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PURPOSE AND STRUCTURE OF PAPER

The purpose of this discussion is to provide a background sketch of

tl-pries and research specifically about, or pertaining to, the subject

of knowledge utilizatiOn in the public education system in the United States.

The paper is organized in sections in which, first, the problem is

defined; second, significant theoretical approaches are presented; third,

research is discussed; fourth, media theory and research as it pertains to

the process of knowledge utilization in education is presented, and fifh,

the study of which this paper is a part is placed in the context of existing

theories of knowledge utilization.

Any attempt to discuss theories and research in a subject as ambiguous

and wide-ranging as knowledge utilization must be less than comprehensive.

This paper does not presume to be definitive; it presents, at best, a

sketch based on the author's subjective decisions as to theories and research

significant to the study of which this paper is a part. Readers interested

in the subject and who wish a more comprehensive literature review are directed

to Ronald Havelock's Planning for Innovation Through the Dissemination and

Utilization of Knowledge.'

STATEMENT OF PROBLEM

In its simplest form, the problem of knowledge utilization in education

is the question of how and why existing information comes to be considered

"useful" by educational practitioners, and how it is subsequently applied

by practitioners. In much of the literature on the subject, "existing in-

formation" is narrowly defined as "existing scientific research findings."

An underlying assumption of the entire question. seems to be that such
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information should be "used." In Havelock's words, there exists "... the

growing expectation on the part of industrial executives, government leaders,

and the general public that most, if not all, of our storehouse of scientific

knowledge should be useful to man."2

Utilization of existing techniques, tools, and ideas--of "information"--

has a relatively short .tut productive history of study. The bulk of the liter-

ature has been generated in the fields of educational innovation, agricultural

innovation, medical information dissemination, and technology utilization,

the latter with emphasis on military technology.

Subsumed under the term "knowledge utilization" in education are such

diverse areas of concern as application of research, diffusion of research

information, educational change, educational innovation, creative teaching

methods, dissemination of information, adoption, utilization, development,

production, evaluation, and technical and technological skills. All have

something to do with knowledge utilization in education, making the concept

very difficult to define. In this paper, the term will be understood to mean

adoption of existing techniques, tools, information and ideas by some educa-

tional practitioner. The author is aware that this may be too narrow an

understanding, for it presupposes the existence for production) of information

and the existence of a dissemination structure, that is, of an information

system.

Knowledge utilization in education cannot be understood apart from its

context. Accordingly, the informational structure of the American educational'

system will be briefly examined. Who produces the information in the system;

who disseminates it, and who uses it? Two levels should be distinguished.

First, there is the level at which the entire environment is the information

source, the teacher is the disseminator, and the student is the adopter or
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user. More to the point of this paper, however, is the level at which edu-

cational researchers produce scientific information, dissemination is accomplished

through various information systems, and educational practitioners utilize the

information to change (generally, with intent to improve) the teaching of

children.

At the second level discussed above, a fact that becomes apparent is the

complexity of the American formal educational system as an "information"

system. Sam D. Sieber3 recognizes five primary sources of educational infor-

mation: university - based research units, regional educational laboratories,

research units within state departments of education, research units within

local school systems, and private testing and research organizations.4

Thomas D. Clemens recognizes three primary audiences for such educa-

tional information, specifically, other researchers, educational decision-

makers and practitioners, and the general public.5 These audiences are provided

with information about educational research through a dissemination network

comprising professional associations and organizations and their journal';,

other publications, and conveutions; universities and their publications,

extension services and instructional activity; government agencies, including

local school districts, state education agencies, and the federal government

with its various information services and administrative agencies; private

publishers; foundations, and the mass media.

This dissemination network includes the university-based educational

research and development '(R&D) centers and the regional educational labora-

tories administered by the Office of Education. Generally, the R&D centers

are concerned with production and refinement of new information in education,

while the educational laboratories are concerned with application of new in-

formation to existing educational situations. In addition, the Office of
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Education operates the Educational Resources Information Center (ERIC), an

information system which receives information through a network of clearinghouses,

makes it available to researchers and practitioners who can learn what is in the

system through either hand or computer search techniques, and offers either hard

copies or microfiche copies of the information to users.

Mention of the R&D centers, of the regional labs, and of ERIC, suggests that

efforts have been made to implement a national system of information dissemination

which will allow educational practitioners to find out about and use the products

of educational research. Nevertheless, sentiment is that the system is not

achieving the results its planners envisioned. In large part, this may be due

to the nature and structure of the American educational system. Sieber remarks,

"Because of the pluralistic nature of education in the United States, a single,

monolithic educational research information system has not developed, nor is it

likely to develop."
6

Many explanations of the knowledge utilization process in

education have been presented, however, and a review of the major ones may suggest

why the American educational system processes information the way it does.

THEORETICAL APPROACHES

In educational research, the significant early theory and research bore the

mark of one man, Paul Mort.
7

Mort's work was in the area of diffusion research.

Time, that is, the relatively large amount of time required for the diffusion

and adoption of an idea within the educational system, was a key concept under-

lying his research. Mort gave credibility to the concept of time lag in

educational diffusion. He wrote:

Following an important discovery such as the one made at the turn
of the century--that the theory of formal discipline is untenable-
we may expect a long adjustment period characterized by thousands
of inventions of know-how designed to put the insights into operation.

The latter part of this period will be more prolific than the early
part. It is out of the accumulation of inventions that new composite
inventions or designs emerge.8
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Mort posited a four-stage diffusion and adoption process, beginning with

insight into a need, introduction of a way of meeting the need, diffusion, and

adoption.
9 He gave due weight to environmental pressures on the school system.

He argued that the best schools of the future could be 7:dscovered piecemeal in

the op,irations of the schools of today and that "The golden strand among the

bundles of haywire about us would appear to be adoption of responsibility by

the school tha all children shall learn, and the giving up of the guiding prin-

ciple of offering opportunity that was adequate for the 19th century.
10

Mort's influence and his emphasis on environmental influences are recognized

by Richard 0. Carlson,
11 who also recognizes a shortcoming in Mort's work.

Carlson writes:

. . . the study of the spread of educational practices bears the

mark of one man. The 1;i.te Paul Mort and his students seemed almost

to have cornered the market on educational diffusion studies. This

last feature has, however, apparently permitted a . . . very impor-

tant characteristic of such studies: an implicit assumption that

characteristics of chief school officials are unimportant in explain-

ing rates of adoption of innovations.12

What Mort started, many have continued. In the literature that has been

generated in the area of educational diffusion, adoption and utilization of

information, Havelock has isolated three major paths of thought about, or three

basic theoretical approaches to, the knowledge utilization. process. His categories

will be adopted here and an attempt will be made to discuss briefly representative

educational theorists of each approach. The three approaches as defined by

Havelock are the research, development and diffusion perspective, the social

interaction perspective, and the problem-solver perspective.

Of these three theoretical perspectives, the dominant one has been the

research, development and diffusion model (see Model 1, Appendix A). This model

reflects stimulus-response assumptions and encourages research emphasis in the

producer and "controller" of information. Reasons for its dominance are many.
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It builds on the early work in agricultural diffusion and thus has a credible

scientific base, even though, as.Sieber argues, the unique characteristics of

the educational system indicate that research in other fields does not neces-

sarily transfer to the educational system.
13

In an admitted over-simplification, this perspective is compatibl., with the

American bias toward "unphilosophical pragmatism,"
14

which assumes that provision

of information and ideas is sufficient to insure utilization, since rational men

will seek out the best information available for any problem. ThiS assumption -

is supported by the social communication theory expressed in the formula of the

open marketplace of ideas, which is manifested in American political-legal

institutions.

The linear, sequential nature of the research, development and diffusion

perspective is supported, too, by the more technical ideas of traditional communi-

cation theory, including the linear, mathematical Shannon-Weaver model, which

uses source, message, channel and receiver as its dominant' elements, and the

Lasswellian verbal formula of who says what to whom in which channel with what

effect. In addition, the perspective reflects a mechanistic bias in American

society which encourages emphasis on technology. The roots of this may be found

in the British philosophical development of laissez-faire individualism. The

philosophy, developed during the rise of industrialism and transplanted in

America, assumes an essentially mechanistic, Newtonian view of the universe.

The support for this theoretical perspective is thus impressive, but it

suffers one flaw: it doesn't seem to satisfactorily explain the phenomenon of

knowledge utilization. If the justification and role of theory is its broad

explanatory and predictive power, and its ability to suggest relationships, a

theory which assumes rational action as the human norm would seem to ignore

significant elements of human experience. Havelock says of the RD&D perspective:
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It seems to be a particularly popular and appropriate model for
dealing with ID&U issues at the macrosystemic and policy levels . . .

because it subdivides the knowledge flow system neatly into different
functional roles which exist within different subcultures (e.g., the
research community, the product organizations, the practitioners,
the consumers). It does appear to supply much of the rationale for
current policy planning in the U.S. Office of Education. -5

Representative proponents of the research, development and diffusion per-

spective in education are Henry Brickell and Egon G. Cuba. Brief descriptions

of their approaches will be presented below.

Brickell,
16 based on his research with the New York state educational

system, developed a three-part model of the change process in education. The

three phases are design, evaluation, and dissemination of innovations. In

Brickell's words:

Program design is the translation of what is known about learning
into programs for teaching. The ideal circumstances for the design
of an improved instructional approach are artificial, enriched, and
free .17

Program evaluation is the systematic testing of a new instructional
approach to find what it will accomplish under what conditions. The
ideal circumstances for the evaluation of a new instructional approach
are controlled, closely observed, and unfree.'7

Program dissemination is the process of spreading innovations into
schools. The ideal circumstances for the dissemination of a new
approach through demonstration are those which are ordinary, unen-
riched, and normal.19

Underlying concepts in Brickell's model of the educational change process

are the essential stability of the system and the harmony, or interdependence,

of the system with other parts of the society. Change, thus, is the exception

rather than the rule, but failure to change is not totally the product of

external societal pressure. Brickell says, "The public is not an anchor holding

back an eager profession. Community expectations and professional ambitions are

usually in reasonable harmony with each other." 20

Guba
21 is a second major proponent of the research, development and diffusion

model. He posits a four-category theory-research continuum, consisting of

research, development, diffusion, and adoption.
22
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For Cuba, research comprises depicting, relating, conceptualizing and

testing; development comprises depicting, inventing, fabricating, and testing;

diffusion comprises telling, showing, helping, involving, training, and inter-

vening, and adoption comprises trial testing, installing and institutionalizing.
23

Central to Cuba's conceptual framework is the assumption that research and

practice are two distinct activities within distinct communities, and that

middlemen have to be trained to connect the two.

Though the research, development, and diffusion perspective on knowledge

utilization may be faulted for its mechanical, linear bias, criticism of it must

be qualified, as Havelock recognizes:

In criticism, the RD&D model can be said to be over-rational, over-
idealized, excessively research oriented, and inadequately user
oriented, but because it has been laid out so concretely by Guba
and his colleagues, it gives other educators something to shoot
at figuratively as well as literally. [Dr. Frank] Chase, for
example, has suggested that Guba and company may have been most
useful to education in arousing colleagues to come forth with
alternative conceptualizations.24

While the research, development and diffusion model concentrates on the

knowledge producer, the second major perspective, the social interaction per-

spective, concentrates on the relationships between producer and user (see

Model 2, Appendix A). This model, based on anthropological, sociological and

social psychological thought, has contributed to educational theory the distinc-

tion between formal and informal communication channels, the concept of the

opinion leader, and the concept of the reference group as a major determinant

in adoption and change of attitudes. It encourages research emphasis on the

organizational aspects of the educational change process.

Representative theorists in this perspective are Everett Rogers,
25

Carlson,

and Mort. Rogers is most widely known for his work in rural sociology, but he

has also given some thought to the knowledge utilization process in education.
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The very fact of his background in rural sociology lends credibility to

Rogers' discussion of the possible inapplicability of such research to education.

He notes that " . . . we have tended to view schools as if they were farmers,

innovation-wise."
26

Rogers gives needed:.emphasis tc ti. inhibiting effect that traditional

concepts and research can have on conceptualization of the knowledge utilization

process. This is evident in lis discussion of the inapplicability of rural

sociology to education. ("Strange," he writes, "that the study of innovation

has itself been so traditional."
27

) Rogers would'change the educational research

emphasis from the process between schools to inspection of what goes on within

each unique school system, and would adopt the methodologies of relational

analysis and structural effects. Using these methods he would study diffusion

effects variables, communication variables, social system variables, and conre-

quences variables.
28

Rogers is especially interesting because of his emphasis on the communica-

tional nature of the knowledge utilization process. ("There is hardly any need

at this point to discuss the importance of communication in the diffusion pro-

cess. Diffusion is a communication process."
29

) A central concept in Rogers'

work is that of stages of adoption over time. In a social group the continuum

progresses from innovators to early adopters, early majority, late majority,

and laggards. Rogers conceives of stages of adoption within the individual,

also. An individual progresses from awareness to interest, evaluation, trial,

and adoption.
30

This concept is compatible with the basic conceptualization of

time, and time lag as developed by Mort.

Carlson conceives of the diffusion process as involving interaction among

people. He takes issue with theoretical emphasis on environmental determinants

to the exclusion of consideration of influences of individual interaction through
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inforMal communication channels. At the same time, however, he avo'

individualistic idea that environmental aspects are of minimal

emphasis is on the relationships between individuals within sy:AL:.

-1y-

relationships may constrain action but such constraints can also be changed or

disregarded by the il:div;_daals involved. Carlson's interaction perspective can

be seen in his statement:

Social structure involves the relations that exist among people.
It is defined in terms of the distribution and differentiation
of statuses, roles, and patterns of interaction or communication
among members of a social system. . . . the spread of new ideas
takes place in a social network in which the act of acceptance by
an individual seems to influence others . . . . 31

Rather than conceiving of adoption as a phenomenon occurring to discrete

individuals, Carlson tends to view it as a chain reaction with cumulative

effect.
32

The social interaction perspective of knowledge utilization in education

emphasizes the relationships between participants in the system. It thus

encourages a shift in research emphasis from the information producer, with the

connotation of a producer-controlled system that such an emphasis suppbrts.

Havelock suggests, however, that the social interaction perspective gives too

little emphasis to psychological factors in the utilization process.33

The third major perspective defined by Havelock is the problem-solver per-

speCtive which is user-oriented (see Model 3, Appendix A). Based on psychological

theory, it ". . . rests on the primary assumption that knowledge utilization is

a part, and only a part, ofa problem-solving process inside the user which

begins with a need, and ends with the satisfaction of that need."
34

The problem-

solver perspective encourages research emphasis on the psychological processes

that lead to perception of a problem and to utilization of existing information

or invention of information to provide a solution to the problem.

35
Representative theorists in this perspective are Ronald Lippitt and Matthew

36
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74ippitt's psyclIological approach is evident in his analysis of significant

differences between education and the fields in which most diffusion and adoption

research has been done. Lippitt writes:

. . . in education, I believe, most of the significant change., ,

practice imply and require some changes in the attitudes and skills
and values of the practitioner in order for the change to be a
successful adoption and adaptation. Typical change in agriculture-
a new seed, a new insecticide, a new fertilizer--does not require
any basic change in the attitudes and value. of the farmer in order
for him to be a successful utilizer of these innovations. . . . The
same is true if one reviews most of the new industrial inventions,
and the same is true of most of the new developments in medicine-
that they do not require major value changes, attitude changes or skill
changes on the part of the practitioners. Yet we find most new teaching
practices require significant psychological changes and skill acquisi-
tions by the adopter and adapter.37

The change process in education is conceived of by Lippitt as a seven-step

process: the development of a need for change; thr_ establishment of a change

relationship; clarification or diagnosis of the client system's problems; examina-

tion of alternative routes and goals, and establishment of goals and intentions of

action; the transformation of intentions into actual change efforts; the generali-

zation and stabilization of change, and the achieving ,..7f a terminal relationship.38

Although Miles argues that an innovation may -ze ir:tiated by either the

receiver or someone outside the system, he focuses on qr.- receiver-based processes

necessary to bring about adoption. He describes four _.cages leading to the

adoption of an innovation. These are design, awareness-interest, evaluation, and

trial.
39

Advocates of the problem-solver perspective have done much to minimize the

disregard to the user which is a prime drawback in the research, development and

diffusion model, but this perspective, too, suffers some shortcomings: . . first

it puts excessive strain on the user; second, it minimizes the role of outside

resources; and third, it does not provide an effective model for mass diffusion

and utilization.
40
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Havelock, whc feels that all three of the dominant models of the knowledge

utilization process have something to recommend them, attempts to draw together the

best elements of the three perspectives in his linkage model (see Model 4, Appendix

A) . lie writes:

The concept of linkage starts with a focus . "1, -r as a problem-
solver. We must first consider the internal problem-solving cycle
within the user . . . there is an initial "felt need" which leads
into a "diagnosis" and "problem statement" and works through "search"
and "retrieval" phases to a "solution", and the "application" of that
solution. But as we see . . . the linkage model stresses that the user
must be meaningfully related to outside resources.41

The discussion presented here has briefly considered four approaches to the

knowledge utilization process in education: research, development and diffusion;

social interaction; problem-solving, and linkage. Of the authors mentioned, none

can be given adequate treatment within the scope of this paper. The necessary

exclusion of many theorists is not intended to that their work is of no

value. Rather, an ettem77 was made to describe representative the--ies which

would suggest typical coneaintualizations of the knowledge utilization process.

The reader is directed tc the Havelock study for :a definitive treatment of the

literature in the field.

A further qualification must be made. The terspectives presented drew from

recognizable theoretical disciplines--the resear,c-L, development and diffusion

perspective largely from the empirical tradition cf agricultural diffusion and

rural sociology, the social interaction perspecL2,Le from the fields of anthropology

and sociology, and the problem-solver perspective most heavily from psychology.

That conceptualizations based on other disciplines, such as history_ political

science, or economics, have nor been.presented here should not impl that such

conceptualizations would not offer valuable insights into the knowledge utilization

process in education. That-they have not been presented merely inEi....ates that the

literature did not reflect strong concern with these disciplines.
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If the problem at hand is utilization of educational research by the educa-

tional practitioner, a brief description of the nature of educational research

in the United States may suggest some incomr,' :etween the research

community and the educational system. (Thsu incompatibilities may also be

conceived of as the tension between pure and "applied" science.) Cuba and John

J. Horvat identify seven characteristics of educational research. It is loosely

organized, university-based, individually directed, theory oriented, committed

to experimentalism, conducted primarily by persons trained in a psycho-statistical

tradition, ,Lnd a part-time pursuit. 42
Changing the existin; educational research

system to make it more : :levant to the practitioner may be one step in encouragini,,

use of its products by -actitioners.

Carlson proviles an Dverview cf the stH.-_ of educati :nai research in the area:

of diffusion and ,,doption, noting mat, whii.f, research in these areas is extensive,

the areas ". . . describe only a very narrow slice of the world of change in

education."
43

Carlson's definition of the diffusion process seems similar to

this writer's understanding of the meaning of knowledge utilizion. Therefore,

the definition will be presented below and Carlson's conclusions about research

into each part of the process will be reported. He notes that no single diffusion

study coniders all aspcts of his defini7lon, and that, genereIly, diffusion

research tends to ignore =annels of communic_ztion, social structure and value

systems.
44

:arlson's definition is:

. . . the process of diffusion 1, . . the (1) acceptance, (2) over
time, (3) of some specific item--an idea or practice, (4) by individuals,
groups or other adopting units, linked to (5) specific channels of
communication, (6) to a social structure, and (7) to a given system
of values or culture.45

A primary problem with research into acceptance is the vagueness of the term,

whose meaning can range from first use to full use of some item. Thus, comparability
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of studios in this area is suspect. In educational research has

slighted the aspect of decision-making in the acceptance process.

Diffusion is a process that occurs o----er Time, yet few studies have identified

this part of the process. This is due paritajy to the poor quality of record-

keeping in the educational system, which ha::: forced reo,Irners to rely on the

recall of persons questioned. Early reseszt.h measured amount 9f adoption rather
;

than rate of adoption.

Innovations can be either practices et Ldeas, but educatio al research has

concerned itself mainly with the diffusion =If adoption of practices. Researchers 1
A

are further hampered by. the tendency of practt_:=ers to modifvor adapt nElw

practices while adopting them. Carlson sults. ".".-e basic problem is that!no

one.seems quite sure what are the relevant of an educational inn..)E7__.

And no one has tried very hard to find out_

Research into adopting units has foci, or to al school system racher

than on the individual teacher. The secor_ t=on orientation of researchers into

this aspect of adoption and diffusion ....... con s__ of elements rather loosely

connected to what might be called communizatlim .-Leor-t; notably the two -stet flow

of communications hypothesis."
47

Although y -ners have defined the ado

unit as the local school system, most have _znv:)red ``'P- fact that the local schcal

system is a complex organization, and haw,. u=ilized organizational theory

to any great extent_

Referring to the study of communicatch=ls, Carlson remarks that

". . . overall the neglect of communicati_. _ ier awesome."4 As he defines

them, adoption studies presuppose communic_ it need not dLnactly consider

it, so Carlson classifies most education,,L 17-7.=7 ion research els adoption studies.

Diffusion, he suggests, can be conceived r; as r process or product. Con-

ceiving of it as a process would require :7-e, how innovations spread
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End would focus on communicational aspects, but most research has conceived of

diffusion as a product. This product orientation in educational research

encourages such findings as that diffusion occurs at different rates and that

time lag exists, findings which Carlson describes as "virtually useless."
49

Carlson's conclusion to the section on communication channels is of interest

to the student of communication. He writes:

. . it is not, strictly speaking, until one is concerned with
individual adopters that the questions pertaining to various uses
of channels of communication become meaningful. School systems
do not send, receive, nor fall under the influence of communications;
only people do. As long as the school system is taken as the adopting
unit and until attention is given to who plays what part within a.
school system in the adoption decision, the neglect of the part played
by communication will continue. . . 50

Carlson notes that social structure has been ignr_ed as decisively as has

been communication, and for the same reason--that the school sys em has been

taken as the adopting unit, but that social structure: deals with re_z_itionships

between and among people, not between and among school systems.

Research into the system of values or culture would give some bass for

evaluating the relative worth of a given educational innovation in terms of the

needs or desires of the people it will affect. Carlson feels that no educational

researcher has considered this aspect of the adoption and diffusion process.

Given the extensiveness of the research in the area of educational adoption

and diffusion, the more specific discussion of research will be highly selective

and will emphasize the information- seeking behavior of educational practitioners.

(A list of general conclusions drawn from research on research utilization is

presented in Appendix B.)

A portion of the research done in the area of information-seeking behavior

concentrates on the source of information. Two types of sources have been distin-

guished: first, personal, local, and informal sources; second, impersonal, non-

local or cosmopolite, and formal sources. Generally, early adopters favor
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impersonal, cosmopolite and formal sources, while late adopters favor personal,

local and informal sources.
51

In addition, it has been found that one's attitude toward the source of

informz, iCn affects one's judgment about the usefulness or validity of such

information. Early adoption of scientific research indicates a favorable attitude

toward the scientist.
52

In education, it has been found that practitioners tend

to feel that scientific research is not relevant to their problems; therefore,

the information it produces is not deemed very significant.
53

Information seeking can be conceived of search L-ehavioL, it also-can

be exploratory in nature. Scientific information syste7.s (of 1,7.:± ERIC is an

example) are primarily designed for individuals involved in search behavior,

but do not lend themselves to exploratory infa2akdtien seeking.
5L4

An interesting

study, in light of the above, indicates that fif=,rally :ended information programs

are the information source least-used by educational praztitioners.
55

Although its applicability to education is questimiable, an agricultural

study has investigated the two-step flow of information hypothesis. The author

posited that opinion leaders would seek and use .more information from the mass

media than those individuals they influenced, b-it the theory did not hold. Further,

the findings suggested the conclusion that influential individuals sought and used

more information from all sources than did non-74-nfluentials, hut that they were

not "gatekeepers" of information, since non-inflaentials did not obtain their

information about new farming practices from the influentials_56

The thrust of Carl Rittembouse's
57

study of the information needs of

educational practitioners* is the Inapplicability of most educational research

*See Appendix C for Rittenhouge's compilation of the information most
important to and most difficult to obtain by educational practitioners.
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to the operational needs of practitioners.' This irrelevancy may partially account

for the tendency of practitioners to ignore such research, because of the nature

of the problem-solving process. Rittenhouse writes:

. . often difficult for those concerned with change to
=nformation reeds precisely or to locate, access, and

obtain -.1 suitable formats the information they may have deter-
mined to be necessary. The tendency, therefore, is for mos:
individuals to make direct and informal contact witL friends or
others in the field whom they believe to be knowledgeable regarding
the area of interest. Information searchers are particularly eager
to obtain direct date on experience from districts similar to their
own.58

This suggests two basic incompatibilities between The research community and

the educational practitioner. The first is an apparent ._eudency of researchers to

assume that the educational process corresponds to the rTional, logical, step-by-

step problem-solving methods of scientific research. Th= problem-solving process

of educational practitioners is not analogous to this ord----rly process, for educa-

tional problem solving requires immediate decisions. There decisions often must

be mde on the basis of inadequate informcion if for no other reason than lack

of time to gather more complete informa-rion.
59

In addition, it has been suggested

that the concept of logical sequence is not necessarily applicable to the problem-

solving process.
60

The second incompatibility is the apparent lack of concern :for, or lower

prestige of, applied science. Practitioners may find it hard to understand the

technical language and methods of pure research, and harder still to decide how

it applies to their tmique situations and groblems. As launor Carter points out:

Traditionally, the riz archer has taken the position that if he
publishes his results in the formal scientific literature he has
discharged his responsibility. From the evidence cited it would
appear that the formal publication of new findings does not by
any means assure that the results will be ter. 1iously translated
into a useful development.E1

The responsibility off the i-7=Fmrmaticr producer to cop der or anticipaTc the

nea-ds of prospective information rimers is an issue that cannot aderuately be
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treated here. Nevertheless, it suggests that the ethical implcaiHns of

scientific- rlearch cannot totally be dismillsed from a discussion cf knowledge

u2
Utilization.

To summarize the discussion of research findings, then, it seems that the

formal organizatic cf the research community in the American educational system

is a highly indiviaized, psycho-statistically and experimentally oriented

enterprise which tan: to value "pure" research. It has produced a voluminous

body of informatica aout the knowledge itilization process and other aspects of

educational change, 1.ut has tended to ignore the aspect central to the present

study, that is, cc_all,_=ication. It has been found that educational research is

not a significant Formation source for the educational practitioner, who tends

to :cep: needed infmrmation through informal communication channels, in part

because educationa_: research is not operationally oriented and so seems irrele-

vant to him,

A more fundamental problem was suggested by Rittenhouse, i.e., that a person

seeking information does not always know what information he needs,, suggesting that

a priori researchlis less useful than would be a posteriori production of research

information upon request from practitioners. This is the thrust of a discussion

by Carter which ma; adequately summarize the position. He says:

If a ma=or problem area needs attacking, then the solution should
be sout by work within the context of the problem area itself
rather hoping that knowledge developed in basic research or
in other applied areas will have great application to the particular
problem .,!,eeding solution. This conclusion tends to place basic
scientif:c research in a less central position than. is often done
in discussing ways of solving major problems. Although basic re-
search a77..A. scientific theory remain fundamental ingredients to
solving _,Liems, the knowledge derived from basic research tends
to be to: general to wide the way for the solution nf specific
contemporarw problems_63
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MEDIA THEORIES AND RESEARCii

Since the study for which this paper is being written is concerned in part

with the role of the non-print media in knowledge utilization, media theories

and research will briefly be considered here.

When considering the role of media in education, one should distinguish

between the commercial mass media and media used as teaching devices in the class-

room. Commercial mass media may be utilized as supplementary resources in addition

to classroom activities or they may be used as direct-teaching devices in the class-

room. Other media forms are of limited use for enrichment purposes but are useful

for direct-teaching purposes.

The two types of media can be used for purposes other than direct or supple-

mentary teaching aids, of course. They may be utilized specifically to provide

information from the research community to educational practitioners; they may

serve as information channels within the specific groups, such as students,

practitioners, or educational researchers; they may serve as means of presenting

information to the general public, through specialized media promotion, or through

discussion of educational issues in the commercial mass media, or through educa-

tional television or other media forms.

Havelock outlines the variety of media which may be utilized in the educational

system.
64 The variety includes written media, such as books, journals, magazines,

newspaper, and papers; oral media, such as lectures, speeches, and symposia;

television; films; radio and recordings; various mailing techniques; demonstrations;

programmed instruction and teaching machines.

It is not assumed that the above list exhausts the potential media forms that

might be used in the diffusion of educational information. The variety and uses

of media.listed, however, suggest that communication media are a ubiquitous,

apparently valued, element in the daily educational process.
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Theoretical discussion c,.1.= communication media has concentrated on the ma:;s

communication media and haf been, for the most part, within the empirical tradi-

tion of behavioral science, refletting dependence, generally, on the stimulus-

response theories of that tradition and, specifically, on the mathematical

Shannon-Weaver model of communication. This has encouraged what Charles Wright

6
has referred to as the "hypodermic needle model" of mass communication.

6
This

conception of the influence of communication media largely ignores the vele of

the audience in the consumption of media products, and has encouraged a research

emphasis on effects of the media.

This dominant theoretical perspective has lost ground in recent years, as

communication research has grown more sophisticated and as stimulus-response

theories have lost validity in the behavioral sciences. The perspective has

been challenged by two alternatives. The first is technological determinism,

represented by Harold A. Innis and Marshall McLuhan.
67

The second alternative can be characterized, generally, as a shift to a

user-oriented view of media use. This view found early expression in the two-

step flow hypothesis, which recognized that relationships among audience members

have some mitigating influence on media effects.
68

Additional support for the

view came from the work of Carl Hovland and his associates at Yale.
69

The user-

oriented approach reflects a basic evolution in behavioral science theory from

stimulus-response theories to social interaction and social psychological points

of view.

Theoretical discussions of media use in education reflect the trend toward

a user-oriented perspective amd. away from a stimulus-response emphasis on media

effects. As Truman Pierce suzmested:

Available information on the character of current educational
change and how this change takes place indicates that media
have played no role of impolLdnce. This need not be inter-
preted to mean that no important role exists for media. It

does mean that any such role remains to be developed."
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Frank G. Jennings argues that, in the hands of a competent teacher, media

in the classroom can enrich the educational process, but that, in the hands of

an incompetent or lazy teacher, media may be neutral or detrimental to learning.
71

On the more pervasive level of media in the environment--an envirr,nment which

includes the educational system--Jennings feels that the mass media can enrich

and stimulate learning both by school children and adults.
72

Havelock's review of research on uses of media in the knowledge utilization

process presents two basic ccnclusions: that one-way media are effective means

of iLforming mass audiences about an innovation, but that, for the most part,

two-way transmissions are required if adoption of any given innovation requires

alterations in attitudes or behavior.
73

The most significant conclusion about the role of media in the,knowledge

utilization process would seem to be that media per se do not improve or increase

utilization of information. It has been suggested that the usefulness of any

medium in the classroom is determined more by the teacher's attitude toward it

than by any intrinsic merit of that mode of conveying information.
74

If the

teacher is sympathetic to use of such a device as programmed instruction, for

instance, and if the students are motivated, the device may improve the efficiency

of information absorption,
75

but, as Havelock writes:

The propensity and ability of the classroom teacher to consciously
or unconsciously sabotage a threat to her long-standing role as
"knowledge conveyor" and, hence, her perceived competence as a
teacher is now a widely recognized problem.76

Just as the effectiveness of media in the classroom is itself "mediated" by

the manipulations of the user, so too does commercial media use seem to be predi-

cated on some criterion other than intrinsic merit of the medium. Individuals

who are heavy users of any one medium seem to be more enthusiastic users of all

77
iother media as well, indicating that the media will be used most by those who

have a propensity to use the media most.
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Concerning the present role of mass media in Knowledge utilization, th,:ne

is same evidence that the media are not relial as information sources even to

those people who have a propensity to use them. William Paisley, focusing on

mass media coverage of behavioral science information, found research support

for the proposition that very little information--often less than one per cent

of the information generated by any given scientific event or discovery--found

its way to the general public through the mass media.
78

To summarize, theoretical discussions of and research on media use range

from stimulus-response emphasis on effects of media, through the social psycho-

logical and interactional emphasis on the user of media and the relationships

between and among users and producers, to technological determinism. Research

can be cited to support various positions, of course, but it is emphasized here

that some support exists for the proposition that users themselves determine

how effective the various media will be for them, depending on their individual,

perceived needs.

THEORETICAL CONTEXT OF PRESENT STUDY .

The preceding discussion has been an attempt to touch on theoretical asser-

tions and research findings that might be useful for conceiving of the knowledge

utilization process from a communicational perspective.
79

The purpose of this

concluding section is twofold: first, to present three aspects of the knowledge

utilization process which the writer considers basic to understanding that

process; second, to place the communicational perspective of the NCEC study

within the context of existing theories of knowledge utilization.

The first aspect is the essentially insoluble conflict which exists between

the producer and the user of information and which renders impossible the creation

of a totally efficient information system. The conflict arises because empirical
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;:cientitic in[ormation per se tends to be irrelevant to the layman, At the same

time, the producers of the information, who define the content of any information

system, have a vested interest in consumption of that information by laymen (who,

in the field of educational research, include teachers). The concern of the

information producers is thus the effectiveness of the system, a concept which

tends to overlook the information needs of the users of the system.

Concern with effectiveness encourages emphasis on efficient engineering of

information dissemination and retrieval, with a consequent emphasis on techniques

and technologies and a growing divergence between the functions of the system and

the needs of its target audience.

Jurgen Habermas describes this conflict between scientists and laymen. His

comment may suggest why the role of communication technology is considered central

by those concerned with utilization of scientific information. Habermas said:

Information provided by the strictly empirical sciences can be
incorporated in the social life-world only through its technical
utilization, as technological knowledge, serving the expansion of
our power of technical control. Thus, such information is not
on the same level as the action-orienting self-understanding of
social groups. Hence, without mediation, the information content
of the sciences cannot be relevant to . . . practical knowledge. . .

It can only attain significance through the detour marked by the
practical results of technical progress.80

The second aspect is the private nature of information utilization. That an

individual might decide to use some piece of information implies that he wishes

to use it for some purpose. That he finds it useful implies that he has perceived

some situation in his environment that he thinks will satisfactorily be altred

through application of that information. This indicates that, as Richard LaPiere

suggests, "utilization" is essentially a unique mental construct.
81

By virtue

of the private nature of this process, it must occur in the form of specific

solutions to specific problems
82

as perceived by unique individuals. The

uniqueness, specificity and privacy of the process render doubtful the assumption



that a formal information system can provide on an a priori basis the information

individuals will need to solve their changing problems.

The third aspect relates to the two already discussed, for it is the para-

doxical supposition that innovation or change can be fostered through use of

expert :Llidance, such as that available through scientific information systems.

Experts are least likely to see the need for unique approaches to problems, for

they have been socialized into a system in which they become more expert as they

become more committed and conformist to the existing organization. Thus, the

information produced by experts will tend to perpetuate the existing structure

and will prove that much more irrelevant to the creative or competent inquirer.

LaPiere says of this problem:

. . . the more skilled and informed an individual is in the symbols
of a given subject, whether it be theology or penology, electronics

embryology, the more habituated he is to the established ways of
thinking of that field and the more inhibited he is from manipulating
those symbols in a random, trial-and-error way. This is the reason
why highly trained and recognized experts in any field of endeavor
rarely innovate in that field, . . .

It is also in part the reason why the innovative process cannot
be organized and why innovators cannot be deliberately produced by
educational or other institutions, why a school of innovation or an
institute for the production of innovators cannot exist.83

Discussion of these three aspects may suggest the theoretical context of a

communicational perspective on knowledge utilization. To refer to Havelock's

categories, the position is basically the psychological problem-solver approach.

This emphasis on the information user can be found in Lee Thayer's statement:

"Knowledge" does not inhere in data; nor does mean' !f-

icance or relevance. Knowledge is a human achiev- a can

be stored. But it cannot be used as a precise and univr: catal::s

as if for immunization. Any, one who would "use" the accur
philosophical or theoretical statements of any discipline must first
enable himself to do so; he must learn how to give form and signifi-
cance and relevance to the statements of others. No statement of
another, whether "scientific" or not, is self-evident.84

Several implications significant for analyzing the knowledge utilization

process can be drawn from this statement. An incomplete list might include the

RM-156

9



following: (1) that the user, or problem-solver, is of prime importance'in any

discussion of knowledge utilization;
85

(2) that knowledge is different from

information;
86

(3) that utilization of information is not automatically a good

ection, that, in fact, we can never fully know the consequences of such an action

aid thus can never fully know whether the utilization was beneficial or detrimental

foo our purposes.
87

From d communicational perspective, the role of media in the knowledge

utilization process is de-emphasized, for the inquiring individual will seek

needed information wherever he can and create needed information if he must. The

knowledge "user" must discover information sources which are relevant for him.

This would suggest a decreased concern with technology for its own sake or for

the sake of increased efficiency of information dissemination.
88

Theories and research can be found to support varying perspectives on the

knowledge utilization process. With this in mind, the final conclusion of this

review would simply be that the communicational perspective of the present study

finds a fair amount of theoretical and research support in the extant literature

on knowledge utilization in education.

N
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APPENDIX A

Four Models of the Knowle_

Utilization Process
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All'ENLIY

Gener .ConcluslIons .zawm from isearch

litto Knovdg- Utilization

Source: Riot. 'A S.- La:':, and Suzanne Pimzme,
Resell Uzi: ;;ation: An Annotriind
Bill,ozramhy zanford: ERIC Cle=iring-
?'ous-e an 1cIur,:,67:aaa1 Media a Tech-
n-k:gy, Steinf=d_ aalversity, md), pages



In The adoptJn 1A.:s :-_,t7_1" sts,;:2s

throu,-oh whico. an passes.

2.. 'Different me la e:fectiveness aaEs

mcd;a being most ef'fective in the early stages as an become...,

.,are of a new idee and the inTerpersonal channeLL: becamLng fuoreasingly

'-,gyp .-tant as the LLti-fici movs on Into fne later szaze_3 -of adoption_

'Mere :low of communication from mass media to the

fmdlvidlc,:il with gatekeepers or opinion leaders acting

in this flow.

4. C:Tdnion leaders are younger, enjoy higher social ztatus, make greater use of

csmopolite, impersonal sources of information t...an thc:e-w:aom th,: lnElueniz,e.

5. The mass media are ineffect:ve in ,changing attiides or pz'omoting practices,

.except among a self -select -: :d audience that is a.L.: predisposed to change.

6- The mass media are ineffecve in raising knowle tle entire

p&,-Julamion; the self-selecT mincity that .Lf' to :Informational

.3omtent is already above aTTerage fLeilr kn:wledge indiriduao
ral7geted for the message are likely to 'ttEL- out..

7. unit of adoption, that 07 no.. a new idea adopted by a

.Ingle individual alone or nether heimaeds the cooperation others,

determines the speed and ea- -e with whici: a new idea is adopted.

8. The nature of the new idea or technology- is important determht 6f.. the

.:Izzeed and ease with, which it is accept.0/.1. the less rky and e'7.,syetl: ones

Lae credibility--enloertise Ll..11wort±iThess--of the source of information

about. a new idea or technc Logy also aff=s-the speed and ease with which

it is .adopted.
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10. tc Jincl ret;I:it,illo, to :hfull(J:1 cfrn

ego-defense mechanisms. Two factors, describable 'cognitive ..Eilarice'

and "conservation of energy" (or the "principle of least effort"), 'neve the

effect of blocking change.

11. The economic or game theory model of decision-ma;dhg does not fit -L:le data

on adoption of new practices. The concept of _1Ljestive utility" nas to L.e

defined very idiosyncratically to cover discrepancies between, objel-tive

utility and actual choice.

12. There is a deep, vertical audience for educational information at least

four identifiable audiences--researchers, administrators, teachers, and the

general public.

13, Education is unique in that there is no cf-fective we- by Thicfh the environment

can be allowed to screen information. Other occlupat:ons in which individuals

are busy and occupied with the press of other considerations allDw tine

environment to screen the mass of available .information on im77711mg channels_

Education offers no such screening.

14. Peers, principals, and institutions within the educational system are perceived

as the primary barriers to educational ob.:.1.4E. by teachers.

15. Visibility of results or feedbackinfprrzation on how a newly 7=ituted change

is working--are important factors in the t.ontinued trial af- an intion

and further innovation.



APPENDIX C

InformatLon Needs as Perceived by

Educational Practitioners



INFORMATION ITEMS REGARDED AS MOST IMPORTANT

AND MOST DIFFICULT TO OBTAIN*

Educational
Planning Area

Curriculum
planning and
development

Adopting new
methods of
instruction

Evaluating
the educa-
tional
program

Planning new
buildings

Appraising
teacher or
administrator
effectiveness

Grouping, pro-
motion and
grading prac-
tices

Information Highest Information Most
in "Importance" "Difficult to Obtain"

Effectiveness of
current curriculum

Requisite teaching
and administrative
skills

Identifying objec-
tives in measurable
terms

New directions in
which education is
moving

Criteria for an ef-
fective appraisal
system

Effects on students
with respect to
maturation, achiev-
ment, fast learners

Validation of new cur-
riculum before its
adoption

Time and effort re-
quired for teacher
retraining

Identifying objectives
in measurable terms

Opportunities for re-
search studies

Comparability of job
assignments for purposes
of appraising differences
in effectiveness

Later academic success
of students exposed to
innovative methods of
grading or grouping

Source: Carl H. Rittenhouse, Innovation Problems and Information
Needs of Educational Practitioners (Menlo Park, California:
Stanford Research Institute, 1970), page 7.
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They, then, who knowingly withhold sus-
tenance from a child, and he dies, are
guilty of infanticide. And, by the same
reasoning, they who refuse to enlighten
the intellect of a rising generation,
are guilty of degrading the human race!
They who refuse to train vp children in
the way they should go, are training up
incendiaries and madmen to destroy property
and life, and to invade and pollute the
sanctuaries of society.

Horace Mann, 1846

Variations on Mann's theme have existed before and after his time, in

countries other than his own as well. Those variations have been the subject

matter for spirited debate during this country's educational history. Mann

himself lived during what was perhaps the most significant period, for he

and his contemporaries were experiencing the new problems of urbanization

and industrialization, which in turn were strong influences in education.

Urbanization and industrialization were felt even at the more personal levels:

it was the first time that parents en mass had to deal with the fact that

their children would be away from home for the better part of a day, attending

public schools. To the farmer this spelled grave consequences, in many cases

economic disaster; not only would his children no longer be counted on as

a primary labor source, but, with the coming of urban centers and new alter-

native life styles, he could no longer depend on his children to perpetuate

the family farm. Thirty-five, years after Mann uttered the above words, the

precedent for U.S. education was set, the structure and practices of which

were to alter only slightly, if at all, even into the 1970's.1

"Urbanization" and "industrialization" are, granted, abstractions. Only

when we look at the farmer of the period, or probe any other personal level,

can we appreciate the radical way in which even the average citizen was viewing
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the world in which he lived. But if "urbanization" and "industrialization"

are abstractions, "education" is even more so. How does one find out what

"education" is? He can look to Jefferson, Mann, or Dewey, or any other

person whose name keeps popping up in education histories, and learn what

they had to say about education. But does what they said have anything to

do with the way the education enterprise is?

To posit an affirmative answer to this question is to pose a thesis

with staggering odds against defense; for even a cursory scanning of these

"great men" (as so many historians call them) reveals a deluge of disagree-

ment regarding what education should be. To further compound the problems

of such a thesis, one finds that those histories appealing to big names in

education (incidently the approach common to the bulk of the literature) say

something quite different from what the "authority" said.2 It appears that

to pursue a history of U.S. education with the authority-approach is not only

to confuse the matter, but is implicitly to give power to these people, as

if, somehow, they have all managed to get together spiritually with their

collective hands molding the education enterprise; in this sense such big-

name-educationalists are as much an abstraction as is "education," and

searching for any link between them and the classroom teacher is skirting

the problem.

That problem is this: that a history of anything is not the history

only of political and philosophical leaders; nor is it the history only of

events, usually the only other alternative approach indulged by most historians

to date; rather the problem is the history of the anonymous mass, the common

man, chiefly, who has lived with the problems of any given era in a down-to-

earth, direct, operational day-to-day world of his own--like the farmer men-

tioned above.
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The intent here is not to dismiss Dewey, Mann, etc., as insignificant.

Certainly ideas have excited man. But oftentimes the teacher, if he is excited

by ideas, has little time to contemplate Dewey when performing his daily

activities before a class of thirty. This study aims not to take that rather

idealistic approach of discussion through appeals to men and their philoso-

phies of education. The intent is to accommodate an anonymous mass, in this

case "teachers," through a less idealistic approach. That approach will be

discussed shortly.

Aside from the element of "shouldness," the common denominator in the

varied historic statements on education is that society has a vested interest

in the educational enterprise. Such a view is not unique to American educa-

tion; it has been held in countries "democratic" or not throughout the history

of the world. In this country, stress upon the individual in terms of equal

opportunity has been the stated cornerstone; but for a democracy to be, an

educated populace is the stated requisite. Why this notion evolved is not

our concern; nor is whether or not, given a truly educated populace (what-

ever that may be), substantive participation thereby produces intelligent

decisions; nor is whether or not, given the opportunity, intelligent potential

decisions are even taken into account by the government. The point is that

the notion did evolve, that by 18523 compulsory attendance laws began appearing

and found their place in most states during the latter quarter of the nine-

teenth century. So we find that, even though the individual has supposedly

been in high regard in this country, he was not regarded enough to be entrusted

with the responsibility for educating himself. Such has been the American

character--that the young, whether they want it or not, shall acquire educa-

tion, that with the young and with education lie the future of American

democracy. The same could be said of other states as well (democratic or
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otherwise), except that in the case of the United States, "the young" has

meant all the young since 1900.

Much of the current literature, particularly that strong with "crisis

rhetoric," screams that something is wrong with American education today.

This study c-wroes that something is indeed wrong. But what is to be done?

That same literature emphasizes the student and, by contrast, the teacher

has received little mention. The teacher and student must deal each with

the other; in the final analysis, that is what occurs, what must occur.

How they deal with each other, most of the literature states (indeed, most

administrators state!), rests with the teacher. Such a view is misleading.

it implies that the teacher knows how to set up whatever a productive teacher-

student relationship would be and that, even if he sees a way to do so, the

teacher in fact has the freedom within the school system to set up his ideal

teacher-student relationship.

The above discussion of democracy leaves us with a more than down-

to-earth ap1191ch, an approach already rejected. To be more realistic, this

Andy focuses on the teacher, and asserts that constraints exist for him.

It further asserts that those constraints are brought into that teacher-

student relationship with the teacher, and in fact help determine what that

relationship is. This study will attempt to clarify those constraints.

That part of American democracy which claims education as the public's

business, which declares that all the young be educated, and which holds the

young and their education as the "hope for America," is seen not only as a

background for those constraints, but for most of them the very source. In

short, then, the thesis for this study is this: that practiced democracy,

as opposed to the various ideal democracies, is historically a major source

of social, political, and economic constraints for the teacher in the formal
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education enterprise. Much of the historical literature speaks of the

"great freedoms" which democracy provides for American education; such his-

tories are at best naive in that they gloss over the work-a-day world of

teachers, students, school boards, state boards of education, parents, etc.

To be sure, freedom exists, but there are limits. This study considers those

limits for the teacher and, where appropriate, the historical basis for those

limits. The constraints which follow are not to be taken as an inclusive

listing; they are what I consider only the major identifiable few which the

education system not only allows for, but indeed has prescribed.

The Constraint of Sheer Numbers

The historic reason for the constraint of sheer numbers is obvious in

light of the prior discussion. Again, and briefly, one need only observe

that by 1900 nearly all states had laws requiring that all children attend

schools. Even provisions for truance were established. What we had, then,

was the result of democracy in action: the appearance of large numbers of

children in schools with the consent of the voting.

Much talk today is of the so-called "teacher surplus." The emphasis

is intriguing if one asks why the phrase is not instead "student surplus."

The problem is not one of too many teachers, but of too many students in terms

of the teacher-student relationship. For what kind of relationship must exist,

particularly at the secondary level, if the teacher today has an average of

five classes averaging thirty-plus students per class? In major urban areas

the ratio is higher--forty-plus students per teacher. Sheer numbers alone

is a strong determiner of what that relationship will be; the constraint forces

the teacher to be more impersonal, more detached from his students because,

above anything else, the job before him is an engineering problem: moving

numbers of students-as-objects through his classes. Quality is subordinate
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to quantity, for the teacher cannot afford to keep many students at his

grade level for fear of making his numbers problem worse; there are more

students coming up, and it appears thy will always keep coming, and he must

get rid of those he has to make room for next year's crop. Grading, perhaps

itself a constraint, cannot escape the quality of artificiality, (due in

part to the constraint of sheer numbers). To some degree, the teacher can

develop a one-to-one relationship with a select few, but the numbers make

such cases rare exceptions instead of common practice.

No law exists requiring individuals to attend colleges or universities.

That fact does not provide the teacher in higher education the luxury of

ot:cape from the constraint of sheer numbers. Particularly during the last

two decades, going to college has meant a better-paying job; though that

notion today seems a myth, there was at one time that economic reason for at-

tending college. Attendance was higher than ever. The utterance, "A high

school education isn't enough," carried not only that economic message but,

within many groups, a message of status as well. We could continue endlessly,

-.'tinting to reasons ranging from the demands of technology to the evasion

of the draft; but it is clear that an individual attending a college or

university found himself there not solely as a result of his desire to grow

intellectually.

Laws have required that everyone go to primary and secondary school.

But no law has been passed to keep the student-teacher ratio at whatever the

acceptable ratio might be. The obvious reason for such a nonoccurrence is

an economic one: school districts and their supporting tax-payers do not

have the money to hire three to four times the current number of teachers.

Perhaps because the reason is so obvious, the lack of funds for that pur-

pose is not further pursued. Maybe the pursuit should begin; at the risk
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of a clich4% a reordering of financial priorities at the federal level could

make the hiring of more teachers possible. Another way to eradicate the con-

straint of sheer numbers would be simply to remove the majority of students

from schools as they are presently organized. But doing that would necessi-

tate a fundamental change in America's brand of democracy, a prospect as

bleak as spending more money for teacher salaries. If we must abandon these

two alternatives, then, What can be done to relax the constraint? Many

school districts have adopted the use of teaching machines, closed-circuit

television, and other assorted technics, ostensibly to relieve the numbers

burden. What has this approach accomplished?

Not much. A distinction between training and education should be made.

If the task of teachers be training, the constraint of sheer numbers really

does not exist; only one sergeant is needed to train a platoon, only one

trainer (assisted by technics and a behavior modification approach, in the

long range far cheaper than salary pay-out) is needed to train a class of

fifty trainees at TWA--the examples are endless. .Similar mass training

techniques have been employed by school districts; they work well if training

is the task. But the constraint remains even in those districts. This sug-

gests that, even if training is a job of the teacher, it is not his only job.

He is engaged in education as well (again, whatever that may be); whatever

education is, it is clear that dialogue and "humanness" are necessary--sheer

numbers suppresses both.

The teacher cannot help talking to a class instead of talking with John,

Mary, Dick, and Jane. Only in the latter situation, so many educationalists

have said, can both the teacher and student "grow" in the formal education

system. The teacher has, ultimately, the action (and economic inaction) of

practiced American democracy to thank for this, the most visible constraint of all

RM -186



The Constraint of Standardized Materials

The constraint of sheer numbers is in part a cause for the existence

of the constraint of standardized materials. When the teacher has large

numbers of students before him, standardization is inevitable.

A second source of this constraint is due in part to the influence of

book publishers in this country:

When they (textbook publishers) promote an instructional change,
a great wave of influence sweeps over the schools. On the
other hand, once they begin to market a given product, they
serve as powerful inhibitors of further change, because they
seek volume distribution and repeated sales of the same product.
One reason for their power is that they innovate early, before
the majority of schools have begun to change... Because they
draw their instructional materials from a common commercial pool,
the slower-moving schools are probably pulled forward, while
the faster - moving schools are probably held back. One result
is a nation-wide tendency toward unification of curriculum
content and instructional methods .4

Given the massness of our "democratic" public school system, there is little

hope of insulating schools from the impact of these book publishers.

Thirdly, the manner in which school boards operate is another source

of the constraint of standardized materials. The school board is mainly con-

cerned with budgets; the power to purchase teaching materials ultimately rests

with the local school board. The school board will be discussed at greater

length below; suffice it to say here that board members strive for expediency

(whether they are expedient is another matter). The less time spent on any

matter the better. The quickest way to purchase teaching materials is to

purchase them at once for the entire district; thus we find that most school

boards have in their rules a provision requiring that the same texts be used

for each grade in each school within the board's jurisdiction.

Each of the three reasons for the constraint of standardized materials

is easily seen as part of operational democracy. The first has already been
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undor the corraint of sheer numer. The second is the result

in part et our hlloe.od "iwe enLrprise" economic-democratic tradi-

tion, even though the nature of that "free" system allows for consolidated

economic power as strong an effect in education as car manufacturers are for

the consumer. The third is a result of "democratic" election and the bureau-

cratic-hierarchical tradition firmly fixed in education by 1880. That non-

teachers purchase teaching materials is purely in keeping with the American

brand of democracy and education.

How is the teacher constrained by standardized materials? One would

think standardization allows the teacher to deal with the constraint of sheer

numbers. And, if standardized materials are there for the teacher to use,

does not the teacher have the option of not using them? Other constraints

below will in part answer those questions. But this much can be said. Par-

ticularly in urban centers, we find that the standard eighth grade English

grammar texts, for example, are relatively unusable in the ghetto school;

there eighth grade English students average a fourth-fifth grade reading level.

Further, we find that, in an upper-middle-class all-white school of the same

school district, the same eighth grade English text is below the reading level

of eighth graders. Standard, aterials force nearly all students to work (or

not work) on a level other than their own. In the ghetto school, the standard

texts are more often than not the only materials available to the teacher; any

"supplementary" materials available are generally standard texts discarded

for general use by the school board in years past. In the all-white school we

find a Separate audio-visual (A-V) department available to the teacher, while

the teacher in the ghetto school is often quite lucky to remain in constant

supply of chalk. Teacher-training does not usually take into account use of

A-V equipment; so the teacher in the all-white school, although he may avail
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him-;,-if of A-V services, has little choice but to rely heavily on the standard-

ized materials provided. The constraint here for the teacher "teaching"

students with low reading levels is clear. That the constraint exists for

tne teacher with "average" or "advanced" students is not so clear. But it is

there nonetheless: school boards like to see how their students rank nationally

via standardized tests. That fact alone is enough to force the teacher to use

the standardized materials available, for those materials are often the only

ones available which are fairly comprehensive. Finally, use of standardized

materials does not help alleviate the constraint of sheer numbers, but reinforces

that constraint. The constraint of standardized materials helps keep the

constraint of sheer numbers alive, well, and constant.

The Constraint of State Boards of Education

State boards of education, by whatever name called, perform activities

which also constrain the teacher. It is this state board that decides what

the teacher must teach within the school year; such "guidelines," rather extensive

sometimes become "specific-ied" by local boards. Generally, though, the local

school board serves as enforcer (in practice) of the state-determined curriculum.

The state boards of education derive their power from state laws enacted by

state legislators, themselves voted into power by the people of the state.

Thus the state board can do what it does as a result of democracy in action,

that curious state of affairs where education is everybody's business. The

state board decides for the student what he needs as far as curriculum is concern(

and, in so deciding, decides what the teacher must teach.

The local board, as stated, enforces those "guidelines." One is appalled

at what constitutes enforcement. Usually, the following scenario is played.
5

"The local board will have, for example, an English department. This local board
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English 5e,, a. / sends out its administrative "law men," usually older

!: have taught, ceased doing so several years ago. The

school Isoa: have something it can see as a sign of the "guidelines"

beinp. ;',o the board's English department has a rule which states

somethinp lid 'All seventh grade pupils must write one paragraph per month.

Each paragraph will have an outline (in pencil), rough draft (in pencil), a

reader's cop' (in those schools employing paper readers), and final copy

(double-spaced in ink). Each paragraph, with all steps completed, shall then be

stapled together and put in a file folder being the pupil's name." The paper

work involved here is in itself a constraint. Then, under the guise of "pupil

progress," the head "law officer" for the board's English department (or his

second-in-command) visits all English teachers, particularly new teachers, about

once a month. He frowns upon paragraphs without a topic common to all students

(reinforcing the practice of standardization), looks to see that all "headings"

are in the upper right-hand corner, and makes approving or disapproving comments

about pupil penmanship. He suggests, while looking at the local board's syllabus

for seventh grade English (resembling the state "guidelines"), that for the next

paragraph the teacher work on topic sentences. If the teacher happens to be

in the ghetto, he finds his remark, "But my students can't even write their

own names" met with, at best, "Why don't you have them work on that, too."

Although the above scenario is not played in exactly the same way in all

districts, enforcement in some manner of state board of education curriculum

criteria is by nearly all. Often the teacher finds ways to get around "estab-

lished practices" of the sort. But the fact that he must deal with them is

testimony that the actions of state boards of education constitute a constraint- -

a constraint which, for the most part, rarely meets the needs of the teacher

or his students.
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The Constra;nt of Local School Boar s

The local school board has already been mentioned. No repetition is

intended, but by now it should be obvious that each constraint is interrelated

with the others.

The local board is responsible for the budget in all respects (curriculum

needs, plant facilities, salaries, etc.); hiring and releasing of teachers,

principals, janitors, bus drivers; granting tenure; and contracting for school

supplies and food purchases. When it comes down to the essentials, the local

hoard only acts on matters of direct concern to the board members: "finances

or public relations between the school and the community."
6

Who those members are is important. By 1900 nearly all states provided

for the existence of school districts in their constitutions.
7

Membership

was left up to the townships. Vidich holds that school boards were dominated

by rural interests. That still holds, except in urban areas during the past

two decades where business interests have dominated. This is rather a minor

distinction, though, since farming is now big business; the major point is that,

whether dominated by farmers or businessmen (either or both hold and have held

exclusive membership on local boards), board members are primarily interested

in low taxes. Only what is absolutely essential in the eyes of the board is

what shall be proposed to the tax-payers at large.

Why board membership is what it is makes for interesting contemplation;

only rarely do we find someone other than a farmer or businessman on any school

board. But, for this study, that it is is enough. Again, we find that education

is the business of non-educators; further, ultimate financial control for the

education enterprise is in the hands of non-educators, non-educators who represent

the conservative, well-off members of the community.
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.Crie: does this do for the teacher? is job, in effect, is reduced to

finances. What a teacher may see as necessary more often than not is seen as

unnecessary by board members. In terms of action, the board really does not

worry about teachers or students; only when a teacher or student becomes the

center of community controversy does the board take notice--and, even then,

only notice to expedite the situation and get back to the status quo. if

certain teaching materials are viewed as necessary by the teacher, he may as

well in most cases contemplate purchasing them himself; financially, he cannot

afford it, but he'd do better so contemplating than gaining access to the

board's attention.

Given the powers of the board and the ways members have consistently acted,

the constraints for the teacher here are clear. To state the problem another

way: when it comes to matters of education in terms of the teacher-student

relationship, it is the board's inaction, as much as its action, that constrain:-.

the teacher.

The Constraint of Community Social Pressure

Strongly related to the constraint of local school boards is the constraint

of community social pressure. Particularly in rural areas, not only is the

teacher's teaching everybody's business, but the teacher's personal life as well.

Whether or not he attends church, frequents bars, etc., are social realities

for the teacher. The community sits in moral judgment, and, if a public issue

concerning the teacher occurs, the local board acts--usually in favor of the

community. When this happens, and the ACLU is rich with case examples, the

school board, too, sits in moral judgment.

This is a curious phenomenon. Not even the private lives of'politicians

endure as much scrutiny as do teachers'. Maybe this is so because the politician

is not used as an example for children to the extent the teacher is. There seems

RM-192



to be a stro::f: tradilion, dating back to the colonial period, that the teacher's

joy- is in part that of setting an example.

Image, appearance, moral character, etc. (all parts of this constraint)

are not expected only of the rural teacher. To overstate the obvious,

munity exists primarily of parents, and parent have Iiiciren, and all children

belong to the -.chool':3 Lechers five days a week. What a student tells his

parents about his teacher can be and has been damaging to the teacher. While

teachers complain of their role as surrogate parents, parents claim their ex-

pertise on teaching. And it is more often the parent, once he's produced a

public issue, whose power is greater than the teacher's. Thy` fa:

cannot ignore.

The Constraint of Peer Social Pressure

Just as the teacher deals with community social pressuf,e, ho ago face;:

the constraint of peer social pressure. Like nearly anyone else in neji

other job, teachers become set in their ways. That in itself may be a constraint.

The new teacher, who may have, in spite of his own education, many new potentially

"good" ideas, finds being accepted by the "old guard" one of his major tasks;

his new ideas fall beneath the high priority level. The following statement by

Breed states the case clearly. His study was concerned with social control in

the newsroom. For "newsman's" substitute "teacher's," for "newsroom" substitute

"school building, " and for "readers" substitute "students."

The newsman's source of rewards is located not among the readers,
who are manifestly his clients, but among his colleagues and
superiors. Instead of adhering to societal and professional ideals,
he redefines his values to the more pragmatic level of the newsroom
group. He thereby gains not only status rewards, but also acceptance
in a solidary group engaged in interesting, varied, and sometimes im-
portant work. Thus the cultural patterns of the newsroom produce results
insufficient for wider democratic needs.8
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Nct c.v-es -ortant, becau:;e to do so is to risk not beini.

socially admitted to the "club."

In part due to the constrai.. of peer social pressure, the new teacher

strives to cover what the syllabus dictates, because how his students perform

in the next griAe will become a stron7 factor in his peers' (more often a member

of the "old gu:ird") judments. lie sees the older teachers using standard texts;

in light of this constraint, the new teacher uses them, too- Looking to a member

of the "old guard" as a me1 common. In cases, that may be the positive

thing to Jo. 15L;t in improving the student-teacher relationship, it

is a constrairL for the tea: To be sure, though the social control is

largely covert, socialization is effected to the point determining the new

teacher's teaching methods, as has the same process affected the model teacher.

In a direct senSe, the student as well as the teacher is the victim the

constraint of peer social pressure, a constraint wh:Li) helps keep the American

democratic school system alive.

The Constraint of Teacher Education

We come now to what is the final major constraint this study considers.

If one were to look for an enterprise imbued with conservative tradition, he

need look no further than most education departments on nearly any college or

university campus. That teacher education even be considered a constraint would

offend most education "professors," and in fact has. Silberman provides a case

in point:

In discussions growing out of the search for a new dean, the presi-
dent of a large midwestern state university suggested the desirability
of a closer association between the college of education and the uni-
versity's college of arts and sciences. Though couched in the most
tentative and gingerly fashion, the mere suggestion touched off a
storm. Members of the education faculty were united in opposition....9

Silberman also quotes Conant's book, The Education of American Teachers: "There
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is too 7uch resentment (on the part of college education department faculty)

of outside criticism, and too little effort toward vigorous internal criticism....

the establishment's rigidity (is) frightening."10

Education departmen_ are fond of mentioning the teacher-student relation-

ship, and then devoting the bulk of their curriculum to measurement-evaluation

methods (with talk of bell-shaped curves and test scores); child development

(saying really nothing more than children have problems when they grow, that

the prenatal period is important); survey psychology courses (where one might

learn what a psychotic is, but not how to handle him); a guidance survey course

(saying rally nothing more than if a child has a Problem, refer him to the

guidance counselor--assuming the teacher can recognize the problem and that the

guidance counselor will solve the problem); and a lot of talk about what it

means to be a professional (if, in fact, a teacher ever is one).

In short, teacher education does little to educate potential teachers to

become teachers. When the education major graduates, his degree amounts to

nothing more than a collection of courses on a transcript that comply with the

minimum state certification standards.

Ferhaps in desperation, but certainly in defensive anger, the education

faculty would reply, "But what about student-teaching? Here the education major

gets into the real-world situation with the opportunity for constructive criti-

cism!" My reply is, "Wrong, on both counts." The situation is anything but

real-world, for one important factor is absent: the student-teacher's deciding

what he is going to do. More often than not, his "cooperating teacher," the

resident teacher, does that deciding for him. The student-teacher.finds himself

little more than a robot trying to assume the personality and methods of his

"cooperating teacher." Secondly, criticism from the "cooperating teacher" is

not constructive to the student-teacher in any substantive sense; the criticism
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i gener.112v reducii,le to, "Lio it the way I do." Further, how can any criti-

cism be constructive if the student-teacher sees his "cooperating teacher" at

best an hour per teaching day? When a teacher has a student-teacher, it is

generally vacation time from the classes. And certainly one cannot expect

criticism from the college's representative to be constructive when the student-

teacher sees him at best once every two weeks for, if he's lucky, one hour.

At those rare moments the "constructive criticism" has to do with the superficial:

someone's gum-chewing, the student-teacher's appearance, his voice projection,

whether or not he used hand gesture, or opened the windows. The closest comment

he ever receives about education concerns discipline within the class, and even

that is superficial. Perhaps the only productive thing a student-teacher may

gain is to reach the decision that teaching is not for him. But usually it is

too late for even that, because he has already invested more than three years in

that education major. So he endures.

If one part of teacher education programs as they presently exist is po-

tentially beneficial to the student-teacher, student-teaching is it. But,

unfortunately, "student-teaching" is a misnomer; "teacher-appearing" is more

appropriate.

One could go on endlessly about the defects of teacher education; they are

obvious, in fact, common knowledge. And since that knowledge is so common, one

is amazed that teacher education programs at the majority of colleges and univer-

sities have not changed for over fifty years. One reason is that teachers in the

field, the "old guard" alumni, tend not to press for changes. Somehow, they

forget the idealistic "gripes" of their student-teaching days; and that is under-

standable. As noted earlier, teachers as much as anyone else become set in their

ways. Being human, the thing to do is the easiest: what they have been doing in

their classrooms for years. One could call this condition "apathy" when it comes
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to in-the-fiold concern about teacher education; from looking into the teacher's

.lay-to-day world, one is tempted to use instead the term "anomie."

There is a clearer reason for the lack of change in education departments.

The college president, in the case earlier cited, could have overridden the ob-

jections of the education faculty; what stopped him from doing so was what he

described as "the education establishment within the state, that is, the prin-

cipals and superintendents,"11 most of them graduates of the university. A

college president does not like to see his student enrollment plunge. Those

alumni hold the power to bring about just such an occurrence.

Conclusion and Prospects

Set forth have been what this writer views as the major constraints for

the teacher. Certainly, there are others. At the outset the stated thesis was

that operational democracy has been the source for those constraints. For most

of the constraints discussed, the connection has been quite apparent; for others,

the connection may have been vague. Nonetheless, an American democratic notion

of education has evolved, traces of which are observable at various points in

our history. For the most part, conducting such observations via the existing

literature has been a process of inference. Only recently have histories of the

sort necessary to understanding better the common man begun. The history of

anything is in the main the history of the anonymous mass; most histories are

of "great people" and what they said and/or events. Histories of that usual type

serve only as indicators; what they indicate must be inferred.

This study has been more a suggested approach for histories- to -be- written

than it is itself a history. The need for new historical approaches in educa-

tion has already been perceived: recommended arc those by Katz and Silberman,

noted in the bibliography. Others are Welter's Popular Education and Democratic
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Thought in America and illich's Deschooling Society. Apart from those, ant:

some few others, just about any education history will do for inference reading.

Whether a definitive history of U.S. education can ever be written is de-

batable; but certainly the literature to date is far from definitive. Apart

from the nineteenth century and beyond, the history of the formal U.S. educa-

tion enterprise can be stated in one sentence: U.S. education began as a home

enterprise; and by 1880 became an-institutional, away-from-home public enter-

prise. Not rore than that need be stated. Why the transition occurred

can be answ.'. by going back no further than the first quarter of the nine-

teenth century--here the Katz book has been helpful. So it might be said that

the history of the formal U.S. education enterprise is barely a century old;

that, coupled with the fact that the structura and practices of the enterprise

have changed in only minor ways, accounts for a possible confusing of teaoher

constraints of today as belonging only to today.

The intent in this study was in part negative. I saw no purpose served.

by following the common historical approach; that would simply mean rewriting

existing rewrites--the libraries are full of them.

The question "What is education?" was asked near the beginning of this

study. It was never answered--intentionally. Only a teacher and his student

can determine that answer. For anyone to define education would be like legis-

latures legislating morality: it really doesn't matter what the law says--the

people are going to act privately (and sometimes publicly) as they are going to

act. Education is going to be whatever the teacher and his student make it. De-

fining "education" externally thus becomes a futile exercise. The phrase "tc:acher

student relationship" is overworked, but under-indulged in the formal system.

Theoretically, the teacher holds the power of defining education because his role

is defined by the enterprise as authority over numbers. So, in the sense m: this
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study, :lc has little power. If we decide we are inte,sted in training, we

need only worry about one relationship: the most efficient one. That would be

th'e engineer's But, in makinR such a decision, we shall have removed

such activities of the intellect (and the emotion) traditionally labeled philo-

soplly, literature, all the creative arts. We appear to be doinR, that now, reducing

philosophy to knowing philosopher's names and a few key phrases. Perhaps we are

fortunate that an informal education enterprise exists whereby the student can

test himself, not just the correctness of his memory.

The constraints have been stated as those existing for the teacher; if ed-

ucation, and not training, be the goal,. then thoSe constraints are also For the

student, indeed the teacher-student relationship. So, the inferred thesis of

this study reads: In order to talk about education, the precondition is a

teacher-student relationship conducive to substantive, not superficial, human,

not mechanical, dialogue; constraints for that relationship exist in the formal

education enterprise. in the final analysis, that relationship is where educa-

tion is at. Out of that relationship will grow whatever education shall be. If

that relationship is ever allowed to be.

RM-199



NOTES AND REFERENCES

lMichael B. Katz, Class, Bureaucracy, and Schools (New York, 1971),
p. xviii.

2A classic example is a misinterpretation of Dewey's use of "experience"
to mean any activity, like taking a test.

3Edgar W. Knight, Education in the United States (Boston, 1841), p. 23)4.

4Henry M. Brickell, "State Organization for Educational Change: a Case
Study and a Proposal," in Innovation in Education, ed. MattheW B. Miles (New
York, 1064), pp. 510-11.

5The scenario example is descriptive of the Kansas City, Kansas, board of
Education, School District #500.

GArthur J. Vidich and Joseph Bensman, Small Town in Mass Society (Garden
City, N.Y., 1958), p. 175.

7Council of Chief State School Officers, Nationwide Development Since 1900,
p. 1.}

8t.4arren Breed, "Social Control in the News Room," in Mass Communications,
ed. Wilbur Schramm (Urbana, Ill., 1960), p. 194.

9Charles E. Silberman, Crisis in the Classroom (New York, 1970), p. 434.

10Ibid., p. 440.

11Ibid., p. 434.

RM-200



Center for the Advanced
Study of Communication
Area 319: 353-3259

THE UNIVERSITY OF IOWA
IOWA CITY, IOWA 52240

Project: NCEC Knowledge Utilization Study

Research Memorandum # 9:

"Essays on Communication and Education"

Originator: Tom Deats

Date: 9 May 1972

Distribution: Project Associates*

Research Assistants*

NCEC Officials*

Practicum Participants*

Consultants

Contributors

Public Inquiries

RM -201



RESEARCH MEMORANDUM #9

Contract No. OEC-0-72-0243 (519)

Essays on Communication and Education

by

Tom Deats

Center for the Advanced Study of Communication
The University of Iowa

Iowa City, Iowa

May, 1972

The research reported herein was performed pursuant to a Contract No.
OEC-0-72-0243 (519) with the Office of Education, U.S. Department of
Health, Education, and Welfare. Contractors undertaking such projects
under Government sponsorship are encouraged to express freely their
professional judgment in the conduct of the project. Points of view
or opinions stated do not, therefore, necessarily represent official
Office of Education position or policy.

U.S. DEPARTMENT OF
HEALTH, EDUCATION, AND WELFARE

Office of Education
National Center for Educational Communication

(Division of Practice Improvement)

RM-202



CONTENTS

CHAPTER ONE

Developing Human Relationships 1

CHAPTER TWO

Education and Communication: Toward a New Perspective 12

CHAPTER THREE

Facilitating Learning Through Simulation 21

CHAPTER FOUR

Educators and "Information" Systems 32



These essays were originally prepared
for use in an instructional package
developed by the Center for the Advanced
Study of Communication, University of
Iowa, as part of a grant funded by the
U.S. Office of Education's National
Center for Educational Communication
(NCEC).

RM-204



Developing Human Relation5hips

One of the most important--perhaps most fundamental--tasks for all

human beings is the development, establishment, and maintenance of human

relationships; for it is upon such relationships that all human organiza-

tion, including the growth, education, and development of individuals and

societies, is dependent. And yet man rarely considers the development of

human relationships a primary and necessary task. 1

The establishment of human relationships is by and large taken for

granted. But man can be described and defined only by the nature of his

human relationships. For man, unlike other species, must learn to be what

he is--man is not born human, he learns to become human. Each of us, to

be sure, may be born with "a predisposition toward sociality"2 but man,

qua man, creates himself--makes himself and his world human. 3
And all of

this is due to the fact that man's relationship to his world is by and

large communicatively open. That is, for man, unlike most other species,

there is no biologically or physiologically determined human nature which

predetermines human socio-cultural enterprises and behavior. "While it is

possible to say that man has a nature, it is more significant to say that
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man constructs his own nature, or more simply, that man produces himself."
4

Human communication and intercommunication are the processes which subserve

this creation.

Thinking About Human Communication

The aim of this essay is to discuss a theory of communication and

the development of ways of thinking about communication. There has be2n a

great deal--indeed too much-- written and said about "communication" in

recent years. All too often "communication" is seen as a "cure-all" for

what ails modern society and modern man. It is often assumed that inter-

personal, sociological, political, and educational problems are "really"

only "communication problems" and that if we would only increase the

amount of "communication" we would somehow become more "effective" in

solving our "problems."

Philosopher Martin Heidegger once noted that modern man "is in flight

from thinking."5 Heidegger made a distinction between "calculative think-

ing " (i.e., thinking that plans and investigates) and "meditative thinking"

(i.e., thinking that stops, collects itself and "contemplates the meaning

which reigns in everything that is.") It is the latter kind of thinking

from which Heidegger says contemporary man is fleeing.6

We might also say that modern man is in flight from thinking about

communication. There can be little argument that contemporary man has

created numerous communication strategies and techniques which we aii use

with greater or lesser degrees of success. But even with the multitude of

'modern communication techniques and tools at our disposal, we seldom appear

to be giving much thought to the process of communication and its functions
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and consequences for all of us. Too often we are concerned merely with

what or how we "communicate" with little concern for the human consequences

and functions.

Vast amounts of data are produced, processed, and exchanged every day

with little apparent consideration of questions of whether the data is

needed, useful, or even necessary for anything or anyone. Much if not

most of our day-to-day "communication" is little more than chatter, a

technique we have designed to close off portions of the world in order to

substitute immediate information-about for thinking-about what is going

on in the world. Chatter is a communicative technique designed to "protect"

us from silence; a technique which serves as a barrier between us and the

uncertainties of the world, ourselves, and others. As Heidegger pointed

out, "Silence is a source of immeasurable dread in our Western age.... Man

feels uneasy in silence, and thus our age fills the void with the noise pro-

vided by modern technology. The art of conversation seems lost, as we seek

simply to fill an hour or so with chatter."
7

Chatter "offers the possibility of understanding everything without

going into anything."8 It leads to a superficial understanding of the

world, ourselves and others. Chatter "develops an average understandability

to which nothing remains hidden, so that it in advance hinders and closes a

deeper and more genuine approach to things. It is in itself a disguising

and covering-over, although...there is no intention in it to deceive cr

falsify."
9

Our day-to-day and face-to-face communicative behavior is for the most

part chatter. It is often little more than organized, agreed-upon social

play acting--a tossing out of standard lines and a reciting of standard

responses. One author has written, "...it is reasonable to assume that
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most human behavior is simply a 'playing out' of preprogrammed behavioral

sequences (sophisticated habits if you wish!) and is not the consequences

of studied decisioning.
.10

Chatter has been with us for quite some time--perhaps always. The

creation of new communication techniques has helped its growth--as attested

to by those prime examples, the mass media. Perhaps Thoreau was not far

off when he said, "all news, as it is called, is gossip, and they who edit

and read it are old women over their tea."
11

A problem for those with an interest in studying and thinking about the

process, funcnons, and consequences of human communication behavior is that

chatter extends far beyond our daily conversations, the mass media, and the

"news." All of us grow up in and draw our first understandings of things

from chatter.
12

It is thus not too surprising that chatter has also invaded

much of the current communication research methodology and theory. For

example, consider some of the major topics of prime importance to daily

chatter: social status, age, sex, religion, race, family life, who earns

how much and how, who belongs to what clubs, groups and organizations, etc.,

etc. Interestingly enough these are the same factors utilized as "scientific

indices" in much "scientific" communication research. Does it really make

a significant difference to claim, as .some researchers do, that they view

these indices or factors differently (i.e., "scientifically") than non-

researchers?

Essential to any attempt to answer the above question is a necessary

acknowledgement of the many weaknesses inherent in the present methodological

and conceptual frameworks utilized in much "communication" research. If

there is really any doubt that such weaknesses exist, consider for a moment

the confused and oft-times contradictory definitions and conceptualizations

RM-208



offered for the term "communication." Thayer noted several years ago he

had found "more than 25 conceptually different referents for this term!
.13

However, even a clear and universally agreed-upon definition of what

communication "is" will not in itself, no matter how useful a lexicographic

exercise it may be, remove the conceptual stumbling blocks in contemporary

communication research. Our first step in our attempt to think about

communication is thus determining for ourselves what it is that we mean by

"communication."

Human Communication and Intercommunication

Human communication is conceived of in this essay as a basic life

process of human systems taking-something-intoaccount toward some end.

Thus unless something is taken-into-account by some human system, whether.

that system be an individual or an organization of individuals, human com-

munication has not taken place.
14

In the most generic sense communication is viewed as one of two

basic life processes common to all living systems, a process which is

essentially the conversion of raw event-data into comsumable information

for use by the system.
15

From this point of view raw event-data are seen

as including the events, happenings, occurrings, things, objects, etc., of

the corporeal, existential world as well as those data created or generated

by the system which are acquired by the individual and converted into

information usable toward some purpose or end.

The basic functions subserved by the process of communication for all

living systems are those of informing the system in order that it might

develop adaptive relationships with aspects of the environment and/or
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in- forming the system in order to establish, confirm or deny those created

relationships as they relate to the vital purposes or ends of the system.
16

All living systems are viewed as functioning in the world communicatively

on information and not on raw event-data. For some living systems the data

serve as both the necessary and the sufficient condition for communication.

That is, for many living systems the in-forming functions and c abilities

are so established or programmed in their relationship to the environment

that they are in-formationally closed systems. The capacities, abilities,

etc., of these systems.t take-into-account aspects of their environments

are pre-structured to such a great degree that the "kinds of information"

available to or processible by such systems are necessarily predetermined

by the limits of the system and the raw event-data.

Man, however, is not only informed through the process of communication

but he is also relatively more, than the "lower" creatures in-formed. An

important and useful conceptual distinction can be developed here between

teleological and telesitic behavior; the former being that behavior "...which

a complex living system can or must engage in to its own end..." and the

latter (telesitic) "...that which man (e.g.) would engage in to some further

end.
fil7

Such a distinction allows for the development of a conceptual frame-

work within which it is possible to account for qualities necessary for and

unique to human communication. In the present process-oriented view all

living systems to a greater or lesser degree exhibit teleological behavior

to the extent that they are constantly involved in becoming what they are,

and are thus manifesting purposive behavior. For example, in the more

"simple" animals this may be viewed as a process which is essentially one

of coming to terms with the environment through adaptation. None of this

is meant to imply or impute to such purposive or teleological behavior
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metaphysical qualities of causal determination be they "first," "efficient,"

or "final." The emphasis here is upon purposive behavior exhibited by

systems in the process of becoming what they are, rather than upon an

idealization of intrinsic ends or goals. Dewey distinguished between what

he called natural ends and ends-in-view.18 In the present scheme teleological

behavior can be linked with natural ends in process, and telesitic behavior

with the notion of ends-in-view which for man are often (but not always)

intellectual and regulative means. Or, as Thayer has put it, man's tele-

sitic behavior is "...covert or overt behavior undertaken as rational or

'intelligent'. means to self-determined ends.
H19

Human behavior as conceived

of here should be taken to mean "...behavior with the understanding that is

human."
20

Human beings function in the world on the basis of their information-

about the world--information created from event-data through the processes

of communication and intercommunication. For man there is no necessary and

sufficient relationship between what is "really" happening in the world and

the way he conceives of that world and its events. Man exists in a dimension

of rea..tv unlike that of any other species largely as a consequence of the

emergence of the biological capacity of self-reflexivity and the development

of human communicational realities. Man as a telesitic system can and does

conceive of himself in relation to his environment. He can and does con-

ceive of himself conceiving of himself. Man not only is constantly becoming

what he is, but is also in the process of becoming what he is not, i.e., what

he would be.

All living systems exhibit "nervous activity" or reflex action. But

only man, to any great degree, also exhibits self-reflexivity. "Man, then

rather than by what he is, or by what he has, escapes the zoological scale
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by what he does, by his conduct. Hence it is that he must always keep

watch on himself."
21

But the capacity of self-reflexivity--if it grants man the possibility

of successfully "escaping" the zoological scale--also burdens him with the

possibility of failure--the possibility that he will fail to attain what

he would become,22 And as Thayer has noted, this is a possibility

"...having considerable import for the condition of man and for the evolu-

tion of his particular institutions and ideologies.
"23

What it is that man would become--indeed what it is that being human

means--varies in greater or lesser degree from culture to culture, from

individual to individual, from situation to situation, across time and

space. What is common to all human beings is the fact that the process of

becoming human always takes place in transactional interrelationship with

environments--"natural" or physical environments and created or invented

human environments.
24

We are, as Whitehead put it, in the world and the

world is in us.

What is also shared by all human beings is the fact that "Whatever it

is that man does, qua man, can be carried out only in and through communi-

cation and intercommunication.
"25

The significance of this fact cannot be

over-emphasized. Man has but two ways of affecting or in turn being

affected by his environments: physically or communicationally.
26

Man is

his communication experiences; and as man he can only become what it is

that his communicational realities--his communicational ecologies or

environments--enable or disable him to be.
27

Human conduct is dependent upon human communicational realities which

are created only in and through human communication and intercommunication,

"...the nature of man and of men depends upon the images of themselves they
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adopt.
"28

Thus man, unlike any other species, has created and developed

complex technologies of communication which enable (and disable) him to

engage in communicational,behavior and activities. While much, if not

most, human communication occurs at levels "below" that of intellectual

awareness, the meaning and the significance of what is taken-into-account

by the individual must be learned through social transactions with others,

that is, through intercommunication.

Although it is accurate to say as Dewey did, "If we had not talked

to others and they with us, we should never talk to and with ourselves"; 29

the unique aspect of human communication is not that people talk to each

other but that they talk to theMselves.30 Talking always has certain

consequences.
31

Man's self creation is always a social endeavor. "Men

together produce a human environment, with the totality of its socio-

cultural and psychological formations.... As soon as one observes phenomena

that are specifically human, one enters the realm of the social. Man's

specific humanity and his sociality are inextricably intertwined."
32

Hence

the importance of learning and thinking about communication.
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Education and Communication:
Toward a New Perspective

Man learns many things and in many different ways, but always under-

lying his learning is the basic process of human communication. Communication

is the foundation upon which all organized human behavior is built.

Communication may be thought of as a basic life process which enables

individuals (and organizations) to come to terms with and to order and to

control aspects of their environments including themselves and others. The

process of communication is envisioned as one constituted of continuing

. instances of, or specific acts of, taking-intoaccount which, because each

is to a greater or lesser degree unique, individual, and specific, differ

in quality and content and thus in importance and value. The general process

is value free:but the specific instances of communication are shaped by

value considerations. (This point may be clearer if we note that the

process of breathing can be conceived of as being the same for all humans.

but the individual and specific instances of by-_ ng vary a great ii. as

they are influenced by environmental factors including time, place

overall quality of the air, the physical condition of the individual, etc.)

There are several levels of analysis from which one may approach communi-

cation phenomena. For example, Thayer has outlined a useful division between:
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1. the intrapersonal

2. the interpersonal

3. the organizational

4. the organization-environment interface

5. the technological.1

In all of these levels while the functions and consequences of communication

may differ, the generic process of communication is the same and subsumes

the individual or particular instances of taking-into-account. The total

communication process is continuous and not episodic except to the extent

that we may wish to talk about one particular instance of communication.

The "pulling out" of one instance from the process stream is but an

analytical device for we cannot in fact separate the instances of communi-

cation from the process. In making this point we are in agreement with

Bentley who noted that, "Behaviors are present events converging pasts into

futures. They cannot be reduced to successions of instants nor to succes-

sions of locations. They themselves span extention and duration. The

pasts and the futures are rather phases of behavior than 4ts control. "2

The study of the communication process alone will not enable us to

adequately explain or predict forms of behavior, nor will it allow us to

understand the functions and the consequences of such behavior. To study

process alone would "at best account for everything in general and nothing

in particular. fi3
We must, then, turn to specific kinds of communicational

phenomena such as activities and behaviors in groups if we are to under-

stand the importance and the ubiquity of human communication.

In this light it may prove useful to think of the communication process

as an internal process of individuals in social settings, and to think of_

communicational behaviors as the more overt and observable social transactions
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of and between individuals and groups. In this view activities or behav-

iors such as writing, reading, talking, gesturing, etc., are not conceived

of as communication but as communi cation behaviors. Communication does

not occur "out there" between individuals but within individuals; the

social transactions, the communicational acti vi ti es, occur between individ-

uals and groups.

The usefulness of this point of view can be apparent in helping us

to avoid utilizing such phrases as: "a lack of communication" or "miscom-

munication" or "he didn't (or doesn't) communicate" to "explain" our social

and transactional fa. .res. In a classroom of 40 children and one teacher

there are 41 individuals communicating whether or not anyone is talking at

the particular moment. Each individual in that classroom is, to a greater

or lesser degree, taking things into account from his own vantage point.

When the teacher's "message" fails to elicit the "correct" or expected

response from the students the fault is not "a lack of communication" but,

more likely, either a misunderstanding or a deliberate rejection of the

teacher's request or demand, or "inadequate" socialization.

The individual student's communicational competencies may be such

that he or she cannot or will not construct a conceptual model tHt any-

where comes close to matching the teacher's model or the models of the other

students. On the other hand, the students may very well "get the teacher's

`Message" and reject it out of hand. To attempt to "explain" such behavior

as a "lack of communication" or as "miscommunication" serves little if any

useful purpose.

Learning is a form of human experience' and education, in the form of

schooling it is a specialized mode of learning experience .which is usually

more disciplined socially and psychologically than less formal and less
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overtly controlled forms of learning. !'man learning in the sense out-

lined above is social just as all human behavior is social. The 4ortance

of this fact cannot be over-stressed. While it is true that the individual's

own communication competencies provide the means for learning, society

provides and shapes most of the ways of handling the raw material. Funda-

mentally, learning consists of utilizing the information produced through

communication to develop ways of structuring the world, of building mean-

ingful connections and relationships between things, symbols, events and

people, thus enabling the individual to "make sense" out of what's appar-

ently happening in the world "out there." Although "formal education"

tends to be a more disciplined form of learning experience than incidental

learning, it is still rooted in the individual's social experience and

hence, ultimately in communication and intercommunication. The conceptual

models of the world that we construct -re learned--and education as schooling

provides a more disciplined and usually more uniform method(not necessarily

better)of conceptual construction than incidental learning.

All that society has accomplished for itself is put,
through the agency of the school, at the disposal of
its future-members. All its better thoughts of itself
it hopes to realize through the new possibilities thus
opened to its future self. Here individualism and
socialism are at one. Only by being true to the full
growth of all the individuals who make it up, can society
by any chance be true to itself....4

Each individual comes to the learning situation with similiar and

yet somewhat different frames of reference and models of the World which

have been built up from the information produced through the communication

process. The scraps of information provide the material from which mean-

ingful and intelligent patterns of thought and desisions may L developed--but

unless such development occurs we have only bits or scraps of information--

RM-219



and not very useful information at that. To be "informed" is not the same

as being knowledgeable.

A merely well-informed man is the most useless bore on
God's earth.... We have to remember that the valuable
intellectual development is self-development, and that
it mostly takes plac between the ages of sixteen and
thirty. As to training, the most important part is
given by mothers before the age of twelve....5

The individual must learn to make significant connections between

his bits of information in order to utilize this information in the most

successful manner. The facilitation of the development of the individual's

communication competencies would thus appear to be of primary importance

to educators; for tHs development should lead to the individual student's

increased ability to shape and combine other's ideas into his own. It is

only when we "have" ideas and conceptualizations which are ours to use, and

have the ability to use them, that we can really say we "understand" what

we "know." There is a significant difference between knowing something

and knowing-about something. When we truly "have" our owl' ideas we make

use of them, fit things together, create and discover new connections and

relationships in the world.

Bruner has pointed out that understanding necessarily leads from one

way of conceiving of something to another way or ways of conceiving of it.6

Thus, the development of the abilities and the capabilities necessary for

the construction of abstract conceptualizations and the structuring of cog-

nitive relationships and patterns, is a far more important aspect of "formal

education" than the learning of particular bits of information. Information

must be useful to the individual in order for him to act effectively. The

ability to fit things together, to make sense of the chaos, enables one to

make use of his information and to develop a sense of continuity in
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experienciny tne world which permits the predicting of consequences of

actions. This 'earning in the best sense of the word, and it endbl,?.s

one to develop disciplined understandings.

The ideas in this essay represent the expression of an action-

and-future-oriented view of education and learning which stresses the

individual's development of problem naming and solving skills, techniques,

and habits. Although it is far beyond the scope of this essay to fully

explore logical and epistemological assumption behind this view, it is

important to note that this viewpoint contends that the pre5.;.-Int is deter-

mined or conditioned by the future rather than by the past. Thus, the

"locus of social reality" is seen as being in "the present, for it is the

attempt to solve problems in the preseni. that (sic) determine the past and

future we invoke to sustain action in the present..."; an approach which

conflicts with those developed by European thinkers who view the present

as being determined by the past.7

Without a modicum of surity and faith in our interpretation: ;A: the

environment and the possible consequences of our actions, we are precluded

from undertaking effective action. Kilpatrick and Cantril have pointed

out that "we act not in terms of what 'is' but in terms of a prognosis of

what ' .1l be' at the projected point in time at which we expect our act

take effect on whatever it is we are dealing with, whether an object, a

person, or a long-range aspiration we are trying to achieve."8 This being

tne case, it would appear that the most effective way to structure the

learning situation, if we are concerned with the development and continued

growth of the individual as an active, effective social being, would be to

facilitate the individual 's active participation in coping with and manipu-

lating important aspects of his social and communicational environments.
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The teacher could thus act as a facilitator and guide, providing external

structure, not in the form of overt coercion, but in the selecting of ap-

propriate material fo- study, the assessing of the student's abilities and

capabilities, and in the directing of the student into situations wherein

the student must utilize his own initiative and creativeness to name and

to solve problems.

Learning in the sense of ..!cation requires conscious action and thought

on the part of the student. Dewey long ago noted that "sugar coating" ed-

ucational subjects is not the answer to making disagreeable subjects agreeable

or "interesting" to students. "Mental assimilation is a matter of conscious-

ness; and if the attention has not been playing upon the actual material,

that has not been apprehended, nor worked into the faculty."9

In short, learning is sometimes very hard work and o there is no

"easy way" to learn. Thus the need for structure and guidance from the

teacher: "Action is response; it is adaptation, adjustment. There is no

such thing as sheer self-activity possible--because all activity takes place

in a medium, in a situation,*and with reference to its conditions. 10 The

way in which we structure our educational institutions and their learning

environments (both social an,' communicational) will have a great deal of

impact upon the kinds of leaming abilities and disabilities that we and

others develop. Although learning is an individual matter in the sense that

it is individuals who learn, human learning takes place within specific

social contexts and situations.

As we have seen, each of us constructs his own personalized world views

within the genera-! social setting and through our transactions with ourselves

and others. Each of our world views is to a greater or lesser degree indi-

vidual, unique, and specific--but the kinds of social settings, the kinds of
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learning opportunities that the social settings permit or prohibit, by in

large shape and determine the quality of the kinds of world views we create

and hence, shape and determine he kinds of persons we are. We are, each

and all of us, our creations and creators.
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Facilitating Learning
Through Simulation

Education in its most generic sense can be conceived of as a social

process of disciplined learning leading to disciplined understandings or

views of the world. "The goal of education is disciplined understanding;

that is the process as well."1 Education is conceived of in this instruc-

tional package as a continuing sociological-psychological process of human

learning and creating of understandings of aspects of the world, one's self,

and their interrelatedness, a process of which "formal education" (or school-

ing) is but a part.

Like human cornmuni cation, learning may be concei ved of as a life process;

a process which should begin at birth and end only at death. Unfortunately

many people today apparently regard learning and education as processes of

preparation for future living (e.g., training for employment) rather than

as processes of living.2 The assumption is often made that when one is

"grown-up" or leaves school his education, if not complete, is at least at

an end. But education is not child's play and is better viewed as a life

process of disciplined growth--and not an end in and of itself.

Emerson noted that "The purpose of life seems to be to acquaint a inan

with himself. He is not to live to the future as described to him, but to
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live to the real future by living to the real present."3 The primary goal

of human education, we believe, is the development of human competencies

which will permit people to "...define themselves in such a manner, that they

are much less functions-of-the-situation and more independent actors."4

This is not to be construed as arguing that man can somehow be defined, de-

scribed, or "known" in any way other than by the nature of his relationships.

As Ortega y Gasset put it: "Our life proceeds as a function of our environ-

ment, which in turn depends upon our sensibility."5 Man always finds himself

in a context or situation.6 It is, in fact, virtually impossible to "dif-

ferentiate oneself from a defining relation."7 The goal of education can

perhaps most clearly be seen as one of developing alternative definitions

of human relationships'; in short, of developing human communication compe-

tencies for expanding and enriching our human reference systems.

The process of education must permit students to think for themselves,

to develop the competencies which will permit them to come to handle problems

and difficult situations as they arise, and to be able to name those problems

in new, and possibly more functional ways.

Many teachers are more than likely well aware of the fact that much of

the educational research and many of the "traditional" methods of "educa-

ting" take into account at best only half of what happens during the learning

process because what is emphasized the most is external to the learners.

These external events include the traditional imposition of rules for learn-

ing and ways of assessing how much has been learned. In other words, the
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imposition of conformity and uniformity across "naturally" different learners.

but the most important part of learning involves individual, internal fac-

tors which greatly influence, if not control, the nature of education and

learning. Concentration on the external aspects of education assumes that

knowledge is passive, static, and can be transplanted. Such a view tends to

assume that thE,' which is not learned is solely the fault of the learner or

the teacher: But education is an enterprise in which both educators and

learners must be actively involved if it is to be successful. To acknowledge

that individual internal factors are a part of this involvement implies that

knoWledge-is active and must be actively acquired by learners from situations

which make such active acquisition possible.

The assumption that knowledge must be actively acquired also implies

the notion of process--that knowledge is not a "thing" but rather, a dynamic

relationship between knower and known. Learners cannot be separated from

what is learned, and neither learners nor what is learned can be separated

from the conditions under which learning takes place. There is a continuous

transactional relationship between and among learners, what is learned, and

the total situation; the active participation of learners in "discovering"

the purposes of education is indispensible to the development of their indi-

vidual intellectual competencies. In sho\rt, students must find their own

rules for learning. They can be helped in this search by educators who

structure the learning situation in such a manner that the internal individ-

ual factors are emphasized.

What is implied here is a blending of theOry and practice--a combination,

'which, if properly mixed, can put both within th.,s, grasp of students. An un-

derstanding of the theoretical implications of anY sort of practice (be it

teaching, law, medicine, or business management), a step toward understanding
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the consequences of the theory uncerlying that practice. And the meaning

or significance of a theory lies in its consequences for human action. It

can be argued that to the extent methods and techniques of education and

communication fail to function in terms of their underlying theoretical

framework(s), we fail to fully explore, develop, and test those theories.

It is only when we are aware of the implicit assumptions of the theories we

use that we can fully understand the consequences of any particular theoret-

ical approach.

For example, for many years communication researchers thought that

"what" was "communicated" to "whom" through which "channel" was an adequate

and proper model for human communication research. However, with an in-

creasing awareness that the closed-system-model developed by this approach

failed to account for many aspects of human communicational behavior, a re-

assessment of the fundamental assumptions behind those models indicated to

many that a more dynamic, open-system, process-oriented view or model was

needed.

Open living systems such as humans do not readily lend themselves to

models of a mathematical nature nor to static descriptions of a stimulas-

response, A--+B = X approaCh. Closed systems are more readily described in

static terms and hence are easier to model than open systems. The development

of open-systems theories of human communication, however, does not preclude

the construction of rigorous and precise models which may prove useful in

enabling one to come to grips with the dynamic aspects of human communica-

tion and communication behavior, learning, etc:



From our experience we have learned that in education and in the

study of human communication it is often useful to develop systemic simula-

tion models. There are several reasons, for example: 1) simulated systems

enable one to overcome in -part the inherent difficulty in manipulating

"natural" systems; 2) simulated systems permit the observer (student or

teacher) to concentrate on those aspects of the system and the process which

are of primary interest to the course of inquiry at hand) and to eliminate

those aspects which, for purposes of the inquiry, are trivial or irrelevant;

3) a systemic simulation offers one the opportunity of observing various

processes "as they happen" and, because simulation is theoretical, permits

one to more closely relate theory and practice; 4) a simulation approach

in human communication research also serves to remind the researcher, the

student, and the teacher, that although the simulated system is a human

creation, all of man's social systems are human creations and thus "arti-

factual;" 5) in developing simulated communication systems involving students,

the participation in the simulation enables the students to become directly

involved in the very processes and utilization of the theories they are

studying, and thus may develop a better understanding of the relationships

between communication theory and practice, and between communication pro-

cesses and their concomitant.functions and consequences.

Theory is conceived of here as being a way of seeing (or not seeing)

and understanding (or misunderstanding) things, situations, events, etc.,

with some purpose. Simulation can be seen as a special form of theory which,

better than some other forms, allows us to represent and observe dynamic

human processes.8 The ultimate test of any theory lies in how it enables us

to develop ways of thinking and talking about our world and coping with that
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world. Thus, as Thayer has noted, the test of a good theory lies not in

arguments over whether one theoretical approach is true and another false,

but whether the approach helps in practice over other ways of understanding.9

Simulation and games can play important roles in theory development and

as educational technologies. If we have a dynamic, process-oriented view

of human communication, for example, simulation permits us to develop and

to present this viewpoint so that its dynamic-proctess qualities are high-

lighted for the student. The dimension of openness is of crucial importance.

For, as we vary the "openness" of the system we can experiment with and

thin!:. about the "openness" of the process of human communication. Simula-

tion viewou as theory rather than as an attempt to isomorphically represent

"reality" allows one to compare simulation with other theoretical forms,

(e.g., verbal games) and to judge the adequacy and the relevancy of these

various theoretical forms as explanatory tools in the conduct of inquiry, as

well as in the conduct of education.

Now, the development of theory yields principles which indicate ways

of accomplishing things--of successfully coping with the environment. In

attempting to achieve our intentions and purposes, we operate on our princi-

ples--our expectations of what is to come. If these principles appear to us

to work well we tend to hang onto them. When they no longer seem to work

well, that is, when we fail to accomplish what we set out to accomplish we

can either 1) keep on failing or 2) develop alternative principles for action,

or 3) we may even attempt to create radically new theories. In communication

research many have taken the latter course and instead,.Of continuing to

work within what appeared to be an outmoded and intellectually confining

theoretical frameworks of closed system principles, have been developing new

and hopefully more promising frameworks of dynamic, open-systems principles.

RM-230



There is no lack of models, theories, or conceptualizations of "com-

munication" and one may be more than justified in complaining about the

apparent unrestrained growth of conceptual models and oft-times sterile em-

pirical data.10 But diversity of thought is useful and necessary and thus

the expansion of conceptualizations about communication is probably a sign

of healthy growth. For one thing, this growth has evidenced the development

of dynamic, process-oriented models of the communication process which ap-

pear to be useful in explaining the diverse functions and consequences of

human communication.

For example, in'the past a great deal of emphasis was placed upon the

supposed rationality and awareness inherent in human communication. It now

appears that, in fact, what, when, why, and how man "communicates' is by

and large continuous, non-conscious, habitual, and automatic.11 And this

is apparently so in varying degrees not only at different levels but also

across those levels.

Human communication is conceived of here as a dynamic, continuous life

process of taking-into-account aspects of the environment by the individual

(system) toward some end or purpose. The process involves the acquisition,

creation or generation of raw event-data and the conversion of this data into

usable information-about the world for utilization at present or at some

future time.

People operate in the world on the basis of their information-about the

world and that ::nformation is, as just stated, created by the individual

(system) from raw event-data. The ways and the means that each individual

develops and utilizes in the creation of information-about may vary a great

deal over time, from situation, and in comparison to other individuals; but
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the fundamental functions of the process remain essentially the same for

all individuals at this generic conceptual level.

Man unlike any other species, creates and develops technologies of

communication which enable and disable him to engage in communicational be-

havior and activities. While much, if not most, human coNAnication occurs

at levels "below" that of intellectual awareness, the meaning and the sig-

nificance of what is taken-intO-account by the individual must be learned

through social transactions with others, that is, through inter-communica-

tion. Thus as Dewey said, "If we had not talked to others and they with us,

we should never talk to and with ourselves."12

Thayer points out that what makes human communication unique is not

the fact that people talk to each other, but that they talk to themselves.

Human conduct is dependentupon the "communicational realities", the con-

ceptual artifacts, that man creates in communication with others and with

himself. It is the communicational artifactual world--the world of commu-

nication realities--that man "knows." Man can only act upon the basis of

how and what he conceives the world to be and what he believes his relation-

ship to that world is. Thus, our created information-about the corporeal

world, us, and others--not the raw event data--is the "stuff" of our com-

municational reality and is the determinant of human social behavior.

Communication, the basic life process subserving the creation of our infor-

mation-about the world, is the end and the means of all organized human be-

havi or.13

In accepting the above theoretical position, one can no longer hold

that the goal of inquiry is to discover what the world is "really" like. All

that we can ever "know" is developed through our conceptual constructs which

we have developer. :.nrough our past experience in light of what we expect to
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happen. Thus man "knows" the world and himself through his communicational

artifacts. One important aspect of this entire process is that man can sim-

ulate his behavior and its anticipated consequences before actually, carrying

out that behavior.14

Given such an approach, what are the implications for education? For

one thing .;.:he traditional concept of "objectivity" such as in science as-

sumes a way of knowing which is improbable, if not impossible, for man.

Objectivity assumes that one can literally be beside oneself to observe "re-

ality" as it really "is." Some of us apparently believe that if only our

senses were more accurate, our theories more certain, our data more revealing

and less ambiguous and our instruments more "precise" then we could really

be able to know "reality" and discover "truth."

Even the term, "simulation," carries some of this kind of
freight. Simulation must be something artificial which is
good simulation to the extent it represents or is isomorphic
to reality. No? No. We invent both our realities and our
simulations. We postulate reality. We construct our theories
about that reality and how it works. As we said earlier,
simulation is simply one form of theory. We cannot compare
simulation with reality (as many simulators say they are
doing), since 'reality" (other than one's awn) itself is
not available to us.

This position assumes that each individual is a learning system and that

learning is an individual and natural life-process. Educational systems can

be viewed as two or more people (learning systems) in a controlled relation-

ship which is 'to a greater or lesser degree either "open" or "closed." The

openness or closedness of an educational system depends in large part upon

the environment, and in (particularly in contrived educational systems such

as public education) the "reasons(s)" behind the system's existence and the

desired output.

As a control system an educational system supposedly determines the

"input" and the "output" within established parameters of acceptability.
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Thus what a student learns and the kind of students an educational system

"turns out" are often thought to be determined by the way those people in

power within the system think the student ought to learn what the student

ought to know.

However, except in rare instances this is not the case. Far too often

desired "output" of an educational system is poorly conceived and designed;

and without a clear picture of what the "output" of the system is to be it

is improbable that the system can be either efficient or effective in the

ways educators would like to believe.

The development of instructional simulation exercises may provide

us with tools which, although not "the answer" to educational problems, may

offer ways of dealing with troublesome aspects of learn-kg system-educational

system problems.
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Educators and "information" Systems

Historically, public education in the United States has been the

responsibility of the individual states rather than the federal government.

As a result, a complex array of diverse educational training and research

operations has grown into being. In recent years the federal government

has become more and more an agent in the dissemination of educational

research information and data throughout the country. The major purpose

of this essay is to develop a few thoughts and questions about the organi-

zation, functions, and the consequences of the establishment and operation

of educational "information" (i.e., data) disseminating services and programs.

Of particular interest and emphasis in this essay is the Educational Resources

Information Center (ERIC) which is a program of the Bureau of Research of the

U.S. Office of Education.

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. These have been: (1) professional associations; (2) uni-

versities; (3) government agencies.1 Under these generic' headings, one could

also place the sources for most of the educational research programs in this
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country except those which are funded and operated by private and indus-

trial organizations. In developing .uch a taxonomy one must keep in mind

that "The research structures 11 the United States that relate to education

are so numerous and diversified that it is impossible to speak with unassail-

able authority about their current activities and organizational patterns."2

At any rated the U.S. Office of Education tends to view three audiences

as being the primary targets of its educational research dissemination pro-

grams. These are: (1) researchers; (2) educational decision-makers and

practitioners; (3) the general public.3 Ostensibly, the ERIC system was

designed to build "a national information system dedicated to the progress of

education through dissemination of educational resources and research-

related material."4 The ERIC program was developed by the Office of Education

primarily because USOE people saw a need for obtaining information about t-ie

various research and development projects funded by that office, and because

USOE people believed that educators needed to have ready access to the work

of other educators and educational researchers.

From its beginning the ERIC system was designed to be a de-centralized

nation-wide information system whose "proJcts" would be developed and dis-

seminated by subject area experts rather than by information system specialists,

data librarians, or documentalists. 5
The primary objective of the ERIC system

centers on the dissemination and the utilization of educational information

within the "educational community." At present the major functions of ERIC

clearinghouses include:

--The identification and acquisition of "fugitive" docu-
ments and literature such as technical reports, unpublished
speeches, etc.

--Evaluation of the literature collected from all sources.

--Indexing and abstracting documents, literature, etc., for
inclusion in the monthly ERIC catalogues, RIE, etc.
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--Building and maintaining local clearinghous,-
of documents, literature, etc.

--Analyzing information which is of general
to the educational community and presenting such
analysis in state-of-the-art papers, reviews,
bibliographies, etc.

--Providing copies of documents which are not readily
available from other federal clearinghouses cr infor-
mation systems, or which are not "in" the central
ERIC system.

--Development and maintenance of close ties with pro-
fessional associations, organizations, and agencies
in the educational communities served by the particular
clearinghouse.

In much of the literature about various data systems, "information" is

spoken of as a product which can be "marketed" to consumers or users of the

particular information system.
6

Marron, for example, sees the ERIC system

serving as a "...wholesaler of information products and services...." in the

educational community. One of the aspects common to such an approach is

the emphasis placed upon the need to "advertise" the system in order to

create or develop "awareness" of the system in potential users, and to

increase the rate of utilization. Marron sees "...the development of a

comprehensive announcement service..." as one major prerequisite "...for

the widespread utilization and adoption of new ideas and practices in

education."
7

Veazie and Connolly point up the growing interest in the

development and utilization of advertising and promotional campaigns by the

various federal information and information-analysis centers. 8

In their system the ERIC people view the relationship between the

central system (ERIC) and the local and state operated centers and other

USOE operated research and development centers and laboratories as a kind of

information merchandising" in the market place of educational ideas.
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Apparently one of the basic assumptions behind the rationale of the

ERIC system (and other USOE information systems) is that educational earch

"information" is a "product" which educators in the field not only but

want and will be willing to "buy" (i.e., expend some time and energy in order

to obtain) if they only know about it or were "aware" of its availability.

From a study of the newsletters, information aids, and instructional

booklets of the ERIC clearinghouses and the related Regional Labs, Material

Centers, Research and Development Centers, it is clear that many of the

people involved in the development and dissemination of educational research

assume that increased awareness is closely related to increased utilization.

This often appears to be viewed as a necessary and sufficient condition.

Thus, the failure of school teachers to utilize to any great extent an

information system such as ERIC is viewed by many as a "communication problem"

which can be "solved" by increased production of "news" about the system,

different "packaging techniques," brochures, workbooks, film strips, and

records on how to use ERIC, putting on film what as in print, videotaping

lectures, etc.

In addition the ERIC planners feel that it t :rucial to increased

utilization to "develop a multi-level set of resources and organizations to

provide the more direct information and consultive services for the user

community. n9
Thus the ERIC system builders plan to establish and maintain

relationships with regional laboratories, research and development centers,

instructional materials centers, state-operated agencies, and local "one-

stop" information centers. Such organizations are seen as links between

the "information" system and the ultimate "users" of the "information;" a

design similar to that developed years ago by the agricultural extension

service.
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In fact, much of the conceptual framework upon which the ERIC system

is built is directly related to the conceptualizations on innovation, knowl-

edge utilization, diffusion of ideas, etc., eevele in studies of agricul-

tural practices in this country.

This is not very surprising since much of the early and most noted

literature on change, innovation, diffusion, and adoption dealt with

agricultural practices. These early studies postulated specific "stages" or

"steps" in the adoption and communication processes; stages which were con-

ceived of as necessary and sufficient conditions for the processes to occur.
10

The step or stage approach in innovation studies lent itself to the use of

scalOgram analysis and, thus, to supposed statistical or "scientific"

reliability of test results. At least one writer has claired that awareness

and adoption are the necessary and the sufficient condition for adoption of

ideas or practices.

But such approaches tend to view the human communication process in

rather static and/or unidimensional termszand often fail to develop critical

distinctions between tactical and strategi: levels of analysis. The failure

of teachers to utilize information systems such as ERIC most likely is not

a tactical communication problem, but may ma a strategic communication

problem. It might not be a "communication problem" at all.

In the study of "communication problens" it is of paramount importance

to determine from the outset what one wants to mean by "communication" and

what constitutes a "communication problem." If it is useful to think of a

situation as a "communication problem," then it becomes important to dis-

tinguish between tactical and strategic levels of analysis.12 A major fault

of many studies of "communication problems" stems from a fail..ire to develop

clear conceptual distinctions between communication systems, data system,;,

and tactical and strategic levels of analysis.
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Communication is conceived of here as a basic life process of living

systems taking-something-into-account toward some end or purpose.13 Thus

unless something is taken-into-account 1)K some living system, whether that

system be an individual organism or an organi- 'on of individuals, com-

munication has not taken place.

In the most generic sense communication is viewed as one of two basic

life processes common to all living systems which is essentially the con-

version of raw event-data into consumable information for use by the system.14

From this point of view raw event-data are seen as including the events,

happenings, occurrings, things, objects, etc., of the corporeal, existen-

tial world as wel- as those created or generated by the individual which

are acquired by t e individual and converted into information usable towarc

some purpos. or en.

The h )ic funztions subaerved by the process of communication for all

living systems are those of 'informing" the.individual in order that it

might develop adaptive relationships with aspects of the environment and/or

"in-forming" the individual in order to confirm or deny those created re-

lationships as they relate to the vital purposes or ends of the individual.

A conceptual distinction is also made here between "communication" as

an individual, personal, or s=ngle-system process and "intercommunication"

as a mutual process involving two ar mre living systems. These two levels

of communication can-be viewed as two different processes subserving dif-

ferent (albeit often related) ends or purposes; the distinction between the

two is primarily in the different functions each subserves. At the level

of intercommunication the basic functions subserved are those of the "...in-

Lentional and mutual production and consumption of event-data..." and the

"...building and/or confirming of aggregate structures such as family units,
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communities, societies, etc., and a:: human level, of institutions, cul-

tures, ideologies, etc...."15

Living systems are viewed as func:foning in the world communicatively

on information and not on raw event-daza. 16 The two most basic functions

subserved by the communication process are those of in-forming and informing

the system.17 All information upon ,whiich a given system may operate is de-

termined by that system's in- forminc bhinnugh previous experience or inate

abilities and capabilities. Most irFtarmation is utilized by the system to

satisfy,temporary ends or purposes ; physical adaptation to a specific.,

temporary event or object.)

At the in-formation level are represented those strategic, vital ce-

prehending-evaluating abilities, slacepitilities, competencies, expec_ NS,

etc., of the individual which deterane what kinds of information the is

vidual can and will produce and utiTta..-

Communication competencies thus -71v17,ve '.wo levels: the strategic anti

the tactical. The strategic level mar 5e thow4,HL of as that level concerroLd

with the ways and means of "seeing' t re wcr d, and the tactical level 7:s-

that level concerned with ways and m.9.1 of operationalizing those ways

of seeing. Thus the strategic level -7-4L1vres conceptual-evaluative

orientations of a communication systE+- rital to that system's continued

existence and crowth; the tactical 1 involves the use and the devee

ment of various communicational skit sand technques necesary for growt

and survival.

Each of us acts upon the basis 'Information-abcult what is ap-

parently happening in the world, rica i 7-le raw event-data. Each of us,

to a greater or lesser degree, create: hi-T ..011 communicational realities

and communicational contexts. The tuma (...,t.P.7uncational context is always



conditioned in part by the individual's communication competencies and his

information-about the world which he has created and/or generated from the

raw event-data.

The communicational context may be viewed in Dewey's terms as including

at least the aspects of "background" and the "selective interest" of the

individual.18 The communicational context serves as a matrix in the organ:

ization and ordering of raw event-data.

It is useful to view "information" systems such as libraries, data banks,

etc., not as communication systems, but rather, as data systems. Communi-

cation systems are conceived of as living systems and may be thought of as

being behaviorally inductive while "information" systems are logically

deductive.19 Thus, when an individual uses an "information" system

data system) the latter does not provide information, but rather, raw data

which in turn are developed (or not) by the individual into usable informa-

tion. "Data become information when they are part of a model of explanation_

Only individuals are capable of developing and using models of explanation.

The implications should be clear for "information" system designers

and users in the field of education. The data stored in such systems as

ERIC will be useful to educators, teachers, students, etc., only to the ex-

tent that those system users have the communication competencies to create

usable or consumable information out of the data. The usefulness of the

data stored in "information" systems is thus a function of the system cre-

ators and the system users at both the "input" and the "outtake" stages.

The system users at the "input" end of the system may have communica-

tion competencies which permit them to construe particular data, as "useful,"

"good," etc., for whatever reason, while the system users at the "outtake"

end of the system may have communication competencies which preclude finding
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the stored data "useful." The usefulness of data and stored "information"

can only be determined by the particular individual's criteria in a particular

communicational context. Thus to determine the usefulness of an educational

"information"system such as ERIC, one should look not at the stored data, nor

to some "objective" criterion outside the system, but to the criteria of the

individual users for whom the system is designed and operated_

If human communication is envisioned as a process, a primary aim of

which is to develop organization and control of informatio-, and ways of

seeing the world, it can be seen that much of what man "couthanicates" and

.how he "communicates" are basically conservativee., operate to minimize

not maximize innovation and change. We temd to hang onto those ways of

viewing the world which have proven most aseful to Ls in -the past. New

models, new ways of seeing threaten the 61± ways.

Some people are apparently satisfied with a few basic views of the

world, while others, for whatever reasons, are satisfied only with diverse

and changing viewpoints. If teachers were good inquiring systems, what kind

of information would they seek--what kinds:of data systems would best serve

the teacher's interests?

In order to answer such a question it is necessary to look at the

communication and intercommunication patterns and practices of teachers and

attempt to assess the implications that these might or might not have for

the establishment, growth, and maintenance of the kinds of "information"

systems currently being utilized by teachers. It would also seem to be

necessary to study the existing communication and intercommunication

patterns and practices of teachers when considering the desigr and development

of the kind of educational "information" system teachers say they would

like to have. (The question of what kind of "information" system or the



kind of "information" teachers ought to be utilizing is not, strict'

sped!. .
"coi6paunication problem." It may become a "communication

problem" if and when the communication and intercommunication patterns

and practices of teachers are so mis-matched strategIcally,and tactically

with those of "information" system designers or builders that neither can

take each other into account in meaningful and useful ways. A "communica-

tion problem" may also result if the strategic commuFication competencies

of teachers are such that they cannot adequately deal with the existing

paradoxes in the current differing views of what education and the

educational enterprise are all about.)

An inherent difficulty in any study of the relatiaiship between

communication systems and data systems stems' from the :::act, mentioned

earlier, that communication systems are behaviorally inductive and

data systems are logically deductive... In short, human communication

systems develop and evolve as a function and consequence of the human

Intercommunication which takes place; data systems are more or less

rationally created to serve contrived, specifiable goals or ends of

communication systems.

Generally, the more specifiable the ends or goals- -the more "closed"

the system- -the more organized, predictable, and "efficient" are the uses

of the data and 'information:" The less specifiable the ends or goals--the

more "open" the system--the Mess organized, less predictable, and less

"efficient" the "information" utilization. However, in order to become and

remain a viable living system am individual .or organization mus: develop

if communication system which,exdd bits traits of both "Openness' and

"closedmess."
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All human communication systems to a greater or lesser degree

exhibit simultanaaus traits of "openness" and "closedness" in their

organizational pa:=:rns visa -vis their interdependent environmental

realtionships. Iz helpful to make a distinction between inquiring

systems and acquiring systems. Generally, acquiring systems are

conceived of here .as being essentially evolved, teleological systems,

i.e., systems pr:.werily utilizing acquired data and created information

further funct.lals of simply being or becoming what they are. On the

otier hand, inquiring systems are viewed as being essentially created,

or socially invented telesitic systems; the data, information, and

"knowledges" of an inquiring system are utilized primarily toward self-

organizing functions of developing intricate conceptualizations of rela-

tionships with tis environments and itself, and in attempting to realize

sought-for or intended goals or ends. The inquiring system is essentially

a seeking systen=it seeks to become what it is not, to create itself

through overt or-covert manipulation of perceived means to self-determined

ends.

All living Ivstems have a structure, function in the worlds and have

a history,i.e., undergo changes over time.
21

Because all living systems

operate on the basis of information created from raw event-data, the

fundamental condtrirch underlying any living system's viability (continued

functioning) is tnfarmation or "knowledge" utilization. For an acquiring system

the mere fact of information utilization is both the necessary and the

sufficient condition -ftr system viability. For an in'uirimg system the mere fact

of information utilicm:fon is.only a necessary conch-tion for continued

RM-246



system viability. One must also look to the functions of the utilization

in order to find the sufficient conditions for system viability in in-

quiring systems. The "openness" or "closedness" of any living system is

not solely a function of the amount of information utilized (although some

data system designers would apparently have us believe so); for living sys-

tems the quality of the created information is of paramount importance.

It is possible to conclude that to the extent a system's information

"needs" or requirements are specifiable, determinable, and completeable

the system is "closed" informationally. To the extent that a system's in-

formation "needs" or requirements are non-specifiable, non-determinable,

and non-completeable the system is informationally "open." Thus, to the

extent that a particular job or task is viewed as having specifiable, de-

terminable, procedures and processes, and is "completeable" the information

requirements can be predetermined.

The question can be raised as to how much of what a teacher "needs"

to know is specifiable and determinable in advance. Any answer to this

would appear to hinge at least in part upon how one conceives of the role

of teacher and the process of education. To the extent that education is

seen as a completeable,.specifiable, and determinable task or process,

teacher information requirements would seem to be "knowable." But to the

extent that education is viewed as a dynamic, evolving, open-ended, indi-

vidual procesS--to that extent the information requirements of teachers

would be non-specifiable and non-determinable. And hence, "unknowable" in

advance. We can again ask: If teachers were good inquiring systems, what

kind of information would they seek--what kinds of data systems would best

serve their needs? And what kinds of assumptions are implicit in the attempt

to build "information systems" which would attempt to functionally embody

human concepts, ideas, and values?
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