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ABSTRACT
The Student Centered Learning Systeir(SCLS) was

developed by Quincy, Massachusetts educators to identify, develop,
and implement a learner-responsive education system. The SCLS has 10
components. The first states the goals of the Quincy public schools
as helping students to become competent as self- fu1fiiling
individuals, citizens, and workers in a world that is maximally
effective for all. The second component lists 11 behavioral
projections for learners. The third component gives the rationale for
the discipline. The fourth component describes comprehensive concepts
for the discipline. The fifth component considers instructional
objectives. The sixth component consists of diagnostic and evaluative
tools and procedures. The seventh component, student learning
activities, forms the basis for the last three components of the
SCLS: appropriate multimedia; management systems; and 93lf-learning
environment. (PB)
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A Student
Centered
Learning System

The Student Centered Learning System
is a term to designate a continuing effort
by educators in Quincy to develop and
implement a learning system that is based
on sound theory and that is transferable
into everyday practice so as to result in a
design for learning that is responsive to
the needs of each student. In curriculum
development, the SCLS reflects a struc-
ture-of-thediscipline approach, while in
instructional theory a synthesis is being
forged from compatible principles of
several schools of psychological education,
including dimensions of developmentalism,
behaviorism, and field theory.1 The SCLS
consists of ten components which, when
taken as a whole, provide for a theoretical
as well as a practical guideline for the
development and implementation of a
learner-responsive school system.

The SCLS has no absolute ends of its
own; however, that does not mean that
eclecticism is at the core of the Quincy
design for learning. The SCLS is not
enigmatic in theory, indefinite in curricu-
lum, indeterminate in instruction, or ran-
dom in process. On the contrary, the
intent of educators in Quincy is to fashion
a system for learning that in theory is
sound and defensible, and in practice is
worthy of being advocated. The SCLS
should be viewed as a vehicle for Quincy
cducators to discover, carry, and dissem-
inate knowledge through a process of
psychological education. It should be
seen as a vehicle through which educators
and students can continue to examine

such raccurring questions as:
1. What is the basic nature of human-

ity and reality?

2. What is knowledge, does it have
structure, and if so, can that struc-
ture be identified and learned?

3. Of all that there is to know,what do
human beings need to know, when
do they need to know it, and why?

4. How do human beings come to
know and how do educators organ-
ize and function so as to create and
maintain a school system that is
learner-responsive?

The challenge for educators in Quincy
is to examine such questions as these so
that their practice, regardless of area of
specialization, can be characterized as
scholarly and humane.

The design for learning of the Quincy
Public Schools is composed of ten com-
ponents, none of which is in and of
itself new. Each component is identified
in readily understood language. They are:

1. Goals of the Quincy Public Schools.
2. Behavioral P:ojections for Learners.
3. Rationale for the Discipline.
4. Comprehensive Concepts for the

Discipline.
5. Instructional Objectives.
6. Diagnostic and Evaluative Tools and

Procedures.
7. Student Learning Activities.
8. Appropriate Multi-Media.
9. Management Systems.

10. Self-Learning Environment.
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As suggested, it should be apparent that
in and of themselves the ten components
of the design for learning offer nothing
new. What is of significance in the design
rests in the expansion of each component
through definition and interpretation as
well as the logic of the construct when
viewed as a whole.

To some it might appear that the whole
proposition is a lot of to-do about little
or nothing, in that what man has neede,.:
to know has always been self-evident and
educators have always managed to teach
students what they needed to know
without recourse to theories about curri-
culum and instruction or systems analysis.
While it is true that for centuries educa-
tors have dealt in art, music, motion,
linguistics, math, science, and logic, it is
not true historically or even today that
they have adequately understood what
is implied in the term, "structure of the
discipline." Unfortunately, it is also true
that educators have seldom adequately
understood the learning process and the
relationship between mind and matter
or, said another way, the learner and the
environment. The SCLS provides a process
for Quincy educators to interact with
those -issues.

The critics of education abound, and
their common cry seems to be that
the Crisis in the Classroom (Silberman,
1970), the reason Why Johnny Can't
Read (Flesch, 1955) or add and is thus
experiencing intellectual Death At An
Early Age (Kozol, 1966) is due to what
goes on Behind the Classroom Door
(Goodlad and Klein, 1970). Proclaiming
that schools are neither Places for Learn-
ing (nor) Places for Joy (Sizer, 1973),
the critics have termed Teaching As A
Subversive Activity (Postman and Wein-
gartner, 1969), and are asking for the
De-Schooling of Society (Illich, 1970).

Certainly the expressions, and in sev-
eral instances the outright accusations,
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of those who in conscience are deeply
concerned about the quality and direction
of public education cannot be taken
lightly if for no other reason than that
many of the severest critics are educators
themselves who have devoted their full
energy to making schooling meaningful.

High among the reasons given by the
critics for the lament over the quality and
direction of public education today is the
lack of appreciation among practitioners
for the credibility of schooling on the
trinal theories of learning, knowledge, and
systems. The obvious concern is that, inas,
much as the conscious ability to learn
is a distinct function of human beings,
educators need to be sensitive to not
only what human beings need to know
but also how they learn and become
capable of learning.

Traditionally, learning has been viewed
by philosophers and psychologists as a
function of the mind with matter, with
experience and environment being of
little importance and with systems theory
for the organization of the school being
non-existent. During the present century
the emphasis has shifted; and theories
of faculty psychology and mental states2
have fallen into disrepute in contrast to
the rise of developmentalism, behaviorism,
and field psychology. Unfortunately, the
professional preparation of educators has
lagged behind; and teachers in practice
today, whether they be junior or senior in
terms of service, have seldom been ade-
quately schooled in contemporary theories
about the structure of knowledge or of
how human beings come to know. Much
of what goes on in the classroom today
is an amalgamation of traditional practice
and current fashion. Consequently, the
assumption prevails that the purpose and
practice of education is seldom structured
in response to identifiable theory. It is this
assumption that the critics in unified
chorus scorn.



Among those who have expressed deep
concern over the lack of understanding
of learning theory by educators is Charles
E. Silberman. In support of his position
Silberman, in Crisis In The Classroom,
cites the sustaining opinions of such
past and present authorities as John
Dewey, Lawrence Cremins, and Theodore
IL Sizer. Speaking for himself, while
reflecting the views of others such as John
Dewey, Silberman has stated: 3

lo.

"The tendancy of educational develop-
ment to proceed by reaction from one
thing to another, to adopt for one
year, or for a term of seven years,
this or that new study or method of
teaching, and then as abruptly to
swing over to some new educational
gospel," John Dewey wrote in 1904,
"would be impossible if teachers were
adequately moved by their own in-
dependent intelligence. The willingness
of teachers, especially of those occupy-
ing administrative positions, to become
submerged in the routine detail of
their callings, to expend the bulk of
their energies upon forms and rules
and regulations, and reports, and per-
centages, is another evidence of the
absence of intellectual vitality. If teach-
ers were possessed by the spirit of an
abidingstudent of education, this spirit
would find some way of breaking
through the mesh and coil of circum-
stances and would find expression for
itself.

If this be so, teachers need more than
a knowledge of subject matter and a
little practice teaching experience be-
fore they enter the clatsroom. They
need knowledge about knowledge, a-
bout the ramifications of the subject
or subjects they teach, about how
those subjects relate to other subjects
and to knowledge and life in
general. They need insights into their
purposes as a teacher why they are
teaching what they are teaching, and
how these purposes relate to the in-
stitutional setting of the school and
to the values of the local community
and the society at large. They need

understanding of the process of growth
and development and of the nature
of mind and thought. Most important,
perhaps, they need to know that they
need to know these things they
need to understand the kinds of ques-
tions their teaching will raise and to
have some sense of where to turn for
further understanding.

It would be folly to suggest that the
criticism espoused by Dewey in 1904 and
re-affirmed by Silberman and scores of
others since then was not applicable to
the state of the art in Quincy. However,
it is less applicable in Quincy today than
in any time diving at least the past few
decades. The reason is due in significant
measure to the construct of the SCLS
and to its growing internalization by
teachers and administrators. Through the
SCI.S, educators in Quincy have a vehicle
for exploring the questions echoed by
Silberman.

As stated earlier, the approach to
curriculum development taken by Quincy
educators and reflected in the SCLS is
that of the structure of the discipline.
The term came somewhat into commonI
usage as the result of the report by
Jerome S. Bruner of the 1959 conference
at Woods Hole, Massachusetts, where
35 scientists, scholars, and educators came
to discuss how science in education might
be improved. Professor Brunet served as
chairman of the conference and reported
on its deliberations in his book The
Process of Education.

In that and subsequent writings, Pro-
fessor Bruner elucidated his understanding
of structure as it relates not onry to
subject matter but also to the leamer. In
The Relevance of Education Bruner has
suggested that "a learned discipline can
be conceived as a way of thinking about
certain phenomena," and this he calls,

."the psychology of a subject matter."4
He continues that, "underlying a disci-
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pline's 'way of thought' there is a set of
connected, varyingly. implicit, generative
propositions."5 It is these propositions
that are referred to in the SCLS as
Comprehensive Concepts, and they are
cited for each major discipline.

In The Process of Education Bruner
states:6

Mastery of the fundamental ideas of
a field involves not only the grasping
of general principles, but also the
development of an attitude toward
learning and inquiry, toward guessing
and hunches, toward the possibility
of solving problems on one's own.

Finally, in summarizing his views on the
importance of structure, Bruner stated:7

. . . that the curriculum of a subject
should be determined by the most
fundamental understanding that can
be achieved of the underlying principles
that give structure to that subject.
Teaching specific topics or skills with-
out making clear their context in the
broader fundamental structure of a
field of knowledge is uneconomical in
several deep senses. In the first place,
such teaching makes it exceedingly
difficult for the student to generalize
from what he has learned to what he
will encounter later. In the second
place, learning that has fallen short
of a grasp of general principles has
little reward in terms of intellectual
excitement. The best way to create
interest in a subject is to render it
worth knowing, which means to make
the knowledge gained usable in one's
thinking beyond the situation in which
the learning has occurred. Third, know-
ledge one has acquired without suffi-
cient structure to tie it together is
knowledge that is likely to be forgotten.
An unconnected set of facts has a
predictably short half-life in memory.
Organizing facts in terms of principles
and ideas from which they may be
inferred is the only known way of
reducing the quick rate of loss of
human memory.

Obviously, Bruner is not the sole
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originator of the structure of the discipline
approach, nor does the theory introduce
totally new ideas. Much of Bruner's
contribution rises out of a pragmatic
tradition leading to field theory as op-
posed to behaviorism, or to the now-
repudiated doctrines of faculty psychology
and mental states. These latter two doc-
trines held that learning was a function
of the mind; and as a consequence
interest, experience, and environment were
not significant in the former and had
limited importance in the latter. In con-
trast Bruner and field theorists in general
have placed a great deal of emphasis
on the interaction between the learner
through his interests and experience
with the structure of the discipline and
the existing environment.

A concern for learning cannot end
with a concern about the structure of
knowledge. It is not enough for educators
to claim that they know their subject
matter and that is,all they need to know
in order to teach. Knowing the material,
the content, of a subject is not the same
as understanding the structure of the
discipline or of a domain of knowledge.
Strange as it may seem the preparation
of educators frequently is limited to
a mastery of content in a specific area
of specialization with little in-depth at-
tention given to the conceptual under-
standing of the domain of knowledge
itself or with the psychological process
at work as human beings come to know.

It is not uncommon for teachers and
administrators to function in school with-
out a conscious awareness of how or
whether or not their behavior is related
to what is recognized as a process involved
in coming to know. If such an awareness
does exist it is frequently anchored in
tradition or fashion as opposed to sound
and identifiable theory. Consciously or
otherwise the day-to-day actions of many



educators do not go beyond Herbart's
doctrine of apperception and the five
steps of the Herbartian method.8 For
better than a half a century both the
doctrine and the method have been largely
repudiated by psychologists, yet Herbart-
ian methods continue to be practiced
in schools.

Educators have long been accused of
fadism as they eclectically follow the
currents of fashion without any obvious
regard for rationale and consistency. In
response to fashion, educators frequently
attempt to organize and administer schools
consistent with that which is popular at
the moment while remaining unaware of
how a particular practice fits into the
total scl eme of things or of what basic
theory it is intended to reflect. For
example, classroom practice might be
geared to continuous progress without an
understanding of John Dewey's notion of
continuity of experience, or to program-
med instruction minus an understanding
of B F. Skinner's conceptualization of
contingencies of reinforcement. Other fads
might include open space and alternative
schools and with the same lack of concern
or appreciation for why. The intent of
Quincy educators working through the
SCLS is to remove randomness from the
process of coming to know and replace
it with the conscious application of theory
to practice.

To be involved in the practice of
education today is to embrace to some
extent methods advocated by pragmatists
since at least the turn of the twentieth
century. However, to be simply involved
as a result of recent tradition or the
fashion of the moment is not adequate
and not in keeping with the identifying
marks of a profession. To suggest that
the Quincy Public Schools is moving
forward in response to tenets of pragmat-
iSm is to state that the doctrines of

faculty psychology and mental states are
being minimized as those 19th century
positions spoke to such things as the
origin, purpose, .and function of mind.
It is to advocate in their stead, as a
psychological foundation for schooling,
dimensions of developmentalism, behav-
iorism, and field theory.

To the extent that thought and know-
ledge develops through an evolutionary
process of thesis, antithesis, and synthesis,
contemporary theories in developmental-
ism reach back to include aspects of the
work of such contributors as Rousseau,
Pestalozzi, Foebel, and Herbart. However,
present day understandings have emerged
more directly from the work of John
Dewey, while centering on the thinking
of the Geneva school and in particular
the genetic epistomology of Jean Piaget.
Like Bruner, Piaget has been interested
in discovering the "pschycological struc-
tures that underlie the formation, of
concepts fundamental to science."9 For
educators, including those in Quincy, the
application of Piaget's Stage Theory of
Intellectual Development is most ger-
mane. Through it Piaget orders the struc-
ture of knowledge in response to the
stages of mental development of human
beings. Piaget's stages from simple to
complex are:1°

1. Sensory - Motor Stage (birth to two)
Mute - no use of verbal symbols
Learns to perceive - discriminate and

identify objects

2. Pre-Operational Stage (two to seven)
Symbols and representations
Acts on perceptive impulses
Self-centered
Static - irreversible thinking

3. Concrete Operations Stage (seven to
twelve)

Analyzing
Conscious of dynamic variables
Measures
Classifies things in groups or series
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4. Formal Operations Stage (adult)
Abstract-conceptual thinking
Reasoning generalized
Evaluation
Hypothesizing
Imagining
Synthesizing
An examination of the SCLS in its

present state as well as of the practice of
educ tors in Quincy will not yield much
of a positive conclusion that the process
and he practice reflect what Piaget is
advo tirg; however, what is increasingly
appare t is an effort to synthesize Piaget's
stage-th ry of development with the
total inst ctional theory supporting the
Student Ce tered Learning System.

The psych logy of behaviorism has had
an impact on the practice of educators
as they assist y ng people in coming to
know. Behavioris emerged as a separate
school of thought psychologists aban-
doned the notion f mental states and
looked elsewhere fo the key to and sig-
nificance of learning. ychologists looked
to actual behavior a d concluded that
learning took place as a result of con-
ditioning or stimulus- esponse actions.
The early behavioral psychologists con-
cluded that it was folly to look intro-
spectively into the mind of the learner
in order to discover I-ow learning takes
place. Instead they advocated studying
the conditions operating within the en-

_

vironment in order to determine how
human beings learn. Coupled with the
conclusion that learning took place in
response to conditioning or stimuli, the
early behaviorists concluded that learning
was not a purposeful activity controlled
by the learner. As understood by B. F.
Skinner, who ranks among the most noted
of contemporary behaviorists, learning
takes place as a result of contingencies
of reinforcement at work in the environ-
ment and not in response to any insightful
act on the part of the learner.
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Behaviorism has visited upon psycholo-
gists and educators a whole new vocabu-
lary and list of terms including conditioned
reflex, reflex arc, stimulus-response bond,
habit formation, operant conditioning and
contingencies of reinforcement. While it
is not the purpose of this paper to review
each in detail, it is important for educators
to realize that the terms are not synony-
mous, and that some of them have lost
their credibility even among behaviorists.
In several instances the terms suggest
different actions oractivities as the learner
reacts, responds, or is conditioned by the
subject matter to be learned or by the
environment in which learning takes place.

Behaviorist strategies for learning are
apparent in school today particularly in
tool and skill subjects. In the past decade
programmed instruction techniques as
advocated by B.F. Skinner have taken
hold and appear in many self-pacing
learning materials.

The task for Quincy educators relative
to behaviorism is three-fold. First, it is
to understand the basic concepts under-
lying behaviorism. Second, it is to become
sensitive to the influence behavioral psych-
ology has had on the development of
existing learning materials so that educa-
tors will use the materials consistent
with their intent. Third, it is to better
understand when and where behaviorist
concepts and strategies legitimately' can
be synthesized with those other theories
about curriculum, instruction, and learning
that are reflected in the SCLS.

this last point can be illustrated by
citing a concern that Skinner has over a
strict interpretation of Bruner's notions
of structure of the discipline and a
sequentially spiralling curriculum, as well
as Piaget's stage-theory of development.
In Beyond Freedom and Dignity Skinner
states:11

A pure developmentalism, contenting



itself with patterns of sequential change
in structure, misses the chance to
explain behavior in terms of genetic
and environmental histories. It also
misses the chance to change the order
in which stages succeed one another
or the speed with which they do so.
In a standard environment a -child
may acquire concepts in a standard
order, but the order is determined by
contingencies that may be changed.

Quincy educators working within the
SCLS on the relationship of Comprehen-
sive Concept, to Instructional Objectives
in any given discipline have experienced
the point being made by Skinner. Once
having understood the structure of the
discipline approach and the practicality
of using instructional objectives as at
'least the precursor to learning activities,
they have begun to ask questions about
the value as well as the limitations of
attempting to sequence instructional ob-
jectives from simple to complex in a
taxonomical construct. They have begun
to ask that if instructional objectives are
sequenced, how rigid should the sequence
be, and what safeguards need to be built
in to protect insightful and intuitive
learning? In responding, behaviorists would
minimize the validity of insight and
intuition, and thus a critical issue in
learning theory is joined. While educators
in Quincy do not have the answer,
they are struggling to understand the
issue so as to be able to implement an
instructional program as knowledgeably
as possible.

The third major psychological force
that has had an impact upon twentieth-
century educators is that of field theory.
Growing out of the philosophical position
of pragmatism, field theory is also known
by the terms positive relativism and
Gesmi: psychology. In a practical sense
educPlors particulary those who spe-
cialize in guidance, mental health, and

psychological services are more familiar
with the term Gestalt than with field
theory or positive relativism.

To better understand the term "field,"
ore could make reference to two de-
finitions given thirty years apart. In
1940 Boyd Bode defined field theory by
stating:12

All sense perception involves a field,
which is to say that the psychological
processes involved in sense perception
involve corresponding changes in the
field outside the body . . . . From
this general point of view there is
obviously no basis for the theory
that our experiences are composites
of sensations, images, and feelings.
The "field" concept suggests that the
unit of a given experience is not a
product of blending or of "mental
chemistry" but is rather an aboriginal
quality or characteristic of the situa-
tion. The experience is not a composite
because the field is not a composite.
The perceived object necessarily ap-
pears in some kind of context, and
all the elements in the situation modify
one another reciprocally. The insistence
that there is a basic unity of this kind
in experience or, as it is sometimes
put, that the whole is greater than
the sum of its parts is a cardinal
doctrine of what is known as the
Gestalt psychology . . . .

Thirty-one years later in 1971, Morris
L. Bigge defined field psychology by
stating:13

Use of the concept psychological field
implies that everything which affects
behavior at a given time should be
represented in the field existing at that
time, and that only those facts can
affect behavior which are part of a
present field. In order to understand
a person's present personality structure,
it often is convenient and perhaps
necessary to inquire into the iry!::;:-
dual's personal history. But such in-
quiry is merely a means o'. knowing
the present structure of his life space.
A person's psychological field that
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exists at a given time contains, as
well as the environment of the present,
the views of that individual about his
future and his past. But, it should be
emphasized that any psychological past
or psychological future is a simultan-
eous part of a psychological field
existing at a given time. Psychologically,
there is no past or future except as it
enters into the ,present. Present situa-
tions are influenced by past or future
ones if, and only if, the past or
future ones, as viewed in the present,
make the present appear differently
than it otherwise would. It is the
contemporary meaning of events that
influences our behavior in relation to
them.

In a much more abbreviated definition,
and one thus subject to the error of
over-simplification, field theory is what
John Dewey might have referred to as
learning by doing and undergoing, and
what present-day positive relativists would
refer to as the simultaneous mutual inter-
action of the learner and his environment
(life space).

The SCLS is intended to be student
centered, and in field theory the indivi-
dual and that individual's environment
or life space are central to all learning and
living. Component Six of the SCLS is
concerned with Diagnostic and Evaluative
Tools and Procedures, while Component
Ten speaks to a Self-Learning Environ-
ment. It is in these dimensions of Quincy's
design for learning that field theory plays
an influential role.

By way of summarizing what has been
stated thus far it is that:

1. Schooling must be responsive to the
needs :of each individual student.

2. Educators in practice today (but no
more than their predecessors) have
an inadequate understanding as to
the theory or theories that underlie
curriculum development, the imple-
mentation of instruction, and how
learning takes place.
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3. The design for learning of the
Quincy Public Schools, referred to
as the Student Centered Learning
System, is a theoretical construct
aimed at providing teachers and ad-
ministrators with a common process
for developing curriculum, imple-
menting instruction, inquiring into
the structure of knowledge, and
studying the process by which hu-
man beings come to know.

4. In curriculum development Quincy
educators are following a structure
of the discipline approach and thus
are committed to identifying the
comprehensive concepts that sup-
port each discipline.

5. Instructional objectives are used as
a means of translating the compre-
hensive concepts into instructional
units which in turn form the basis
of learning experiences for students.
These experiences are to be offered
in a manner that is consistent with
what is known about the interest,
-need, and ability of each student.

6. A logical and thus defensible in-
structional theory fit for direct
implementation is being fashioned
out of compatible dimensions of
developmentalism, behaviorism, and
field theory.

The remainder of this paper will be
devoted to a brief description of each
of the ten components of the SCLS.
These descriptions are not intended to be
definitive statements on the rationale for
each of the components inasmuch as that
task is being undertaken through the
preparation of separate, more lengthy
papers, each being devoted to a single
component of the design for learning.

GOALS:
To state the goals of education for

the Quincy Public Schools is a simple
task. The terms used have a high degree
of credibility' among citizens of all ages
and walks of life. While stating the goals
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is simple and. non-controvcrsial, the inter-
pretation of them is not, and the im-
plementation of any accepted understand-
ing is equal to a lifetime and more of
effort.

The goals of the Quincy Public Schools
commit all associated with the school
system to strive toward helping students
to become competent as:

Self-fulfilling Individuals

Citizens

Workers

In a world that is maximally
effective fbr alt

All goal statements in a democratic society
should be seen as evolving; and those cited
reflect the tradition of such rich docu-
ments as the Declaration of Independence,
the Bill of Rights, and the United States
Constitution. In addition, the intent of
the terms can be enhanced by reference
to such time- honored doctrines as the
Judaic-Christian tradition, as well as our
legacy found in such classics as Plato's
Republic and John S, Mill's essays on
"Utilitarianism"and on "Liberty."

In that it is the purpose of a democra-
tic society to serve the interest of all
its citizens above those of the state,
goals need to be stated in terms of
individuals. Each succeeding generation
and each person must re-define what
self-fulfillment, citizenship and worker
means for self, as well as for a world
that is maximally effective for all.

History, including that of educational
thought, suggests that people, and in this
context educators, have seldom taken
goal-setting seriously. The critics of educa-
tion referred to earlier are uniform on
this point. However, the Credo of the
Quincy School Committee acknowledges
that goal-setting is an important task
inasmuch as:14 4 -11

A democratic society is
An aggregate of the individuals
Who comprise it,
Its operation and values
Being established
By the actions and interactions
Of these individuals
Over a period of time
Cumulatively.

Ten verses later the Credo concludes:

The task
At local levels
Is that of implementation,
The question to be deliberated:
What provisions and services
Are required?

It is a basic assumption in Quincy that
goal-setting is not simply rhetoric un-
supported or inflated discourse. The "task"
alluded to in the Credo is being taken
seriously and the SCLS is being offered
as the construct for identifying the "pro-
visions and services that are required."

BEHAVIORAL PROJECTIONS:
To be totally clairvoyant relative tc

what the future holds and as to how
educators are to assist young people with
living and learning today while antici-
pating tomorrow is not an easy task, and
infallibility is not to be expected. How-
ever, educators do not have license to
minimize or abandon one in favor of
the other.

One of the first books ever written
in the United States devoted entirely
to curriculum development as we use that
term today was Franklin Bobbitt's The
Curriculum. Writing in 1918, Bobbitt
pointed out that "vision" must be ahead
of "practice." Bobbitt was alerting his
contemporaries to the need for what is
referred to in the SCLS as Behavioral
Projections. Bobbin asserted:15

Our professional vision must be greatly
in advance of our practice. We shall
move forward only step by step with
feet on solid earth, but we must be
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able to nee far beyond bur immediate
next steps in order that they be
taken in the right direction . . . for
that reason . . . we have not lookcd
merely to what is practicable next year
or even five years hence. Often we
have discussed matters that are to be
developed only through a slow moving
program covering a long series of
years.

In short, educators have responsibility
for maintaining an equilibrium between
that which is dcsircd and thus valued here
and now such as mastery of the
fundamental processes and that which
is desirable and ultimately morc valuable
such as a life style of inquiry and an
ability to cope with and/or guide change.

As advocated by Quincy cducators,
Bchavioral Projections and Behavioral Ob-
jectivcs arc not one and thc same. In a
broad sense Bchavioral Projections are
related more to ficld theory siticc through
them educators and others strive to iden-
tify what individuals will nccd in ordcr
to function effcctively in varying "lift
spaces." On the other hand, Bchavioral
Objectives are more akin to behaviorism
as they primarily state cognitive and
psychomotor performances th need to
be mastered if the learner is to in a
bettcr understanding of the Comprelicn-
sivc Concepts undcrlying a particular do-
main of knowledge and thus function
maximally on a day-to-day basis.

When reduced to a listing, the Be-
havioral Projections advocated by Quincy
educators are:

1. An understanding of individuality
2. An involvement in aesthetic ex-

periences
3. A life style of inquiry
4. A sclf-motivated learning style
5. Individual expression
6. Marketable skills
7. An ability to cope with and/or

guide change

10

8. Worthy use of leisure lime
9. Fundamcntal processes

10. Good physical and mental health
11. Scientific litcracy

To date, cducators in Quincy havc not
concentrated on an in -depth analysis and
refinement of just what is intcndcd by
some of the Behavioral Projcctions and as
a result rcmain somewhat guilty of what
Olc Sand, Director of thc NEA Centcr
for thc Study of Instruction tcrmcd as,
"putting first things last."16 Howcvcr,
there is an awareness of thc nccd and a
process for examining cach has bccn
introduccd.

Mindful of thc nccd to involvc not
only teachers and administrators in detcr-
mining curriculum goals, Quincy cduca-
tors have established a series of Rcicvance
Forums with membership open to stu-
dents and parcnts, as well as to practi-
tioncrs in various occupations. The for-
ums might be tcrmcd what Alvin Toflcr
in Future Shock called "Councils of the
Futurc." In addition, univcrsity scholars
arc being invited to Quincy to view the
curriculum of the SCLS from their par-
ticular arms of cxpertisc.

Quincy's recognition of thc nccd in thc
arca of Behavioral Projections is captured
in Ralph Tylcr's observation that school-
ing must be conccrned with: 17

. . . our conception of the "good
person" we are trying to develop. It
is ccrtainly possiblc to teach a person
as though he wcre an automaton ....
But is this thc kind of person we are
trying to dcvclop We [must
putt an emphasis on such things as
problcm solving and open-mindedness...
helping the learner to becomc conscious
of the fact that . . . [al ... process of
inquiry is involved. . . [Wei also have
problems of conflicting values and
often nced to clarify our guiding
philosophy . . . [The) clarification of
our values is a basic step in curriculum
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planning. and in the selection of objec-
tives because we can teach in such a
way that values or ends are helped,
or we can teach in such a way that
they are denied.

The side Quincy has elected should be
self-evident.

RATIONALE:
In order to demonstrate that educators

are in need of a rationale for doing what
they are or are not doing, one need not
go any further than the titles of dozens
of popular books that have appeared on
the market in just the past decade.
Earlier in this paper the titles of several
books were treated in burlesque fashion;
however, no pun was intended for when
the titles are laid out syntactically, they
portray a deep anxiety over the direction
and quality of American public education.
Possibly the anxiety could be dismissed
as a cultural neurosis; and it could be
explained that public education has al-
ways had its critics and that they have al-
ways lamented the lack of direction and
rationale for what goes on Behind the
Classroom Door. To refer once again to
a position cited earlier in this paper,
recall what John Dewey said in 1904!

In basic language rationale has to do
with "why?" Why this or that subject?
Why that teacher? Why those resources
and learning materials? Why this app-
roach? Why that learning environment?
As the title of the book says, why not
And Madly Teach?

For the past few years educators in
Quincy have struggled with developing
statements of rationale for most of the
major domains of knowledge offered in
the curriculum. The statements are ade-
quate as far as they go, but the task
for the future is the exploration of the
meaning of the terms used in light of
the other components of the SCLS. In
the future, work needs to be initiated

on statements of rationale for sub-domains
of knowledge, on why particular skills
are needed to teach certain subjects, and
on why certain approaches to learning
seem more adequate than others.

In concluding this limited treatment of
rationale, we might include excerpts from
a brief position paper on that compon-
ent offered by Assistant Superintendent
William L. Phinney:18

Rationale is defined as the funda-
mental reason for something. In a
formal sense it is a defense or an
explanation of the controlling princi-
ples underlying opinion and practice.
A rationale rests upon a theory of
man and his interaction with the world
in which he lives ....

As we undertake an examination of
Component Three . . . we move natur-
ally and effortlessly from a considera-
tion of Fur overarching goals and
projections to the branch of philoso-
phy called epistomology which deals
with knowledge. However, there is no
sharp demarcation between the com-
ponents, for one cannot examine or
discuss education intelligently until he
has given at least tentative answers to
such questions as, What is the nature
of man? Where does his fulfillment
lie? What is the good society? What
is man's relation to the State? What is
man's relation to his fellow man?
What is a good man? What is the good
life ... ?

No program deserves serious study or
consideration without an attendant
rationale. Are there programs in our
curriculum that are there because 'they
have always been there?' Do we (and
the students) have a right to challenge
any program in a Student Centered
Learning System that does not have
a sound rationale? Does the program
rationale describe its relevance to the
needs of students? How does it con-
tribute to the Goals and Behavioral
Projections of the Student Centered
Learning System? If there are no
answers or the answers are vague or
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indefensible, what is our obligation
regarding the deletion or modifica-
tion of these programs ... ?
In essence (the) Rationale of the
Discipline . . . forces us to examine
why we teach what we teach.

CONCEPTS:
Since the beginning of recorded history,

human beings have searched and Inquired
into the meaning of their own existence
as well as the purpose of the universe.
They have searched for: unifying prin-
ciples, underlying ideas, comprehensive
concepts. Epistomology that division
of philosophy devoted to the investiga-
tion of nature and the origin of know-
ledge is the term used to identify
that quest-.

The early Greeks, including Plato
advocated a theory of animism which
held that an immaterial force (soul but
not according to the Christian concept)
gave meaning and purpose to all things
in the universe. Centuries later philoso-
phers and psychologists developed theories
of faculty psychology and mental states
in offering an explanation to support how
human beings come to understand order
within the universe as well as how they
Mlle to know.

Faculty psychology, or formal disci-
pline as it came to be called, held that
all learning represented substantive activi-
ty on the part of the mind. The mind
expressed itself through the sense organs
in such actions as memorizing, imagining,
observing, perceiving, thinking, willing
and reflecting, etc. The mind had these
powers inherently, and it was the purpose
of education and schooling to train such
faculties through exercise mental exer-
cise. Experience and interest were of
little or no consequence; the important
task was to train the faculitics of the
mind. Such training came to be called
formal discipline.

12

The doctrine of mental states emerged
on the scene in repudiation of faculty
psychology. Mental state proponents re-
jected the idea that the mind was made
up of certain -faculties. They advanced the
notion through John Locke that the
mind was a tabula rasa a "clean slate,"
a "blank page:" Experience became im
portant to the extent that it became the
source of information conveyed to the
mind through the senses. The origin of
human experience was traced back to the
stimulation of the sense organs by ex-
ternal objects. However, the mind dealt
in images or mental states and not
real objects. 'nterest and experience be-
came important as they served to stimu-
late the senses. Perception was important
as it resulted in the mind recognizing
and classifying the stimulation being con-
veyed into it. The theory of mental
states gave rise to the doctrine of apper-
ception advocated by Herbart. Learning
was then seen as a building up of percep-
tion from simple to complex in an
ever-widening sphere.

While faculty psychology is no longer
honored as viable, the theory of mental
states gave rise to structural psychology
and is a forerunner of the state of the
art today. However, there are significant
differences such as mental states; and
apperception cared little for a concern
over individual differences or for a stage
theory of human development. By apper-
ception Herbart held that all learning
followed a five-step procedure, namely:

1. Preparation
2. Presentation
3. Comparision
4. Abstraction
5. Generalization

The process of learning was fixed and was
viewed as a whole-class procedure. The
secret was in the preparation and the



presentation of the material. It was a
process of indoctrination.

To continue to embrace mental states
and apperception, the SCLS would be
reduced by two components and cut
in the dimensions of two others. Self-
Learning Environment and Management
Systems would be superfluous, while Diag-
nostic and Evaluative Tools and Procedures
and Appropriate Multi-Media would be
drastically restricted.

The theory of mental states led to
indoctrination, and the same could happen
in the SCLS approach to the structure of
the discipline if instructional theory is not
taken seriously. For scholarly implemen-
tation of the last five components of the
SCLS, Quincy educators need to consider
such positions as Piaget's stage theory,
Bloom's and Krathwohl's taxonomies,
Skinner's behaviorism, field theory and
more all in a unifying synthesis.

The approach to curriculum develop-
ment being taken by Quincy educators is
that of the structure of the discipline.
While it is an outgrowth of mental states,
it is much more. Mind and matter have
no substantive qualities of their own, one
apart from the other. Experience and
interest are primary. Learning is seen as
the result of the mutual interaction of
the learner and the environment. Learning
is seen as a psychological process, and
knowledge is viewed as having structure.

A concerted effort is now under way
in Quincy to identify the comprehensive
concepts for each discipline. In the words
of Assistant Superintendent Phinney: 19

A comprehensive concept acts as the
organizing clement in curriculum dev-
elopment and instructional procedures..
This general or big idea serves to help
the student and the teacher to organize
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the material to be learned. It provides
each with a way to see relationships,
to order, to categorize, and to build
upon previous learning.

In effect these concepts provide a map
or blueprint by which students can
explore the mysteries of a subject
more intelligently. Concepts also pro-
vide him with a skeletal framework
with which to solve problems within,
as well as across disciplines of know-
ledge.

Robert F. Collins, former Assistant
Principal at North Quincy High School,
in a paper on Some Thoughts on a
Conceptually Oriented Social Studies Cur-
riculum, has pointed out that:2°

No one can "give" a concept to the
learner. He must build it out of his
own experiences. The process is a
gradual one that usually takes place
over a period of years, as the child
has experiences that contribute to
growth in meaning.

Mr. Collins quotes Professor Brandwein
as follows: 21

A concept is sought, grasped, agitated,
discarded, retrieved, dissected, com-
pared,. contrasted and discarded once
again or filed, in the scanning-record-
ing-retrieving-innovating mechanism we
call the human brain. . . only to be
brought out again to determine wheth-
er it has survived additional experience.

Collins concludes: 22

Consequently, concept forming is con-
tinuing growth. To seek concepts is to
gain, in part, self-realization through
experience.

The Comprehensive Concepts being
suggested by Quincy educators as of this
writing are in the process of being reviewed
by members of the staff as well as by
university scholars representing each of
the several disciplines. The number of
concepts in each discipline is as follows:
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Math 7
Physical Education 4
Social Studies 20
Language Arts 12

Music 8

Art 10
Science 8

World Languages 11

Special Education 8

Each of the Comprehensive Concepts
is followed by a rational, a consistent
breakdown into two more levels which
have been designated as general objectives
and performance objectives. These two
levels of specificity form the basis for
learning experiences for students. The
experiences are to be offered in a manner
that is consistent with what is known
about the interest, need, and ability of
each Student.

INSTRUCTIONAL OBJECTIVES:

"People seldom read the books that
they talk about," says Jean-Francois Revel
in Without Marx or Jesus.23 That devas-
tating put-down seems applicable to the
controversy that rages among educators
over the use of behavioral objectives.
Without end, articles and books are writ-
ten on the subject, yet in many quarters
educators seem to be lacking in an
adequate understanding of the value and
limitations of objectives. 24

As with education itself there is no
one all-inclusive definition of the term;
therefore, the value of objectives needs
to be understood in the context of
their use. Whether or not they offer a
technique for expanding, liberalizing, and
humanizing learning opportunities, or re-
sult in restricting and de-humanizing edu-
cation depends upon how they are used.
To simply plug them into an instructional
program because their use is fashionable
cannot be justif ^d.
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Educators in Quincy know why they
are using objectives and where they fit
along the curriculum development-instruc-
tional implementation continuum. The
reason offered by Bruce W. Tuckman is
sound. 25

A curriculum must have a purpose.
Its purpose ostensibly is to provide
students with experiences that will
lead them to attain certain desired
end states. Prespecification of these
end states provides a guide for the
direction of the instructional process
as well as a basis for determining if the
instructional process has been a suc-
cess. Thus, a curriculum must be
defined in terms of the instructional
goals of students. This is synonymous
with saying that it must be defined
in terms of the educational needs of
students, for the goal of the curriculum
is to meet the educational needs of
the students.

In 1918 Franklin Bobbitt had put it
this way:

The central theory is simple. Human
life, however varied, consists in the
performance of specific activities. Edu-
cation that prepares for life is one
that prepares definitely and adequate-
ly for these specific activities. However
numerous and diverse they may be
for any social class, they can be
discovered. This requires only that one
go out into the world of affairs and
discover the particulars of which these
affairs consist. These will show the
abilities, attitudes, habits, apprecia-
tions, and forms of knowledge that
men need. These will be numerous,
definite and particularized.

The task then in using objectives is
first, one of defining their purpose, and
second, one of determining a strategy
for stating objectives with clarity and
specificity. In response to this task, a
guide for Writing and Editing Performance
Objectives has been written by Robert
F. Kempton and Patricia L. Gorman,
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classroom teachers on special assignment
as Research Assistants with the Quincy
Public Schools, and Francis W. Keegan,
an elementary school principal in Quincy.

The objectives currently, in use in

Quincy flow logically from each of the
Comprehensive Concepts cited for each
discipline. A series of non-repeating gener-
al objectives have been generated under
each Comprehensive Concept. In turn,
performance objectives have been identi-
fied and classified under each of the
general objectives. As a result each per-
formance objective ties back into a general
objective, which in turn has grown out
of a Comprehensive Concept. The re-
lationship of each concept to both the
Behavioral Projections and the Goals of
the Quincy Public Schools has been made
clear and can be traced.

By design neither the general objectives
nor the performance objectives include
learning activities. In the judgment of
Quincy educators, to do so would have
been too restrictive and would have
defeated the goals of individualization.

"Flexibility" has been the key word
in sequencing. Every effort is being made
to keep away from sequencing by course
titles or by grade levels, for to do so
would defeat the conceptual approach
being fostered and, once again, violate the
requirements of individualization. How-
ever, in the basic tool and skill subjects
where logical strands are self-evident, sug-
gested but not mandated sequences
are being made available.

In writing objectives, effort is being
made to state each in response to the
taxonomical levels offered by Bloom and
Krathwohl. In addition, for each objective
it must be possible to develop a criterion-
referenced test item.

The controversy over a dualism be-
tween the cognitive and affective domains

.;, considered a non-issue since every
cognitive action is viewed as having an
inherent affective dimension in that learn-
ing is viewed as the simultaneous inter-
action of the learner and the environment.

DIAGNOSTIC AND EVALUATIVE
TOOLS AND PROCEDURES:

A total commitment to Component Six
of the SCLS and to all that is implied
here is what makes the Quincy design
for learning student centered. Without
such an appreciation the SCLS would be
content centered; and education would
serve the school as an institution of the
state, as opposed to serving human beings
who created the state as a vehicle for
servicing their needs. If the other nine
components of the SCLS are to be real in
terms of the lives of individuals, then
Component Six must be the nucleus. To
think and act in concert with the dimen-
sions of Component Six must become a
way of life for all Quincy educators.

Ironically, unlike hospitals, schools

have seldom been prescriptive. The criter-
ion by which educators render their
services seldom has been based primarily
on what is best for the student it has
not been prescriptive. At times it seems
as if students are used as the raw material
or the fuel by which the school is kept
moving and perpetuating itself. For the
most part schooling is descriptive, for
students are told what they must do if
they are to meet the requirements of
the course, the grade, or the program.

By no means is it being suggested
that subject matter and standards are
not important, and to so conclude is
misrepresentation. Components Three
Five reflect the critical importance of
content; however, content must have a
purpose, and that comes primarily from
the needs of human beings.
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It is generally conceded that the reason
why schooling has not been adequately
organized in response to the needs of
students is that human beings have known
more about knowledge, and about the
structure of knowledge, than about intelli-
gence and how people come to know.
It is only in the past century that
psychology has developed to a point
where the mystery of how learning occurs
is beginning to be understood. However,
while knowledge about knowing is ex-
panding at a rapid rate, some eminent
psychologists such as the late Kenneth
W. Spence (1907-1967) maintained that
the science of psychology is not yet
ready to concern itself with actual school-
room or "real life" situations.27 Although
Spence does not represent the majority
opinion, his observation is significant in
that it forcefully if not disturbingly
reminds educators of the long road ahead.

It should not be inferred that it has
only been in the past 100 years that
educators have agonized over how to
adapt what was needed to be known
to the ways in which individuals learned.
For example, the Spanish Verbal Realist
Juan Luis Vives (1492-1540) was one
of the foremost thinkers of his time and
according to Wilds and Lottich:28

He advocated that the masters should
study each pupil individually and adapt
the work each was to pursue to his
particular interest and ability. He sug-
gested that the pupils enter school a
month or so early, so that their
capacities might bestudied thoroughly
by the masters. His idea that at least
four times each year all the masters
should hold conferences, at which they
could exchange observations concern-
ing the progress and ability of their
pupils, strikes a modern note.

Vives was ahead of his time. Indivi-
dualization is still considered a "new fad"
in many areas. About the only places
where early admission for diagnostic pur-
poses has been practiced is in summer
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Headstart programs established just a.
decade ago and at our military academies
for incoming freshmen. Students-are grad-
ed four times each year, but seldom is it
the result of a team conference involving
all the teachers of a student meeting in
an individual pupil profile conference.

Component Six is not the private
domain of guidance counselors, special
needs teachers, nurses, and school psy-
chologists. Quincy educators see learning
as an interactive process involving the
learner and the environment; therefore,
teachers must diagnose and evaluate each
individual's learning potential, needs and
achievements in the light of the structure
and content of the discipline to be
learned, as well as what is known psycho-
logically about each learner in short,
the Gestalt of learning.

Certainly educators have always won-
dered why and offered opinions as to
how individual students or whole classes
have or have not learned. However, the
opinions have frequently been based on
hunches, assumptions, past experience
that seemed similar, or the'results of
norm- referenced measures such as stan-
dardized achievement or aptitude tests.
Such diagnostic tools, while not bad in
and of themselves, are simply not ade-
quate. The state of the art today in
education leads one to believe that edu-
cators can do better.

In moving to respond to the require-
ments of Component Six, educators need
to be sensitive to the physical and emo-
tional well-being of students, their genetic
endowments, developmentalist theories of
child growth and development, the taxon-
omical construct of the subject matter,
the value and limitation of standardized
achievement and aptitude tests, and cri-
terion-referenced measures again, and
in summary, to the Gestalt of learning
foj Bich individual.
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ngnosis must precede instruction and
evaluation, and it must result in a pre-
scription for learning. Instruction must
be implemented consistently with the
prescription. Evaluation must be against
the prescription.

STUDENT LEARNING ACTIVITIES:
This is "where it is at" as far as

students are concerned since, in their
understanding, the phrase "Student Learn-
ing Activities" is almost synonymous with
the term "school." On a day-to-day basis
it is not likely that students have occasion
to give much direct thought to the
other components of the SCLS, but
school is what happens to them through
student learning attivities.

In like manner, Component Seven is
also the operational focus of the class-
room teacher. It is here that the teacher
"puts it all together" in order to "teach
school." The credibility of any project,
scheme, lesson plan, or design for learn-
ing including the SCLS rests here,
and is based on whether or not the teacher
sees it as making a difference.

Student Learning Activities gain their
validity in response to input from two
other components, namely, Five (Objec-
tives) and Six (Diagnostic and Evaluative
Tools and Procedures). The content of
any Student Learning Activity must reflect
a performance objective which in turn is
an outgrowth of a general objective and,
ultimately, a Comprehensive Concept.
The "how to teach it" dimension of any
activity must be thought through and
implemented in response to the many
considerations referenced in Component
Six.

In providing Student Learning Activi-
ties, the teacher automatically anticipates
the last three components of the SCLS.
The media or aids to learning that are
to be included in the activity speak to

Component Eight (Appropriate Multi-
Media). In monitoring the activity for
its reliability as a valid learning activity
as well as for the student's resulting
achievement the need for Component
Nine (Management Systems) becomes self-
evident. Obviously, the design of Student
Learning Activities go a long way in
determining whether or not Component
Ten (Self-Learning Environment) is being
nurtured.

If there ever was a time when the
basic ingredients needed to teach school
were a student, a teacher, a place, and
a lesson plan, that time has passed if
what is implied is a single lesson plan or
student learning activity for the entire
class. The lesson plan as the term came to
be used ;11 recent history reflected a
commitment to the five-step method
advocated by Herbart. In and of them-
selves, the steps remain valid, but the
process is no longer reliable when it is
taken as the single arrangement for or-
chestrating a learning activity for an
entire group or class. A decade ago the
NEA Commission on Professional Rights
and Responsibilities put it this way: 29

An experienced teacher having clearly
in mind the objectives toward which
all his teaching is directed should be
free from arbitrary formulas for lesson
plans.

The intent of Quincy educators work-
ing through the SCLS is to develop a
process whereby teachers can understand
the structure of what needs to be taught
and can then state the Instructional Ob-
jectives with clarity and specificity. The
intent militates against arbitrariness in
any area of the educative process.

In developi ig Student Learning Activi-
ties many factors need to be taken into
consideration in addition to those few
that have already been reference d. The

r
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term itself suggests several, such as the
fact that the activity must focus on the
student. It must be developed consistently
with what is known about learning. And,
in that activities implies "action," they
should be just thatthey should set out
the plans that will enable the student
to interact with the environment.

There are a variety of generally recog-
nized and accepted ways of packaging
learning activities; and it is for educators
to decide which, if any, of those that are
available fit the organizational require-
ments and teaching-style needs of the
teacher as well as the similar requirements
and needs on the part of the learner.
Contracts, programmed instruction, TLUs,
LAPs, Linc-Pacs, etc. are all legitimate
alternatives. What it is called and who
originated it is not as important as what
are its components and, when examined
in the light of the emerging design for
learning of the Quincy Public Schools,
whether the particular approach will be
found theoretically compatible with the
SCLS.

Obviously, teachers are not obligated
to select a method for packaging learning
activities from among those that are
commercially available or have been devel-
oped by a project somewhere. The devel-
opment of Student Learning Activities
begs teacher creativity. It is here that
all the research and concern that centered
on "method" for so many decades should
be felt.

APPROPRIATE MULTI-MEDIA:
Quite possibly, Component Eight could

have been combined with Component
Seven. In addition, Components Eight
and Nine are the only components of the
SCLS that are somewhat dependent on
electronic technology. Other than that,
the SCLS could be implemented as an
epistomological-psychological construct.

If Component Six (Diagnostic and
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Evaluative Tools and Procedures) is to
make a significant difference in an indivi-
dualized instructional program, then pro-
vision for appropriate multi-media must
be made. Technology is the handmaiden
of individualization; and without the
sophisticated use of multi-media, indivi-
dualization would be all but impossible.
Aids to learning afford educators the
opportunity to order and sequence con-
tent in a variety of ways as well as
making it possible for them to program
content so as to fit the learning style of
each individual. The teacher who claims
to be individualizing the teaching-learning
process while confined to a book, paper,
and pencil approach is uninformed and is
trying to move a mountain with a tea-
spoon. 30

Prior to World War 11, educators did
not need to concern themselves with
media, simply because it was not available.
With the War the requirements for training
large numbers of personnel as rapidly as
possible resulted in the military turning
to recently developed media. Media was
used primarily as a method of economizing
time and reaching large numbers of people
with the same message.

Today, media is seen not so much as
a vehicle whereby large-group instruction
can take place, but as an economic alter-
native to individualizing learning. Media
makes it possible for teachers to be
more responsive to the learning style
and rate of individuals.

During the past quarter century, the
use of media has followed a pattern
that has been made familiar by other
innovations. Once introduced, the use
of media has traveled the route from
resistance, to tinkering, to gimmickery,
and now, hopefully, to sophisticated and
appropriate use.
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To designate Component Eight as "Mul-
ti-Media" would not do because the key
to its use is that it be "Appropriate."
Malpractice via use of media in schools
can be committed by acts of commission
as well as omission. To simply use an elec-
tronic aid to learning with little or no
rationale for its use or for how the
learner might respond is as indefensible
as not using media at all.

There are times when a particular
learning activity can be enhanced by
media, and there are other times and
environmental situations when the use of
media can be the wrong approach. For
example, in a classroom alive with activity,
it might be totally inappropriate to have
a student who has a short attention span
and finds it hard to concentrate listening
through earphones to a taped lesson on
a basic math skill.

For media to be seen as an aid to
learning, it must be used appropriately
and it must be viewed as an extension of,
not a substitute for, the teacher.

MANAGEMENT SYSTEMS:

To implement what is being attempted
in Quincy requires a management system
that at one and the same time is simple and
complex. It must be of immediate utility
to the teacher and thus functional in the
classroom. Through it the collection and
processing of data must be engineered
in such a way as to lighten the burden
on the teacher from the laborious de-
mallets of record keeping, while at the
same time providing the teacher with the
data necessary for informed decision mak-
ing.

A management information component

in a school system that is struggling to
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be learner responsive must serve many
masters and answer diverse needs. First,
and as already stated, it must be of help
to the teacher. Second, it must focus on
student data. Third, it must provide
educators and School Committee members
with the information needed to make
rational decisions in such areas as budget,
plant, and planning. Fourth, it must
provide a framework for translating stu-
dent data into meaningful "record cards."
In short, it must generate data upon
which assessments and evaluations of all
actions and functions of the school system
can be made.

In the immediate context of the SCLS,
the management system must provide
a method for fusing the content and
data of all the components of the design
so that the school system is truly learner
responsive. To that end, Quincy educa-
tors are developing a computerized coding
system that unites the Comprehensive
Concepts and Instructional Objectives list-
ed in Components Four and Five not
only with the Goals and Behavioral Pro-
jections listed in Components One and
Two but also with the available Appro-
priate Multi-Media catalogued through
Component Light and the Diagnostic and
Evaluative Tools required in response to
Component Six. This system, while one
of vast proportions, has been developed
to the point where it can be piloted
using the Data Processing Facility of the
school system. The effort is moving
forward under the direction of Mr. Arthur
Gillis, Coordinator of Library Services,
and Mr. Robert Brennan, Director of
Data Processing.

While the magnitude of the entire
effort being undertaken requires the tech-
nological input that only computerized
data processing can provide, many Quincy
educators have moved ahead with the
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development of manual management sys-
tems for the tracking of student progress
in skill and tool subjects, diagnosing
student needs, evaluating achievement,
and prescribing the next step in an indivi-
dual's program of studies. High among
the constraints that prevent educators
from doing more to individualize the
teaching-learning process is the need for
management systems, and the present
concentration on this task by Quincy
educators is indicative that the problem
will be overcome.

In 1971 Quincy educators, in a pro-
posal submitted for funding to the USOE,
outlined the scope of a management
information system. That outline is as
follows: 31

I. Management of Community Variables:
A. Ecology of the school system's

understanding of the socio-econo-
mic environment in which the school
system is embedded.

B. Develop administrative skills in
recognizing community goals and
translating these into school system
policies

C. School-Industrial cooperations:
1. Develop "live" production ed-

ucational sites
2. Utilization of school personnel

in Industry
3. Adjust learning time schedules

to industrial scheduling

II. Business Management:

A. Non-financial Operation
1. Educational business planning

a. (Equipment and personnel re-
quirement

b. Physical facilities, requirement
and management

c. Service operations
d. Environmental controls
e. Overall timeline for imple-

mentation and evaluation
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B. Financial Operations
1. Cost analysis
2. Budgetary control and proce

dures
3. Educational finance, long range

planning

III. Organizational Components and
Operations

A. Analysis of Administrative Process

B. Staff Utilization and Deployment
Organization of Roles

C. Models of Communication Flow
Internal, External Analysis of De-
cision-Making process
1. Managerial roles, teacher role

assignment
2. Criteria for effectiveness eval-

uation process
3. Organizational change flexibility

D. Management and Development of
Learner-Responsive Instructional
System

1. See Learner-Centered Instruction
System Chart and

2. Individualized Learner Activity
Process Chart on the following
pages (deleted from this paper)

E. Analysis of teacher variables
1. Personality characteristics - pro-

file
2. Professional profile

a. Behavior patterhs
b. Training, abilities and skills
c. Attitudes and values
d. Motives for teaching
e. Teacher images
f. Perception of children

F. Analysis of learner variables
1. Abilities, skills
2. Aptitudes and style of learning
3. Prior learning
4. Personality characteristics

profile
5. Attitudes and values
6. Behavior patterns
7. Career goals
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G. Management of teaching-learning
process
1. Strategies for allocating human

and material resources for instruc-
tional purposes
a. Coordinated planning and

scheduling
b. Staffing patterns

1.) team or cluster teaching
2.) paraprofessional personnel
3.)supplementary industrial

sites

2. Organization for utilization and
management of learning resources
(Educational Technology)
a. Materials and equipment:

° Categories and uses
books, films, tapes, slides,
video-tapes
transparencies
graphic materials
3D materials
recordings
radio
television
other self-teaching devices and

materials
computer assisted instruction

b. Laboratories: i.e. language,
science, mathematics, Arts and
Humanities

c. Information storage, process-
ing, and retrieval system

d. Computer utilization plans

3. Organization for instruction
a. Student space allocation
b. Student scheduling
c. Testing and reporting
d. Cooperative teaching

H. Management of Evaluation System
1. Specification of evaluation criteria
2. Designation of evaluation agents
3. Information storage, analysis, and

retrieval

The ultimate goal of the proposed
management information system is to
provide a school environment in which
programs of instruction based upon

the concept of a learner responsive
system can function efficiently and
effectively.

SELF - LEARNING ENVIRONMENT:

The foremost process goal of the entire
Quincy effort is to prepare the way so
that a Self Learning Environment is

realized for every human being associated
with the school system. While being
heuristic in intent, Quincy educators are
not advocating independent study as either
the sole or primary way in which stu-
dents come to know. They are advocating
a learning environment that is "personal-
ized, friendly, supportive, accepting, hu-
mane, and challenging, both for the
student and the teacher."31 They are not
advocating any, or all, approaches to
learning, but are striving to understand the
structure of knowledge and the environ-
mental conditions under which each in-
dividual comes to know. Independent
study, peer learning, grouping, whole
class, media supported, and on-site primary
experiences are all among viable alternative
learning environments. The use of each
is dependent upon who it is that needs
to know and what it is that needs to
be known.

To better understand the intent of
Component Ten, an examination of each
of the terms should be undertaken in
the context of all that has been said
earlier in this paper, as well as in the
other position papers available on the
Quincy Method, and the primary re-

sources cited in the footnotes and biblio-
graphy. Briefly, to inquire into the concept
of self obviously begs the question on the
nature of man philosophically, meta-
physically, psychologically, and geneti-
cally. To speak of environment raises the
age-old philosophical question of what is
real. Is reality substantive or perceptive?
Do human beings control their environ-
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mcnt, are they controlled by it or is
there some sort of interaction a mutual
process of doing and undergoing between
human beings, other organisms, and the
environment? In response to learning, the
question is again simple, but the answer
still largely unknown: How do human
beings come to know? The "personalized,
friendly, supportive, accepting, humane,
and challenging" environment referred to
earlier must be seen in the context of
the types of questions just raised. While
learning should be heuristic, and educators
have license only to he humane, schools
cannot be delusively euphoric.

Carl R. Deyeso, Director of Language
Arts and Social Studies for Quincy, and
a major contributor to the construct of
the SCLS makes the statement that: 32

After dialogue and more intensive
investigation into the nature of learn-
ing, there may be a case for Quincy
to revise Component Ten. In our
present stage of development, however,
the term serves our purposes by provid-
ing a focal point for discussion since its
ingredients (individuals, self-learning
environment) are at the heart of the
American educational process.

Quincy educators can live with and
communicate their intent through the
phrase "Self Learning Environment," but
research has moved ahead in this area
and there are alternative ways at getting
at the issue. For example, Omar K.
Moore and Alan Ross Anderson use the
phrase "Clarifying Educational Environ-
ments"; and as a result of their research,
they have developed a four-point concep-
tual base for establishing educational
environments. For the purpose of this
paper, it will suffice to simply reference
the four "Principles for Designing Clarify-
ing Environments." 33

1. Perspectives Principle.
One environment is more conducive
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to learning than another if it both
permits and facilitates the taking
of more perspectives toward what-
ever is to be learned.

2. Autotelic Principle.
One environment is more conducive
to learning than another if the
activities carried on within it are
more autotelic.

3. Productive Principle.
One environment is more conducive
to learning than another if what is
to be learned within it is more
productive.

4. Personalization Principle.
One environment is more conducive
to learning than another if it:
1. is more responsive to the learn-

er's activities, and

2. permits and facilitates the learn-
er's taking a more reflexive view
of himself as a learner.

In addition to the psychological frame
of reference in which learning environ-
ment has been discussed thus far, there
is another whole dimension, and that is
physical. Educators need to look at the
physical plant, determine what can be
done within the existing facility to ad-
vance the design for learning, and make
certain that all learning spaces are used
in a manner that is supportive of a
Student Centered Learning System.

CONCLUSION:

What has gone before can serve as a
review to the Student Centered Learning
System as that design is emerging and
taking shape as a result of the effort
of educators in Quincy. By no means
is the theoretical construct either com-
plete, nor has it been internalized by
all members of the staff. Also, it is not
being suggested that all the practical
dimensions have been developed to a
point where they can be implemented.
However, a significant beginning has been
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made, and the classroom teachers and
school administrators who have worked
on the SCLS can take pride in thtr
efforts and accomplishments.

The intention in the foregoing was not
to offer definitive comment on the design

as a construct or on the several individual
components, but rather to present an
overview of the design for learning of the
Quincy Public Schools. In a series of
separate papers, each component of the
design is treated in more detail.

Lawrence P. Creedon
September 1, 1974

The Ten Components
of the

Student Centered Learning System

I. Goals of the Quincy Public Schools

2. Behavioral Projections for Learners

3. Rationale for the Discipline

4. Comprehensive Concepts for the Discipline

5. Instructional Objectives

6. Diagnostic and Evaluative Tools and Procedures

7. Student Learning Activities

8. Appropriate Multi-Media

9. Management Systems

10. Self-Learning Environment
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Footnotes

1These are briefly defined on pp. 5-7.

2These are briefly defined on p. 12.

3Charles E. Silberman, Crisis in the Classroom, Random House,
New York, 1970, pp. 489-90.

terome S. Bruner, The Relevance of Education, W. W. Norton
and Company, Inc., New York, 1971, p. 59.

Sibid.

6Jcrome S. Bruner, The Process of Education, Vintage Book
Edition, Alfred A. Knopf, Inc., New York, 1963, p. 20.

7/bid, pp. 31, 32.

8Thesc are identified on p. 12.

9Jean Piaget, Six Psychological Studies, Random House, Inc.,
1967, p. v.

10Frank E. Williams, "Models for Encouraging Creativity in the
Classroom by Integrating Cognitive Affective Behaviors," Educational
Technology, December, 1969, pp. 7-13; Reprinted: Miriam B. Kapfer
(editor), Behavioral Objectives in Curriculum Development, Educational
Technology Publications, Englewood Cliffs, New Jersey, 1971, p. 84.

11B. F. Skinner, Beyond Freedom and Dignity, Alfred A. Knopf,
Inc., New York, 1971, p. 140.

12Boyd H. Bode, Now We Learn, D. C. Heath & Company,
Westport, Connecticut, 1940, pp. 217 and 222.

13Morris L. Bigge, Learning Theory for Teachers, Harper and Row
Publishers, New York, 1971, p. 215.

14Quincy School Committee "Credo" as published in the Rules
and Regulations of the Committee.

"Franklin Bobbitt, The Curriculum, Riverside Press, Cambridge,
Massachusetts, 1918, p. 41.

1601e Sand, Putting First Things Last, Essay 2, On Staying Awake:
Talks with Teachers, National Education Association Center for the
Study of Instruction.

17Ftalph W. Tyler,"Some Persistent Questions on the Defining of
Objectives," reprinted in Kapfer, op. cit., p. 141.

18William L. Phinney, Rationale: In a Design for a Student Centered
Learning System, Quincy Public Schools, 1974.

19William L. Phinney, Comprehensive Concepts: In.a Design for a
Student Centered LearningSystem, Quincy Public Schools, 1974.

28Robert F. Collins, Some Thoughts on a Conceptually Oriented
Social Studies Curriculum, Quincy Public Schools, 1972.



21Paul F. Brandwein, A Discipline of Responsible Consent, Harcourt
Brace Jovanovich Inc., New York, 1969, cited by R. F. Collins.

22Collins, op. cit.

23Jean-Francois Revel, Without Marx or Jesus, Doubleday and
Company, Inc., New York, 1971, p. 55.

24An exceptionally fine collection of selected readings on the
subject is Behavioral Objectives in Curriculum Development edited by
Miriam B. Kapfer and published by Educational Technology Publi-
cations in 1971.

25Bruce W. Tuckman, The Student Centered Curriculum: A
Concept in Curriculum Innovation, SCOPE Program 0E8-0334, In-
cidental Report No. 2, March, 1969, p. 1.

26Franklin Bobbin, op., cit. p. 42.

27Morris L. Bigge, op. cit., p. 98.

28Elmer H. Wilds, and Kenneth V. Lottich, The Foundations of
Modern Education, (3rd Edition), Holt, Rinehart and Winston, Inc.,
New York, 1961, p. 208. .

29Nationat Education Association, Commission on Professional
Rights and Responsibilities, Freedom to Teach, Freedom to Learn,
1964.

"Lawrence P. Creedon, Some Tbougbts on Process, Quincy Public
Schools, 1969.

31Management Information System in a Learner Responsive School
System, Letter of Intent Submitted to Experimental School Program,
USOE, by Lawrence P. Creedon, Quincy Public Schools, January, 1971.

32Student Centered Learning System (1973 edition), Quincy
Public Schools, introduction by William L. Phinney, p. 7.

33Car1 R. Deyeso, Component Ten: Self learning Environment,
Quincy Public Schools, 1974.

34Omar K. Moore and Alan Ross Anderson, Some Principles for the
Design of Clarifying Educational Environments, University of Pittsburgh

Learning R & D Center, preprint 32, 1968, pp. 20-21.
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