, 1969, 130;
LeFevre, 1967, 437).

The differences indicated earlier between men and women and elementary and
secondary teachers take on more significance when the idea of teaching as a
means. of social mobility is considered. A numher of writers and researchers
have observed that teaching is a "middle—clasg" occupation (Brenton, 19703
Trachtenburg, 1969; Simpson, 1869, Nelson and Besag, 1970).% Research indicates

that w%"n “ntering teaching tend to come largely from the upper lower classes,

.
1]

*For a different opinion see Dreeben (1970, 159). He feels that there is
only "modest support" for the notion that teaching currently represents an
avenue for social mobility.
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while most women entering the field have their background in the lower middle
or middle class. Although they point out that conclusive data are not available,

Nelson and Besag (1970, 173) *“ypothesize that:

+..the higher social-class entrants perceive teaching as a
social service, while the male entrants view it as a means
of upward mobility. The effect.of both viewpoints is a
continuance of conformist patterns to a middle-class
morality. The female teachers, drawn from classes whici
value the status quo, are not likely to make drastic alter-
ations; and male teachers, who desire the mobility afforded
by teaching, will nct react against the system they anti-
cipate joining Dramatic breakthroughs in education...

are not likely to occur under such circumstances.

Many men enter teaching with the idea of staying only a few years and then
seeking an administrative position. Perhaps one indicator of this tendency
is the finding that "lack of self-esteem received from their schcol position
represents the largest source of dissatisfaction for high school and elementary
teachers" (Trusty and Sergiovanni, 1966, 176).

The findings from Simpson's study of Southern teachers suggest that the
professional role perceptions and expactations of most women teachers are perhaps
helpful (almost "reinforcing") to men in their desires to enter administrative
roles. He asceitained that:

...the occupation of teaching as a whole...[is] considered more
suitable for women than for men by the teachers themselves,
whereas, they consider administrative work and some secondary
teaching fields more appropriate for men.... Not only

men, but many women, seem to feel that in work situations in-
volving both sexes, the man should be the boss. Most princirals
are men. As a result, women teachers are generally disinclined

to seek autonomy or to look tc -1r colleagues rather than to
their superiors for normative guidance and approval (1969, xiv, 1-10}.

Teacher Turnover

Another characteristic of teaching as an occupation that contributes to
the "nature" of teachers® interactions is the high rate of teacher turnover.

Chandler (1971, 185-7), reporting "estimated occupational distributions of B.A.
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degree praduates in education in a typical year," specifies that 67.5 per cent
of the graduates are in teaching. Brenton cites two Ohio State University
researchers as finding that of college graduates satisfying state certification
requirements, less than fifty per cent were still in teaching two years after
their graduation, and ten years later only ten to6 twelve per cent were still in
teaching. The discrepancy between these two reports may lie' in the fact that
most secondary school teachers do not hold degrees in education but in the
subject they feach, although they are likely to hold certification.

Mason, Dressel, and Bain studied reasons and potential reasons among their
sample of beginning teachers for leaving teaching. Men's responses differed
significantly from the women's, with men leaving for chiefly intrinsic reasons
such as salary, social status of teaching, working.conditions, and so forth,

and with women leaving basically for reasons extrinsic to teaching itself, such

as marriage, pregnancy, and spouse's change in occupational situation (1963, 2823}.

What are the implications of the teacher dropout problem for teaching?
Dregben_offers a hint in stating that "large occupations, simply to fill avail-
ablé openings, have to fish deeper in the intellectual pool to fill its [sic]
positions" (1970, 163). This would seem especially true of educatioﬁ, since
research indicates that those who leave teaching are usually the persons who are
"better" teachers (Brenton, 1970, 37) and who have better academic credentials
 &(Stinnett, 1970, 2; LeFevre, 1967, 316). Teachers themselves would seem to
recognize this as a problem, with 88 per cent of Sabine's sample agreeing that
"thére should be better sc;eening of students admitted to teacher training pro-

grams in college" (197la, 126).%

*For further discussion of the teacher dropout problem, see chapter six
in Dreeben (1970), and Stinnett (1870).
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Teacher Feer Interaction

Research perfaining to the interpersonal interactions among teachers is
reviewed below. Morrison and McIntyre (1970, 89) note that little is known
about peer rclationships among teachers and about human relations among'school
staff, particularly regarding the creation of social groups, communication
channels,‘forces of group pressure, and interpersonal cénflict. It is this
writer's observation that much of the work attempted in these areas has produced,
at best, only vague results. The approaches most often used fail to regard
peer interaction as a complete.system and'instéad focus on one particular as-
pégT such as the "lines" of'communication or the quantity and/or frequency of
"message flow" or "contact." Nevertheless, the reader may find several of
these studies useful to some degree.

Wilson and Goethals (1969, 296) found that "the liberal arts trained want
informal interaction among teachers," while "the education trained desire minimun
interaction among teachers." They.also ascertained that those teachers with less
experience wanted more oppcrtunities for within school interaction wifh their
peers than did teachers with more experienée. They point out that experience
is a function of selection and that:

...the proper interpretation of this finding may-be not that
teachers desire less interaction with more experience, but
that those teachers who want considerable interaction with
their peers and do not find opportunities for it may leave
the occupation (1969, 297).

Concerning the formation of social groups among teachers, Morrison and
McIntyre stéte that teachers are.at least in part influenced by the "departmenta.l

organization of teaching" and "staff-rpom accomodation" (1970, g9). Studying

"communication contacts"* among school staff member, Charters attributes much of

*For this investigation, Charters states: "...communication was conceived au
an event linking pairs of staff members" (1569, 33, 3u4).
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the communicatjon patterning within a school to influence of the physical and
organizational structure of the school (1969, 33). Charters also found that
teachers (and administrators) in small schools were "'in contact" with more of
their peers than teachers in large schools and that "their contacts were ex-~
ercised with considerable greater frequency," (1969, 22). He also asserts that
a2 "hint thet communication contacfs were gfeater in elementary then [sic] in

secondary s.:ools of roughly the same size," (1969, 20).

Socialization Among Teachers

The role expectations of teachers within a school are significant iﬁ—
fluences on ﬁost teacher behaviors. It appears that teacher norms are a strong
socializing force in the greatest number of schools. Nelson and Besag state
‘that "teachers who veer widely from the norms are suspect and are treated with
aloofness, disdain, ostracism, or other forms of social punishment by their
fellow teachers" (1970, 175). Although varying somewhat, professional role
expectations, according to Nelson and Besag, typically include “such behaviors
as apportioning equitablé homework assignments, carrying papers, attending
committee meetings, being punctual in meeting a class, joining or not joiﬁing
a teécher organization, maintaining a level of secrecy about teaching practices,
and being aware 6f specific local issues" (1970, 1976).

A number of researchers have pointed out that teachers tend to value con-
formity. Bfodbelt observed that "an unfortunate result of the middle-class
aspirations of teachers and their classroom Practices is that they view coﬁformity
as a virtue" (1967, 155). Neison and Besag found that "conformity in matters of
dress, speech, -and manner are common, especially in the lower school levels"
(1970, 175).

The socializing effect of teacher role expectations and group norms is felt
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mest often by beginning teachers who enter the schools with ideas about “in-
novating" and '"changing" practices (Fetton, 1971, 368; Brenton, 1970, 111:
Morrison and McIntyre, 1970, 90, 91; Chésler and Fox, 1967c, 26; Helsel, =t al,
1969, 42). The tendency to conforming behavior, however, is generall§ charac-
teristic of teachers (Morrison and McIntyre, 1970, 91). Thus it is doubtful

that meeting the role expectations of one's peers is that widespread a problen
among new teachers. TFor example, a recent Instrqpfpf survey of teachers under 3¢
years old in West Virginia reported that 62 per ceﬁt of them "wanted most to fit
successfﬁlly into present programs...." ("Teachers...," 1969, 31).

Closely related to role expectancies and norms among teachers is the social
structure éf the school. Investigating this phenomenon, Chesler (1967, 120)
found significant differences between the way elementary and secondéry teachers
perceived the social groupings within their schools. Elementary school teachers
tended to view their fellow staff members as forming one fairly close group or asg
being diverse and without particular group ties. Secondary Feachers, on the
cther hand, tended to view their school staff as comprised cf two or more sub-
groups. '"Secondary teachers systematically placed themseives in the center or
on the periphery of large groups (71%) more often than did elementary school
teachers (55%)" (1967, 121). Other research indicates that serving on committees
together and traveling to school together are important factors in the communina-
tion patterns of teachers (Chesler and ggx, 1967c, 26).

What do teachers talk about Qithin their peer social groups?* The two most

often talked (or gossiped) about topics of teacher talk are their students, either

“Brenton {1970, 156) quotes a New York city teacher as recalling that be-
fore the teachers' union "there was one principal who did not permit teachers to
talk to each other!"
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the very good or the very bad, and other teachers, (see Channcn, 1970; Brenton,
1970).

From his extensive observations of elementary school teachers, Jaclson
(1968, 14u4) Ffound four aspects of "conceptual simplicity" evident in teachers'
language. They were:

1) an uncomplicated view of causality;
2) an intuitive, rather than rational approach to classroom
events;
3) an opinionated, as opposed to an open-minded stance when
confronted with alternative teaching practices; and
4) a narrowness in the working definitions assigned to ab-
stract terms.
simpson found that although some teachers ""got together socially more often with
teachers than with non-teachers,” this made them no more 'professional' than
those who did not (1969, VI-41, 43). He speculates several possible reasons for
this:
Perhaps when teachers got together they did not talk shop,
and perhaps if they did talk shop the effect was to sclidify
unprofessional attitudes instead of professional ones. More
likely, their off-the-job social activities simply were not
translated into professionalizing interaction or solidarity
on the job (1969, VI-4u4).

One possible explanation for or result of the seeming triviality or shallow-
ness of teachei interactions could be that there is little feeling of professional
colleagueship among most teachers. Teacher associations are not a great builder
of colleagueship, as only about 15 per cent of the members are active in profes-
sional associations.

Dreeben notes that colleagueship in other professicns takes at least two
forms (1970, 212). Members of professions such as law, medicine, enginecering
and so forth generally form an epistemic community for sharing "informatioa
about their respective works. Colleagueship in this form is usually maintained

through publication and conferences. A second type of cdlleagueship usually

exists among those working in the same place.
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According to Preeben, the "traditions™ developing and sustaining an
"epistemic conmunity" do "not prevail in teaching" (1970, 212)}. This area
will be explored in a later section of this study.

A number of characteristics of teachers and teaching contribute to lack
of colleagueship in the work setting. Teaching, as it exists in most schools,
does not require a division of tasks among teachers. Most teachers are iso-
lated by and in their classrooms from contact with other teachers while working.
Dreeben observes that unlike members of other occupations, teachers 'learn
very little at first hand® about what their colleagues are doing and how well
thev are doing it... Teachers talk about their work with colleagues; academi-
cians ... often actually do their work when taiking with colleagues,' (1970, 52).
Classroom time demands and genuine fear by most teachers of béing evaluated by
anvone also.detract from the notion of colleagueship, (see Jackson, 1968; Chesler,
1966; Dreeben, 1970). Simpson found that a "portion of group members [of col-
leagues] are psychologically oriented away from the group, the women wanting to
become full-time housewives and the men hoping to be promoted into the ranks of
management." He also notes that high turnover reduces the cohesion of colleague

groups, (1969, VI-u6, 7).

Teacher/Frincipal Relations and the School Setting

This section attempts to describe teachers’ perceptions of their adminis-
trators (mainly principals), administrators'’ perceptions of teachers, and the
nature of teacher/principal interaction.

Several authors note the increasing bureaucratization of the schools (Katz,

*Emphasis is Dreeben's. The literature indicates that most teachers learn
little at any "hand" about each others teaching techniques.
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15710 Heller, 1971, 365). ire npotveon of the "ieccher as functionars'' . oo
cften referred to in the literature {(Sisber, 19v1; 5lacfer, 19€7, 3v..
Simpson (1969, VI-US5) notes that '"organizations wiiich employ se¢wi-7ivion-

sional women in large numbers tend to be authoritarian :n administraiive o1+ ..

The employees are bound Ly numercas rules and They cipect to Ae told wiey 1o
do, often in considerable detail which leaves them !ittle zatitude.” oo

duple of this scort of situation is reportea by Brenten (19703'236\ whe foura
that, at one scheol, the teachers were nob permitied 1o write comments on
hildrents report cards without special permission frow. the caministiea: .o,
instead, thev were supposed to éhoase One or more f;om a selt of 37 cowments

=D

nlied by their administration.

Ritteuniouse found that in the avea of cducational planning for o - @ -1

vescohrpn participate lecst T il oo wton nomTrag DIt q{re s ot
x b

tiopalists (1971, 81). lie also reports firaings bu Doughty that teachecr
perceive their roles primarily as implementation (1971, 77).
“tudying San Francisco Bayv area tcachers, Rittenhouse, Chornecs, and Heold
tovnd that their areas of highest involvement in decisioning processcs w..y-
1) Determining method of instructca within tne clasuroom,
2) Determining the schedule in the teachoeis  own room;
3) Selection of instructional supplies;

l4) Grouping, promotion, and grade-reporting practices;
c

5) Curriculum plérming and development (1870, 13).

He points out thét, except for the last iten, there iz no ovérlappin, VLT
high involvement areas of any other school employees. Regardiag curriciun
planning, Brenvon (1970, 1223) found many teachers he irtervicwad compl..n - ..
"they're merely asked along for show, and [thatl theis decisions are aic o o
Or thew ~ald that only teachers who were "sympathetis to the administi. o -
point of view" were ésked to participate. Simpson (1969, I-10) obserwved i

"the compliant predispositions of women teaschers help 1o develop a habir
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command in their principals, which affects the principals' dealings with all
teachers regardless of sex." Nelson and Besag state that curriculum decisions
are often made at higher levels, without reliance upon the expertise expected
of teachers (1970, 177).

An interesting summary of the above statements can be gleaned from the
finding that "principals considered faculty meetings 'attractive, free, and
prpductive situations,' while teachers reported that they were generally cautious
in their participation and neutral or negative in attitude (LeFevre, 1967, 4u3).
Alfhough attribution of cause or effect seems unclear, the relationship (at .
least formally) of many principals and teachers seems clear, if not exaggerated.
Both Brenton (1870, 158, 159) and'Sabine (197la, iii) report that the principal/
teacher relationship often parallels the teacher/student one.

Opinions and data cited above lend support to the idea that the principal/
teacher reiationship may have a somewhat '"stifling" effect on the teacher and
that most formal contact with their principals is viewed negatively by teachers.
Other research would seem to indicate that this is not so. Simpson (1969, VI-
45) found that both formal and informal interaction between teachers and prin-
cipals incféased teachers' job satisfaction. Positive effects of the principal‘’s
communication patterns were also observed by Charters (1869, 37).

The notion that the teacher/principal relationship is stifling is not con-
firmed by Chesler and Barakat. They found 'no apparent relation between teachers
perceptions of principals' support for innovative teaching and their own creative
efforts”'(1967, 215). Also, "informal relations with Staff, accessibility,
sharing of decision-making power, and supervisory emphasis," as aspects of prin-
cipal behavior, did not affect innovation and sharing among teachers.

Supportive of the above conclus. - is the finding by LeFevre that principals
hesitate to interpose in a classroom, "although they agree that they must deal
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with serious discipline problems." LeFevre also notes that women principals
are more‘apt to provide help with teaching techniques, while men principals
often see provision of supplies and the like as their chief "supervisory' role
(1967, 442, 443). -

Most teachers, except for some beginners,{sfrongly dislike being evaluated.
Brenton cites an NEA poll showing that "only;BO per cent of the teachers reported
desirable outcomes following evaluation..." (1970, 248). He also notes that
some teachers would rather change job locations than remain in a school or dis-
trict where they are often evaluated (1970, 245). Jackson found among his sample

of teachers recommended as superior by their administrators a Strong aversion

to being "observed" (1868, 132).

Limits of Teacher Autonomy

In regards to teacher autonomy, Jackson noted that the teachers he inter-
viewed were nof terribly hothered by a prescribed curriculum as long as fhey had
"room for spontaneity and the exercise of professional judgement" (1968, 133).
Brenton notes that '"most teachers have a great deai of informal autonomy" (1970,
159) within their classrooms and within the constraints of the curriculum.

Sieber (1971, 19) brings out that the low visibility of teachers' activities
""makes it possible for them either to evade.regulations or to giVe strictly token
compliance...." This writer's conversations with several teachers suggest that
"token compliance" is an often-used tactic by some teachers (see also Channon,
1970).

When the facts that '"the policies governing many of teachers' central activ-
ities originate from. ..guide}ines set by...administrative superiors' and that
advancement and promotion in teaching is also controlled by these superiors

(Dreeben, 1970, 50) are noted, however, it becomes clear that a teacher's autonomy
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differs radically from that of a lawyer, doctor, or university professor.

The lack of colleagueship and professionalism described earlier is no doubt

also a contributing factor. The dilemma of teacher autonomy and professionalism
is weli summarized in the following from Simpson's report:

Our male teachers are low in colleague reference grouj
orientation, partly because most of their colleagues are

women and partlv because so many of them aspire to principal-
ships and therefore look mainly to their superiors for
approval. Neither the community, colleagues, nor principals
seem willing to grant much professional autonomy to a
predominantly female group such as teachers. As a result,
teachers whose orientations are highly professional tend

to feel that the members of their role-sets do not support .
them in their efforts to be professional. In its whcle
atmosphere, the typical school comes to resemble a bureaucracy,
where employees are governed by rules and instructions, more
than a professional organization where they govern themselves
(1969, I-11). )

COMMUNICATION PATTERNS OF NON-USERS
From a summary of research findings...

In the Canonical Correlation Analysis between the tweanty
components and the eight subtests of the organizational
climate profile, the first two canonical correlations
proved to be significant beyond the .002 level. These

two canonical functions revealed seven components which
were closely related to the climate profile subtests.

Five of the seven components were comprised of both person-
ality and structural property variables such as dependent,
conservative, concrete, and practical personality traits
sharing the variance within a component with highly formal-
ized and highly centralized structural property characteristics
(Briner, 1970, 1).

It would seem that teachers' initial experiences in the classroom have a
‘negative affect on their attitude toward 'theory" which is most likely trans-
ferred also to "research." From conversations with both student and practicing
teachers,'it has been this writer's observation that most teachers tend to
view most of the 'theory" and other educational 'data" that tﬁey acquired in

teacher training as "useless.'" Ornstein (1070, 32) has also observed that a
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nuzber of teachers discount or "resist" research by saying that it is "all good
theory, but it doesn't work."

Robinson summarizes teacher reactions to the contradictions and perceived
limitations of educational research data this way: They [teachers and admini;—
trators] tolerate the 'ivory-tower' reports but rely on the 'tried-and-true'
practices with which they are comfortable" (1961, 407). This view is supported
by Jacksop who, upon inquiring into elementary teachers' rationales for employ-
ing various pedagogical means and strategies in their classrooms, found *hat
they rarely "turn to evidence beyond their own personal experience" to justify
their professional preferences (1968, 146).

Brodbelt (1965, 152) reports that a survey trying to measure ~hat 136
teacheré knew about learning theory resulted in the finding that the respondents
"were so ignorant about learninrg that between one-third to a half [of them] be-
lieved 'students learn by repetition...primarily by imitating.'"

Another intrapersonal communication a?tribute of teachers that likely ac~
counts in large measure for their non-use of research is that teachers are not
very active or thorough inquiring systems. This notion is implicit in several
of Jackson's observations (see above, p. 7). He generalizes that teachers
"are unusually willing to accept things as they are without probing too deeply
into the whys and wherefores" (1968, 1u4u4). (The reader should recall that his
sample was of teachers chosen as superior.) From his‘observation of teachers,
he found that whiie teaqhers will sometimes seek explanations as to why certain
factics didn't work or why certain children didn't "learn," they seldom inquire
into the causality of "their" -successes. The teacher more often resacts to posi-
tive manifestations of learning by a pupil as "minor miracles" (almost mystically),
although among his or her peers, of course, "credit' goes to the teacher (Jacksoﬁ,

1968, 1u4).
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It is often observed that time is an important constraiﬁing influence on
the ability of teachers to think about their functions in more abstract or in-
'quiring ways. One experienced teacher has remarked that teachers are so busy
with their "daily doings' that it is difficult to separate themselves from
their functions, "fo see what is happening." The result is that teachers are
"vulnerable to each day's experiences in a special transient way" (Channon,

1970, 4). |

The maintenance or "survival" requirements of the classroom demands of most
teachers hinder their setting, seeking, and evaluation of long-range goals or
their seeking of 'new information." Sieber quotes an Ohio teacher as asking:

How is a teacher to 'keep up?' [sic] I am much too busy as
a currently employed teacher to sift regularly through the
masses of research material and the reports of innovations
in the wvarious periodicals for ideas which might be useful
in my situation (1971, 7).

It appearé that the demands of the classroom situation require the teacher
to "deal" largely in conceptually concrete ways. Research conducted by Joyce,
Lamb, and Sibol (1866, 222) indicates that ''the more concrete teacher is less
able to absorb ;nd utilize information about children...[ and] appears less able
to help children explore problems than his abstract counterpart.'" They further
note that studies which were then in process indicated that few of those entering
teaching were abstract in conceptual development. Jackson's observation that
teachers are often satisfied by attributing single causes as producing single
effeqts (1968, 144) would seem to indicate that elementary teachers are "typically"
fairly concrete. If, as Joyce, Lamb, and Sibol found, conceptually more abstract
teachers definitely tend to Help children "define and advance problems™ more
through fheir communicative behavior, it is not unreasonable to speculate that
the teachers themselvés would be more apt to engage in problem—néming and system~
atic information-seeking behavior more frequéntly as well.

Also at the intrapersonal level, there may be influences on teachers ro-
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sulting from their perceptions of research procecsses and "hardware." One author
points out that teachers often perceive of research findings as written in in-
comprehensible language, locatad in obscure journals, too statistical, limited
in applicability because of their specificness or control of uncontrollable
variables, and not relevant to classroom problems (Hamilton, 1969, 34). Similar
"constraints én the obtaining and use of educational information" reported by
Ornstein (1970; 32) are that many teachérs "lack understanding of research
techniques" and are "unable to interrupt [sic] findings." Thus a teacher's
perceptions of his or her own competencies to '"use" research data may inhibit
his or her use of it. Robinson noted that since educational research data as

a whole is generali§ incongruous, teachers and administrators, '"unable to e-
valuate differences in findings...become suspicious of educational research..."
(1961, 407; see also Lazarsfeld and Sieber, 1964, 57). Perceptions that search-
ing for "information" is likely to be an arduous task may also affecf teacher
behavior (Ri‘tenhouse, 1971, 76).

Many of the characteristics describing peer communication patterns among
teachers presented in the background section are typical of the non-user and
non~-producer of educational research since the 'typical teacher' usually en-
gages in neither of these activities. Findings of several other researchers
that pertain more specifically to the subject of this section are reported below.

Whether resulting from the above-noted negative rerceptions of research
and research data or not, teachers make little use of such material in printed
forms. Lazarsfeld and Sieber (1964, 58, 59) reported a study of 1580 elementary
school teachers which indicated "that teachers do not read publications which
contain research results." The NEA-Research Bulletin, the Journal of Educa-
tional Psychology, or the Review of Educational Research was read by about one

per cent of the respondents. Not one of the publications which teachers read
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data

regularly was listed in America's Educational Press as sources of research
(Lazarsfeld and Sieber, 1964, 59).

Probably related to reading and "use" of researc: ‘ oople phyei-
cal availability of it to the teacher. Proximity and complexity of organization
of "information" have been found to influence "sources" of "information" to
which people will turn (Rittenhouse, 1971, 7¢; Cuadra, 1969, 6).

"Information'" sources to which educators turn most often, however are
persons. Rittenhouse (1970, 3) found that "local or informal contacts are common
sources of new ideas" in schools.

Two findings of Sabine's recent national survey of high school teachers
raise questions as to the extent of opportunity for "information ekchangc” teact-
ers find (or make) in their schools and as to the impetus most teachers might
‘have for engaging in such activity. Sixty-four per cent of Sabine's sample dis-
agreed with the statement that they had "sufficient time and 6pportunity to talk
with and learn from other faculty" (1971a, 127). Yet ninety per cent of the
teachers thought that "the counditions under which I teach are reasonably good
(1971a, 127). Apparently, talking with and learning from other faculty have lirtl.
bearing on '"teaching conditions.' (This seeming contradiction may be the result
of differences between teachers reporting individual values and social expecta-
tions.)

Teachers' interactions with researchers themselves may also have a nepative
influence on their "information-seeking" and rese%rch "use'" behavior. Chesicr
(19674, 470) speculates that:

...1it often seems that those educators who have had the greatest
contact with research efforts in. the past are now most anti-
pathetic toward f.vrther involvement. 'It's a waste of time' and

'We never get anything out of it' are typical practitioner responscs
(19674, 470).

Lazarsfeld and Sieber describe an interesting paradox regarding teachers'

non-use of research findings because they believed that too many important vari-
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aples were ignored or "held constant” in the experiments. "This attitude makes
it difficult to try out the experimental results in the school in order to make
the new approach more realistic; and this in turn makes the approocl. weeptal te
in the schools" (1964, 5u4). |

That teacher language is characteristically lacking in a specialized vo-
cabulary relating to teaching and.that educational researchers' language is
generally "jargonistic" are both more or less common “knowledge.” This dif-
ference is cne indication of the professional differences bhetween researchers
and teachers in their degree of "occupational sophistication'" (i.e., epistemic
community or community of colleagues).

qut "typical" principal behavior is not likely to be suppértive of teachers
functioning as inquiring systems unless this inquiry is carried on within the
limits of school bureaucratic structures. Chesler's rescarch indicares that \
"teachers who feel that their colleagues have little influence on school policy®
are themselves unlikely to begin or support activities leading to classroom
change' (1967c, 26). |

Commenting on administrators' likely reacticzs to attempts at "innovation"

“:in their séhools or school systems, Wynne notes t: - administrators are apt to

perceive such activity as threatening either their competencies or opportunities

for advancement or both (1970, 245). Stability is the objective of most bu-

reaucratic organizatioﬁs.
COMMUNICATION PATTERNS OF USERS

Recounting a "profitable" instance of reading a book review in the HAR-
VARD EDUCATION REVIEW, Channon admits: '"Why I had even read this far was beyond
me. It was not my usual taste in literature..." (1970, 80).

Studies of research utilization emong teachers are almost as difficult to
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find as are teachers who read, tall about or otherwise make "use" of research
data. The work of Rittenhouse,,Chornéss, and Heald exhibits pioneering efforts
at describing the "iuformation use" patterns and characteristics among public
school educators. The several additionallstnﬁ' torted in this section are
includéd because their findings may have imp. o regarding the research
communication pattérns of teachers,

Two experimental studies by Phares (1968; Davis and Phares, 1967) offer
implications as to the personality qharacteristics of persons who engage in
"information-seeking'" behavior more than others. Using college students as sub-
jects, Phares found that "individuals with a geﬁeralized expectancy that
reinforcement is contingent upon their own behavior [internals] tend to actively
engage in information-seeking to a greater degree than individuals who do not
hold such 2 generalized expectancy [extsrnals]" (1867, 53/, 557). However, hi:
experimen=s alsn indicated that "situational variables'" &= an important conc. -
tioner of "informizrion-seeking" behavior (1967, 559, 560).

Another im-eresting finding of Phar=ss' research is that when internals and
externals both acquired "information" tc the same level of proficiency, internals
were hetter '"utilizers' of the data than were externals (1968, 658).

Surveying "information" 'needs" anZ '"uses" in 65 San Francisco Bay area
school districts, Rittenhouse (1970, 13- (along with Chorness and Heald) found
that '"teachers' information needs appe=— to be primarily in classroom practice
and curriculum." This would seem to follow from other findings that these are
the areas in which teachers have the great=st degree of chrice.

Rittenhouse =lsc found that educational "users" "prefer operationally
oriented information and are less interested in the researzh findings presented
conventionally in ‘many professional jourmals,'" (Rittenhouss, 1970, 71, 72).

Lazarsfeld and Sieber's finding that teachers were much more Ffrequently involved
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with field service types of "information" than with the more abstract and de-
personified (disembodied) forms of "information'" is consistent with Rittenhouse's

finding. Teachers' tendencies toward conceptual concreteness is likely a factor

in their preference for operationally orient: -lata (see above, p. 2 ).
Non-print media are "rarely o as o .ole or primary vehicle of informa-

tion," according to Rittenhouse {1870, 71, 72).

Sources of "information'" closer (and presumably more available) to those
seeking data were most often used. Reporting on th= Rittenhouse study, Chorness
notes that the five most frequently used sources ”involve direct persbn~to—
person contact" (1969, 49). However, no measure of the content of these "con-
tacts"‘was attercted. Tﬁus it is not possible to infer the extent to which
educational rese:rch was tzlked sbout as contrasted with classroom experie - =s
or percepTions oI school or organizz- .onal constra.nts Zur example.

Repr ting th=t printef data ferwmats afe little used, Chorness ascertain-
that "leaszfrequently usec at the time of this survey were the Federally fu ed
training and R&D programs,'" with ERIC being used léast (1969, 10).

Intercommunication for-the purpose of "information-seeking'" was most often
informal in nature (Chormess, 1969, 10). The five most frequently "used" data

sources reported in the San FTrancisco study were: '

'...colleagues in one's own
school system; principals and vice-principals; contacts =t professional me=tings,
superintendents; =md curricuium stec!alists," (1969, 103.

One other study related to te:acker communication patterns is of interest,
although there is mo data reported describing whether or not thé "information"
involved pertains to formal research data or to experiences. In light of the
Rittenhouse, Chorness, and,Heaid findings concerning most frequently used "source:s

of information," factors affecting sharing among teachers become a subject of

interest.
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Robinson states that "the resultc obtained by an astute teacher experi-
menting with a new procedure oftec le=d other teachers to accept the practice....
It is not unusual...to find a schecol 7r school system committed to a practice
that worked well with one good teacher" (1961, 408). While this seems rather op-
timistic, (particularly when data comcsrning teachur colleagueship are considered,
see above, p. 13), it does point our the potential of such activity. The Chesler
and Barakat data should be pgefaceﬁ;mi:h-the finding that although it would
seem that teachers "are inventing mr—aciices for use in their classroomﬂi..it
appears quite clear that there is mrt = great amount of sharing going on among
school staffs," (1967b, 217).

In their analysis of the datz: fom %73 self-report questionnaires czmpleted
by the professional staffs of 21 eiemezrtary zmd secondary schools in ¥:::.igan,
Chesler and Barakat distinguish b=cwesn the skaring of classroom prac:t’~-=s and
innovafion by noting that the form=> "rezuires some mechanism for inform=tion
processing among peers' (1967b, ak=—=rt).

Teachers who engage in sharirg =ctivities more than others generally are:

relatively new to the professico bux have same teaching
experience (211)

concerned with building mj. .isl-planned and informal classrcom
atmospheres (212)

secondary teachers who ==zt spending a great deal c< time

on their classrcom teachir ‘u~Zes (212)
gezerally interested in - ..zige and Zzveloping new ideas (212)
more likely to have urba— ackgrounds (212)

likely to have lower churc =ttendance (94)

likely to participate mor - = informal professSonal ex-
changes (14€)

likely to participate mcre Im Sorr2l channels of exchange
as committees and educatic- asm--iztions meetings (147)

of the feeling that they hav  wsr zr influence within the
school (145)
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holders of a liberal arts background in college work (211)

of the feeling that staff relations are closer and more personal
(129) '

better liked by their colleagues (129)

Chesler reports that "in general, broad and basic personality and attudinal
predispositions...do not relate significantly to teachers'...sharing of teach-
ing practices" (1967b, 95). Somewhat contradictory with this, however, is his
statement that teachers "who have a sense of their own personal power" and who
feel that their role within the school decisioning structure is influenti-l are
more frequent innovators and are more apt to share (1967b, 213, 145). The pos- |
sibility that "sense of power'" and a person's identification as an internal or
external suggests a potential for exploring some interesting correlatic - be-
tween Phares' experiments and Chesler's studies. Chesler points out, b “zver,
that his findings suggest that ''mneither innovation nor sharing are ver: idely
perceived as ways of satisfying...social orientations," and that need: iq—
fluencing colleagues, achievement, and affiliation "may all be sought au:
satisfied" in other ways (1967b, 69).

Concerning:priﬁcipal and administrator support or non-support of "iz: . mation
use'" and communication among teachers, Chesler's and Fox's findings indi: =2
that teachers ”ﬁust know that they have the backing of their fellow tea=n: s and
their administrators if they are to be willing to try new ideas" (1967c ).

In another study, Chesler found that principals' "efforts associated wir ~eacher
innovation and change are not very productive" (Chesler and Barakat, 19¢7 , 215).

In an interview with an experienced elementary teacher in New York, :renton
found an interesting comment on tﬂe supportivé/noﬁ-supportive role plays Ly
at least one principal. The teacher said that she oftgn came up with icd=as to
impleﬁent in her classroom. Some, however, required the principal's aprzaval.

Although he had never refused, he always said to her: " ..don't tell an— ot the
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other teachers. They couldn't handle it." Brenton said "she remerked that hor
relationship with her principal is very strange: They are in collusion for the
sake of creativity, and at the same time they are in ccllusion against it
(1870, 161).

| Little data was found that indicates a general or consistent role »f sup-
port or non-support regarding teacher "information" use among principals or

administrators.
TEACHERS AS PRODUCERS OF RESEARCH--£I] INSTANCT

Even less data was found concefning teac=ers as producers of resear . The
one study found relating to this subfect, howetvezr, is worth reviewing in some
detail.

After its first year in operatian., the K= Jerzev Teacher Innovation Frogr v
was evaluated in terms of the charactzristics of those teachers receiving "mini-
grants"‘(small grants funding teachers' project proposais) té experiment in theil:
classrooms, the effects of the minigrant projects, and the dissemination . © "in-
formation" about the projects.

The function of the Teacher Innowation Program wa: to provide classi o
teachers in New Jersey the opportunity and funding For "developing and ihyte~
menting their own ideas about teaching-learning in their schools" (Walthaw, 1370,
3). For the 1868-89 school year (the program's first), 497 t=achers st - rtod
-project proposals to the State Department of Education which administerea cie
program. One hundred eighrt projects received awards ranging from $300 to 31000
(Walthew, lQ%O, 2).

For his investigation, Walthew was able to gather datz on 86 of the z_ant
recipients and their projects. The findings of particul=zr interest to this re¢-
view are summarized below, interspersed with comments as to th2ir possitle

implications.
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There were nearly equal numbers of men and women teachers
receiving grants

93% of the recipients had done additional work in college
past the baccalaureate and 86.7% held advanced degrer~

L0% were teachers at the elementary level and 10.5% were
~ot classroom assignec teachers

Only 32.5% of the recipients expect to stil. be élassroom
teachers by 1975, 3.5% of the them plan not to be in ed-
ucationally related work.

That thelproportion of men recipients is & good deal higher than the per-
centage of men teachers in New Jersey or thé United States {avout 35.5% maies)
might be indicative of the criteria (implicit c— explicit) for selection. How-
ever, wien considered with the graduate experience and career plans indicated
by the recipients, these data tend to replicate the findings reported above on
the interest of male teachers in career advancement.

The almost inordinate number of recipients wiIth graduate credit raises the
question of whether this (or any of the other characteristics) was a result of
the selection process, i.e., belief that graduate work "certifies" a teacher
for doing research, or whether the same proporticms of graduate experience were
characteristic of all 487 teachers submitting proposals.

Nearly all minigrant recipients saw themselves as having "innovated"
in their classrooms in areas of content, stracegy, and technics
prior to applicatiom

Table 1

Number and Percentage of Minigrant
Projects by Type of Innowation Perceived by Recipients (N=83) {(p. 20)

Type of Innovation No. of prnjects %
Adoption _ 5 5.8
Adaption 3o 37.2
Creation 46 53.5
Total 83: 96.7
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Iable 2
Number and Percentage of Minigrant
Recipients by Perception of Type of Innovating Done by Czher
Teachers in Their Buildings (N=72) (p. 20)

Type of innovation

. No. of recipisr*s
=7 other teachers P

+Zaption 41 7.7
" :gtion 14 6.3
Zzoption 12 14.0
Teone 5 5.8

Total 2 83.8

15% (the second highest percentage group) attribute profes-~
sZonal reading as source of their project idea, ("recipient's
‘own thinking" was first--54.6%)
Lack =f faith im the creative-ability of their peers as evidenced in the
respondenc=' perceptions reported above would seem to be indicative that these
teachers —end toward a low level of peer colleagueship. If this lack of at-
tributior to other teachers, coupled with the respondents’ high degree of ™self
confidence," is more "actuality" than-the result of research instrument bias,
then the Zindings reported earlier that most teachers: "information-seeking"
is among-zme's colleagues would lead one to believe that such activity would
prove "frnstfating," to say the least, in peer grbu;s containing teachers such
as those -=scribed above.
€8.6% said their administrators encouraged new ideas in
The classroom; another 24.4% said they were "free" to try

¢ =ew ideas
55.4% received help in deciding tc apply from administrators,
waile only 1.2% (n=1) received help from a fellow teacher,

18.6% said no one helped them)
Aoministrators were consulted three times moms by frequency
<Tham teachers during the recipients”’ preparzzion of their
proposals
These f=mdfngs sugg=st that administrators plav a potentially key role in

the support ¢f —eacher eFforts at producing re -zarca. However, since thi~ picgrar
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was ‘initiated and sponsored chiefly through the bureaucratic structure of the

educational system (and "through the cooperation of'" the New Jersey Education

Association), one cannot be certain what the role of administrators might have

been had the program not been "administratively connected" so directly.

Peer awareness of implementation of a teacher's project

was most complete in the immediate vicinity of a teacher's
classroom and decreased proportionally with physical distance
from the room (p. 26, 27)

The greatest incidence of use took place among teachers in
the recipients' teaching fields op grades in their own
buildings. Forty-two recipients reported that their projects
were being used by a total of 194 of their teaching area
associates. Thirty-one of the 42 estimated their projects
were being used by from one to five teachers (p. 34)

This study found the spoken word to be the principal means

of disseminating information about the projects. Specifically,
information seemed to be communicated mostly through informal
conversations between recipients and teachers and through

oral exchanges between building administrators and teachers (p. 59)

Table 3

Number of Projects by Degree of
Influence on Minigrant Applications and Category of Teacher
(N=69). (p. u0)

Category of teachey
Teachers in

Teachers in Teachers in another
the same a different building in Teachers
teaching area teaching area recipient's  in another
Jegree of influence on in recipient's in recipient's school school
sinigrant applications building building district district
’roposals actually
written for submission
to State Department of
Education 18 30 13 7

'trong interest in )
writing proposals 12 7 3 1
li1d increase in writing

proposals

ittle or no interest

in writing proposals 12 8 i _
ecrease in interest »

in writing proposals - _ - - _
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These findings suggest to this writer cthat an investigation into thye vax-
sons or rationales for '"use" of the minigrant projects might yield inLereﬁtihg
results. For example, was 'use" of a project "stimulaved" through scceial rores
sure and/or a sense of status or cdmpetition in the peer group, or through the
"merit" of *results" of the project? Given the nature of.teacher/peer Selations
described ealier, one would predict the former.

Further study inmto the nature of the projects themselves and the degree
of grant recipients' "utilization of research" might also prove revealing.

Were the ”inﬁovatipns” "aeated" by the recipients actually "new" ideas not to
be found in the extant research data? Or do teachers often "reinvent the wheel"
rather than engage in systematic data searching?® Scanning the titles of the
projects, this writer observed that few of them seemed to have a theoretical
orientation. More, it seemed, cortained implied assumptiong_tHaT CEVTAIN Pheor s
or methods "work." Bésad merely on the titles, however, this may te au wifair
criticism.

Walthew observed that recipients seemed "inner-directed" and that a chief
effect of performing a project was "professional self-actualization' (1870, 59,
59). One wonders also if this characteristic was ”acquire&” Lefore or as a
result of (or incidental 15) participation. The data suggest that recipients
were probably "inner-directed" or at least highly motivated on entry, thus pos-
sibly supporting Phares' findings (see above, p. 27). .

Whether or not the effects of such a program on the "knowledge utilizavics

and "production" patterns of -teachers are "actual," ""desirable," or neither

*Speaking of the sciences, Walter J. Ong has speculated that, given "the
mere bulk of learning...it is occasionally less time consuming to repeat certain
.bits of research than it would b= to comb the vast float of extant literature {op
needed information," (1988, 11).
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remains to be demonstrated. Nevertheless, in implementation, it is ar irtep-

esting approach.
CONCLUSION

Assuming that, as implied in the data here prasented, teachers are not
"utilizing educational knowledge," and assuming that the desived goal or state
is that teachers "utilize" and "produce'" such data, several questions arise:

What sort of role description is it desirable for teachers
to adopt?

What characteristics would teachers have to develop to "fit"
this role?

And how does one get there from here?

It is difficult to "know" of whém to ask these questions. Tor example, iF
20lleges »f education ”knéw” the answers, and are sttampting *to Mitilice ' vhen.
why do the questions remain when teachers leave college and enter the clasorcope”
If teachers are answering them, then why are so many teachers diésatisfiea with
teaching? (And why are so many other persons "intervening?") If School admin..
istrators are trying to answer them, why is teacher/administrator interaction sa
infrequeﬁt? If educational researchers "know" the answers, then why do they sri.
appear to be working on them (or why can't they agree)?#

The issue (unless one decides that there are no "answers," in which case
the implication for action is obvious) is who decides what teachers do--shout.i
or should not "know"? And how can anyone decide for another person what he
"needs" to "know" and expect anything short of failure in getting that person tn

"know" the way (with thé same result) he has decided that the other person

*Perhaps they are just trying to replicate~-"prove "-~their "answerz"?
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“ueeds"™ to "know'"?  While these question: mey seem facetious, the writer -ubmits
that they are vefy "real." For it appears that "knowledge utilization" is not
as "objective" or value free a concept as most "knowledge utilization par-
sonnel" would have us believe.

The problems raised by the dynamics of these questions in currently "funco-
tioning" systems are fundamental to rconcepts of "knowledge uTlllzatlon " Thev
"need" to be faced and grappled with. The probuém of "knowledge utilization"
is not a Simpie matter of "linking" the "knowledge" with the "utilizer." It
is much more complex.,

Take, for example, thé concept of "knowledge linker" being devéloped as

an occupational role through Federal funding. The notion of "knowledge linkers"

for "connecting" the."gulf" between teachers (intended "users" of "knowliedge')

9 y oo

and researchers (The producers of "knowledge": serwas only *te widen that g0

by further splitting the competencies® of both teachers and researchers. It
also serves to increase exponentially the amount of effort involved in the
"utilization of knowledge by mﬁltiplying by a 'middleperson'" the work of both
the teacher and the researcher. For teachers will still "need" to "know" whart
they 'need" to "know," and researchers will still need to attempt to “know"
what the teachers "need" to know. The notion of matching "results'" with "'ques-
tions" seems wasteful; for no person can 'know' what ;nother person ”nepdq” (or
"knows" already) without being that pérson, (although persons can approsch
"knowing" the "same thing" by adopting common strategies and tactics for acquirirs

"knowledge"). Ridiculous enough is the already split or "“separated out' role

of the researcher. To be of any value to the teacher, a researcher ‘'needs" to

*See "The Functions of Incompetence" by Thayer (1972) eds. E. Laszlo and E.
Sellon in Festschrift.
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"know" what the teacher 'mecds" to ‘wnew" - hal ia, to e a teacher. Lntsp
the '"knowledge linker" who, unless he is to fail, "neede" to be both a teachor
and a researcher, and simultaneously--a 'knowledge linker'!

The difficulty blocking current approaches to "increasing" "knowledge uLi -
lization" in education, raised in the above questions, this liierature review,
and in other documents of this NCEC project, is that educational researchers
and the "intended" users of research, teachers, belong to different (if
existent) epistemic communities, neither of which contains any unified, system-
atic, or underpinning theory.

The analogy of "knowledge utilization" in medicine demonstrates this clear-
ly.®* Some medical doctors engage in medical research and others in medical
practice. The roles, however, are not that distinct or ossified. A medical re-
searcher can shift to practitionér without being required to relearn his
profession. A practi ioner can likewise shift 1o researcher. In either role
there are basically the same systematized strategies (theories), in addition to
standard tactics, for inquiry. A scientist, such as a doctor, whose discipline
is based on a unified theory consisting of common strategies and tactics is a
member in an "epistemic community." Among such a commuiity, common competerncies
of inquiry enable members to take "information" into account similarly. Thus
they are able to generate and disseminate, and acquire and process data in their
professional roles with comparative ease. It would appear that developing a

higher level of "knowledge utilization" of educational data may mean dévelopjn;

an epistemic community among educators.

*While "knowledge utilization" in the field of medicine is much less a
"problem' in contrast to "knowledge utilization" in education, it is not a "per-
“fectly functioning" concept. The "functions of incompetence'" described by Thayer
(1972) have invaded medicine and many other sciences probably help to explairn thc
rising dysfunction of "knowledge utilization" in medicine. Thisg analogy is prol.-

ably truer of medicine as it was fifty or eighty years ago.

O
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Simple tactical approaches alone, such as 'knowledge linkers," wili cnly
muck up the problem by increasing its complexity and *his "requiring" aeve divi-
sion of, i.e., different, competencies. Tactics such as devising "inf-ir.fion"
systems in areas (not disciplines) serves only to file data in categories. Sinne
the categories are not linked according to any svstematic thacay "intoramation
grows or accumulates only bulk, not organization and categories increass in an-
biguity (i.e., become less mutually exclusive). While the scientific disciplines
(including medicine) are "suffering" from the complexity of over-organization.
education, on the other hand, seems to be suffering from simplfcity in under-
organization.

This analogy between education and medicine and the conclusion that educa-
tion is under-organized suffer from at least one major assumption: Thzt
educétion should or can become a science. ~There <= those edu:atjoni?ru Wi
are convinced that education is over~organized; that it has become too hirhily
structured and proceduralized to_allow learning to occur within it. Paul Géod—
man, for instanée, submits that, if left to their own incidental modes of
inquiry, most children would learn to read by age nine in the same manner as
they learn to talk (1970).

This concept of incidental learning, however, still impiies a theory about
educétion. Thus, the pursuit of a general theory of learning aﬂd education
Qould seem to be worthwhile in developing an epistemic community and TR g

utilization' in education.
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