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Preface

In early 1974, NCHEMS undertook development of an outcomes structure
(a taxonomy, or classification) that would cover the full range of possible
educational outcomes in postsecondary education. After some initial con-

ceptualizing, two extensive literature reviews were inaugurated in late 1974.

One was designed to explore the meaning of the concept educational outcome,

and to derive a definition for this concept that would be appropriate for
planning, management, and policy-development purposes. Various people have
viewed postsecondary-education outcomes in different ways, and a special
concern was whether a single definition of outcome would suffice for the
NCHEMS C_tcomes Structure or whether the definition would have to be adjusted

according to the context of use.

The second literature review explored (1) literature in the field of taxonomy
for principles or criteria that shouid be considered in developing an outcomes
ciassification structure, (2) the literature describing érevious attempts at
classifying educational outcomes and outcome-related concepts, such as guals
and objectives, and (3) the literature on specific postsecondary-education
outcomes that could be used to generate a broad 1ist of outcomes for use in

testing the NCHEMS Outcomes Structure.

In the second literature review, over 80 previous attempts to structure edu-

cational outcomes and related concepts were found. Each previous attempt was




concisely summarized and the summaries were compiled to assist the staff in
developing the NCHEMS Outcomes Structure. Over the course of time, the
compilation was seen by cutside consultants for the project, by people
interested in outcomes who happened to be visiting NCHEMS, and by a number
of researchers and others outside NCHEMS. Many found the compilation inter-
esting and useful, and suggested that NCHEMS should make the compilation

available to the research community. The present document is the result of

those suggestions.

The author wishes to thank the outcomes staff at NCHEMS and others who
reviewed the compilation and stimulated the publication of this document.
Special thanks are due to Sidney Micek of the NCHEMS staff for his support
and assistance in this endeavor, and to Cheryl Pedersen for typing the drafts
and final manuscript and fur drawing the diagrams. NCHEMS is indebted to

the many publishers and authors who gave permission to reprint figures or

major excerpts from copyrighted works.

Oscar T. Lenning
August, 1977




Chapter |

Introduction

Over the years, there have been numbers of attempts to structure and order
educational outcrmes so that the relationships of outcomes and outcome-
related concepts to one another and with other factors can be clearly shown.
Many of the attempts involved developing ciassifications or models of outcome-
related concepts such as educational goals, objectives, and purposes, while
others focused on the'outputs of education and/or the impacts of those
outputs, that is, on outcomes. The present document reviews the structural
frameworks resulting from these efforts. A1l of them have something to say
about outcomes and about structuring outcomes, and they provided useful
insights for an NCHEMS effort to develop a new and comprehensive structure
designed to organize information about the entire range of postsecondary
education outcomes. On the other hand, they differ greatly in their degree
of sophistication and complexity (some of them are only simple lists of
categories), in their logic (many are quite logical, but some are strictly
arbitrary), and in their coverage (many are limited to a very narrow area

of focus). In addition, some focus on abstract constructs, while others

deal with more concrete, observable outcomes.

OUTCOME CLASSIFICATIONS APPEARING AFTER THE REVIEW WAS COMPLETED

The review summarized in this document began in late 1974 and covered the

literature up to the beginning of 1975. It is believed that the coverige




is comprehensive to that point in time. Some new educational outcome
classifications have appeared since then, however, and those coming to
the author's attention are summarized here, including the newly developed

NCHEMS Outcomes Structure.

The Florida Community/Junior College IRC Taxonomy of Community Service.

Because people did not agree on what should be considered a community service,
and because of the problems in interinstitutional communication and reports
to state agencies resulting from such confusion, in 1974 the Florida
Community/Junior College Interinstitutional Research Council (IRC) inaugu-
rated a project to identify community service program objectives for two-
year community colleges and to develop a useful taxonomy of such objectives
(Nickens, 1976). Representatives from 17 Florida community colleges were
divided into four groups in a workshop setting. Members of each group
individually developed a list of objectives they felt were important. Then
tabulations were determined, and the group as a whole refined the wording

of each objective and assigned relative priorities. The 10 objectives ranked
highest for each group were joined by the 10 highest priority cbjectives from
the other three groups, and the IRC staff further refined them as a group

and arranged them into a logical classification. The taxonomy and the
objectives therein were then reviewed and critiqued by the Florida Commission
on Community Services. In addition, samples of community service students
and faculty at the participating colleges rated the importance of each
objective, which further validated its appropriateness. The taxonomy is

perceived to have utility as a universe of community service objectives from
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which comuunity calleges can choose, in the light of the resources available
to them and the needs within their respective communities. Figure 1 repre-
sents an outline of this taxonomy. See Nickens (1976) for details about

each category.

The Yale Dimensions of Undergraduate College Performance. Members of a

research team at Yale University (Taber and Hackman, 1976) were concerned
that ". . . in actual practice, the success or failure of undergraduates

is assessed almost exclusively with a small set of very limited criteria,
which do not begin to encompass the goals and ideals of higher education"
(p. 546). Therefore, thev designed an extraordinary project to identify
behavioral measures and indicators that would clarify the full range of

beliefs at Yale as to what constitutes undergraduate student success and
failure there. Their study is a model approach that researchers at other

institutions would do well to consider for their campuses.

Interviews were conducted among all segments of the cullege community,

and all persons interviewed were asked to: (1) identify four undergraduate
students considered by them to be "most successful" at Yale, (2) identifty
four undergraduate students considered by them to be "least successful”

at Yale, and (3) state the reasons for each choice in terms of specific
actual and observed behaviors or characteristics (if the response was too
abstract, the interviewer probed for concrete examples of what they meant).
The 4,500 separate behaviors and characteristics extracted from the inter-

view tapes were then grouped into 73 cluster categories; definitions were
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3.00

Figure 1

THE FLORIDA COMMUNITY/JUNIOR COLLEGE IRC TAXONOMY

FOR COMMUNITY SERVICES*

Instructional Services

1.10 General-Cultural Services

1.1
1.1
1.13
1.14
1.15

Community and Civic Affairs

Family Life

Leisure Time and Recreational Activities
Personal Health

Cultural Heritage and Enrickment

1.20 Occupational Services

1.21
1.22

Development of General Attitudes and
Skills for a Career
Development of Specific Attitudes and
Skills for a Career

Noninstructional Services

2.10 Coordination

2.1
2.12

2.13

Individuals
Groups
Agencies

2.20 Consultation

2.21

2.22
2.23

Consultation with Individuals
Consultation with Groups
Consultation with Agencies

2.30 Research and Development

Facility Services

*Abstracted from Nickens (1976, pp. 13-18).
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formulated for each category; three trained raters were used independently

to check the clarity and validity of each category; and revisions were

made as indicated. Next nine performance statements that applied best to
both the "most successful" and "least successful” groups were listed for

each category, the statements were all mixed together, and a new and larger
set of trained judges was asked to categorize the statements. A scale was
also used to rate the distinctiveness and clarity of each category identified.
Based cn the results of this step, 67 categories--and behaviors for each that
were selected because of their clarity and strong relation to the category--
were incorporated into a College Criteria Questionnaire. After being
thoroughly tested and refined, the interviewing procedure done initially

was repeated with a stratified random sample of 434 faculty, students,
administrators, and other staff--except that this time the two "most success-
ful" and the two "least successful" students were described on the 67 scales
of the instrument. Race and sex of Lthose interviewed were varied to control
for bias, as was the order of the scales to which they responded. In the
sacond set of interviews, the scales allowed the responden@s to identify

many more differentiating behaviors and characteristics than had been true

in the initial open-ended response setting.

Data from the group of 376 respondents, out of the 434 in the sample, were
subjected to factor analysis followed by Varimax rotation. A tota] of 14
factors for the "most successful" group and 12 factors for the "least

successful" group were identified. The results for the two groups seemed

to fit quite well, showing two general groups of factors--academic and



nonacademic. Evidence indicated that some of the items were not concrete
enough and could be refined, but the problem was not serious. Furthermore,
although there was good evidence for the instrumert's comprehensiveness at

Yale College, it probably is not comprehensive for other settings--for

example, church-related colleges. Internal consistency was good, although
reliability evidently was lower at the upper end of the categories. Concerning

validity, the dimensions, along with their assigned categories, "make sense"

according to findings in the literature. Furthermore, when correlations of
categories with grade point averages and SAT scores were calculated, where

the effect of being in the "least successful" or "most successful" group was

partialled out, statistically significant correlations were often found in

spite of the restricted ranges on both ends which would be expected to reduce

the observed correlations appreciably from their true values.

From their extensive results, Taber and Hackman (1976) concluded the following:

college success. Neither, at this stage in their development, can the
categories be used to counsel or evaluate individual students. Rather,
the CCQ is an instrument for organizing, understanding, and communica-
ting the many dimensions of performance believed to be part of the
concept of urdergraduate success. It is valid as a tool for describing
‘ groups of students or conceptions of success held by groups of respondents.
| From the CCQ information, it is possible to draw instructive profiles of
an institution's perceptions of success and to use the profiles as input
to college policy deliberations. . . . Although the College Criteria
| Questionnaire still requires more refinement, validation, and extension
to other institutions, we believe that it can contribute to solutions of
|
|
|
|
\
|

|
|
\
The performance categories are not to be considered as standards of
\

problems raised by the limitations of current traditional criteria of
student performance. 57]

In addition to the 16 factors common to tne two groups, for subsequent analyses

Taber and Hackman used five additional dimensions that did not load heavily on
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the common factors but which were found to have practical usefulness and to
add to one's insight into student undergraduate performance. The dimensions
and categories of undergraduate performance that were empirically derived by
this study at Yale in effect constitute a taxonomy of student performance

dimensions. One possible outline of this taxonomy is presented in Figure 2.

Williams' Behavioral Typology of Educational Objectives for the Cognitive

Domain. Concern was felt at the Southern I1linois University School of
Medicine about the inability of instructors to translate their intuitively
held cognitive objectives into behavioral form, because of such factors as
inexperience in preparing behavioral objectives and lack of time (Williams,
1977). A comprehensive set of model objectives could hé]p this situation,
but the use of Bloom's taxonomy for the cognitive domain was inadequate to
the task. It was found to be too complex; the terms and definitions used
are so vague that it was difficult to achieve consensual agreement on
classification of behavioral objectives; and the categories are defined in
terms of cognitive learner processes rather than concrete, observable
characteristics of tasks presented to the learners. Therefore, Williams

and his staff inaugurated the development of a typology (which unlike a
taxonomy is not concerned with the order of categories) for the cognitive
domain which would overcome the problems with the Bloom taxonomy. The new
typology was intended to improve communication among instructors and allow
those inexperienced in developing behavioral objectives to develop concrete,
observable objectives corresponding to the wide range of cognitive objectives

that they intuitjve]y hold for their students. Development of the typology
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Figure 2

THE YALE DIMENSIONS OF UNDERGRADUATE COLLEGE PERFORMANCE*

1.0.0 GOCNCRAL ACADEMIC DPIMENSIONS
1.1.0 Students' Intelicctua) Gruwth/Development**
1.2.0 Stucents' Cognitive Proficiency

' Their demonstiated intelligence

Their demonstrated abrlity to abstract ideas
Their demons’rated ability to analyre vdeas
Their denonstrated ability to synthesize 1deas
Their demcnstrated ability to handle a foreign
language

Their demonstrated ability to handle rathematical
concepts

—— - — —
~ RN RN

o

e T

1.3.0 Studunts' Comunication Proficiency

1.3.1 Their ¢ trated ability to communicate in writing
1.3.2 Thaar o strated ability to communicate orally

1.4.0 Students' Intellectual Perspective and Cumosity

1.4.1 Treir dionstrated ability to ntegrate contert
from varinus fields
1.4.2 Their demonstrated intellectual curiosity
1.4.3 Their demonstrated breadth of knovladge and
understanding
Their demonstra.cd ability to consider drfferent
points of view
5 Their demonstrated ability to apply abstract concepts
.6 The intellectual growth they exhibit
.7 Their demonstrated ability to be intellectually creative

-

1.

1

o - o

1.5.0 Students' Creative Performance**

1.6.0 Students' Academic fffort and Achievement

1.6.1 Their denonstrated comniment to learning
1.6.2 Their demonstrated acacemc achrevement
1.6.3 Their demonstrated success or indicators of success in
gaining admssion to graduate or professional school
1.6.4 Their demonstrated viillingness to do unassigned work
1.6.5 Their demonstrated abality to fulfil1 course requirements
1.6.6 Their demonstraled amlity to be orgamized and efficient
1.6.7 Their demonstrated amount of academc effort and exertion
1.6.8 Their demonstrated anount of general goal achievemrnt
1.6.9 Their deronstrated annunt of general effort and exertion
1.6.10

Their demonstrate¢ ebility to realistically evaluate thewr
own interests .

1.7.0 Students' Self-D‘rected Behavior

1.7.1 Their demonstrated ability to direct themselves and be
autonom .3

1.8.0 Students' Career Goals
1.8.1 Their demonstrated ability tu make career Plans
1.8.2 Their demonstrated ability to develop personal goals
1.8.3 Their demonstrated commitment to a career field

2.0.0 SPECIFIC ACADEMIC DIMENSION

2.1.0 Students' Mathematical Proficiency**

2.2.0 Students' Foreigr Lanquage Proficiency**

2.3.0 Students' Artistic Performance

2.3.1 Their demonstrated 1avulvemen: in artistic activities
2.3.2 Their demenstrated artistic achievement

*Abstracted from Taber and Hackman {13/6) and from information provided
directly by Judith 0. Hackman.

**These five dimensions did nnt load heavily on the factors common to the
two study groups but were found to be finportant fn Subsequent ¢nalysis.
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Figure 2 (continued)

3.0.0 PERSONAL DINENSIONS
3.1.0 Students' Personal Growth
3.1.1 Their demonstrated personal growth and development
3.2.0 Students' Optimysm and Emotional Stability

Their demonstrated personal enjoyment of 11fe

Their demonstrated ability to act 'n an easygoing and

relaxed manner

Their demonstrated ability to act in an optimistic manner .
Their demonstrated mental stability and adjustment

Their demonstrated ability to ccpe with stress

Their demonstrated conmon sense

Wi W W W
NN O
W N —

3.3.0 Studenx,' Ethical Behavior

3.3.1 Thef -demonstrated ab:lity to *~ ,ided by personal values
3.2.2 Theirdemonstrated honesty 1n relations with others

3.3.3 Theirdemon- trated ability to behave ethically

3.3.4 Theirdemonstrated ability to be dependable and trustworthy

3.4.0 Students' Athletic Performance

3.4.1 Their demonstrated interest and participation in athletics
3.4.2 Their demonstrated athletic achievement

4.0.0 INTERPERSOMAL DIMENSIONS
4.1.0 Students' Participation in Organizations

Their demonstrated student contributions to *he college

Their demonstrated participation in student organizations

and activities

Their demonstrated interest and participation in community
activities and concerns

Their demonstrates nterest and participation in political
activities and concerns

Their demonstration of a wide range of activities and interests
Their demo strated developrent of a balance between academics
and nonacademics *n their lives on camnus

Their demcnstrated ability to be leaders

Their demonstrated ability to be forceful and assertive in their
actions

.
BN

- - -
—
- w N —=

m—n -
° —
o

——-
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4.2.0 Students’' Interpersonal Sociability

4.2.1 Their demonstrated ease of socialization
4.2.2 Their demonstrated amount of interaction with others
4.2.3 Their demonstrated sense of humor

4.3.0 Students' Interpersonal Responsiveness

4.3.1 Their demonstrated ability and inclination to be sensitive to
and understandinn of other's feelings and views

4.3.2 Their deronstrated ability and inclination to be open to and
tolerant of others

4.3.3 Their demonstrated ability and inclination to be helpful to
others and altruistic

4.3.4 Their demonstrated ability and inclination to intoract with
others and help one annther

4.3.5 The amount they are liked and respected by others

4.3.6 The amount and manner 1n which they relate to the opposite sex

4.4.0 Students' Behavior Related to Discrimination Issues

4.4.1 Their demonstrated ability to deal effectively with sexist
issues

4.4.2 Their demonstrated ability to deal effectively with interracial
{ssues

5.0.0 INSTITUTIONAL DIMENSIONS
5.1.0 Students' Persistence Toward Graduation**
5.2.0 Students' Congruence with the College
5.2.1 Their demonstrated suitability to tb Yale snvironment
5.2.2 Their demonstrated enjoveent of Yale

5.2.3 Their demonstrated use of the resources at Yale
5.2.4 Their demonstrated ability to persist a‘ vale

*#These five dimensions did not load hearily on the factors common to the
twe study groups Lut were found to be important {n sutsequent andlysis.

ERIC 027




was supported by funds from the Fund for the Improvement of Fostsecondary
Education, and much of the develorment rested on evaluations of the Bloom

taxonomy and the work of selected learning theorists.

The Williams typology is built on the assumption that most learning tasks
placed on students consist of: (1) content and (2) generic cognitive
operations that are applied to the content. Seven types of content have
been identified by Williams: facts, concepts, principles, procedures,
objects, properties of objects, and events. ("Objects," "properties of
objects," and "events" could be subsumed under "concepts,” but were
separated out because of the common usage of these terms.) Six generic
cognitive operations have been identified: memorization, surmation,
instantiation, prediction, application, and evaluation. To illustrate
aach of these operations, Williams gave the following example:

Operation refers to the way in which the content is used. "A stitch
in time saves nine" is an often quoted principle or rule. As such,
it is content which is often learned. Once learred, this content
may be used in various ways. It may be recited verbatim (Memoriza-
tion). It may be restated in different words (Summarization). Cases
where the rule has been applied may be identified (Instantiation).
The rule may be used to anticipate the consequences of certain acts
(e.g., sewing or failing to sew up small rips in clothing) (Prediction).
The rule or principle may also be used to arrange conditions so that a
desired outcome results (Application). Finally, knowledge of the rule
may be used in conjunction with values to select the most desirable
action in a given situation (Evaluation). These same intellectual
operations may be applied to almost all types of content. [P. 40]

The typology also has a third dimension called test mode that provides two

ways the operation and content of the behavioral objective can be tested to




aid in placing such objectives into the typology, and most operation and

content combinations can be tested in either or both ways, The first way
of testing the objective is called "recognition mode," and it involves
selecting from alternative choices--much as in multiple choice or true-
false tests. The second way is called “production mode," and it is open-

ended in its determination of choices--analogous to essay tests or performance

measures.

The Williams taxonomy is illustrated graphically in Figure 3, Note (see
the shaded areas) that certain operations do not apply for some types of
content, Willjams also indicates that the recognition test mode cannot be
applied to the following operation/content combinations: application/

concepts, application/principles, and application/procedures.

For each unshaded cell in Figure 3, Williams 1ists sample generic behavioral
objectives and provides testing inst-uctions for the test modes which apply.
The generic objective shows the combination of elements a behavioral objective
or a test item must have in order to be assioned to that cell in the framework.
In a personai conversation, Williams requested that an oversight in his article
be corrected here--the first gemeric objective listed in the production mode
colum for the "evaluation" operation (Table 1l on page 44 of his article) 1is

by definition a recognition mode objective rather than a production mode

objective as shownm,

Empirical testing of the typology suggests that the criteria stipulated for
it prior to development were largely met. With only a minimum of training
time, independent raters were easily able to classify, with great accuracy,
objectives that had been written or selected to fit categories of the frame-

work. Problems in classifying unclearly stated objectives can be readily
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Figure 3
A GRAPHICAL ILLUSTRATION OF WILLIAMS' BEHAVIORAL TYPOLOGY
OF EDUCATIONAL OBJECTIVES FOR THE COGNITIVE DOMAIN*

TEST MODE

RECOGNTTION PRODUCTION

7 Z
émmmmn Z/A 7//% ’Z
mm%7 ____
Evaluation 2 ’/ Z 7/ % ///

CONTENT

Fihstracted from Williams (1977). For each useful {unshaded) cell of the operations/content matrix
Ki111ams has provided generic behavioral objectives which help define the cell., integrate the three dimensions,
and aio those using the typology to fdent!fy and construct cbjectives for any particular cell.
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identified and solved using this typology. Anecdotal evidence suggests that
the typology should have important practical use for instructors and
instructional designers, as well as for those doing research on instruction,
learning, and behavioral objectives. As stated by the authcr: "The typology
not only helps individuals see new possibilities, but also directs the process
of writing objectives which will elicit this competency on the part of the

students" (p. 46).

The NCHEMS Outcomes Structure. The compilation and review of outcomes

classifications contained in this document was done specifically for the
purpose of developing a foundation for development of a system that could

be used to effectively organize information about the full range of poten-
tial postsecondary education outcomes for purposes of classification,
analysis, and decision making. After over two years of concentrated effort,
an "outcomes structure" that includes a three-dimensional classification
framework and a supporting conceptual framework for educational outcomes

was published (Lenning, Lee, Micek, and Service, 1977; Lenning, 1977). The
classification framework is outlined in Figures 4-6. Standard definitions,
along with illustrative measures and indicators that apply, are provided for
each of the detailed subcategories of the "type-of-outcome" dimension. In
addition, step-by-step procedures are outlined for applying the framework to

different practical uses that have been tested in a preliminary manner.

The conceptual framework revolves around a presentation of six attributes of
an educational outcome (form, change status, focus, neutrality, measurability,
and output/impact) and five other factors that are important for fully under-

standing a particular educational outcome (producer/facilitator, audience,

31
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Figure 4
DIAGRAMMATIC OVERVIEW OF THE NCHEMS OUTCOMES STRUCTURE*
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*Reprinted from Lenning, Lee, Micek, and Service (1977, p. 23).




Figure 5

CATEGORIES AND SUBCATEGORIES FOR THE "AUDIENCE"
DIMENSION OF THE NCHEMS OUTCOMES STRUCTURE*

10, Individual/Group Clhients--This category refers to persons or aroups of persons who are direct clients
of the postsecondary education umit of concern and/or then iwediaty assocrates, such as famly
and relatives or peers.

11, Students--Individuals or yroups of individuals who currently are enrotled in the program,
Tnstitutian, or system of postsecondary education.

12. Former_Students--ladividuals or groups of individuals who formerly were enrolled in the program,

Tnstitution, or other system of postsecondary education.

13. Family and Relatives of Students_or Former Students

14. Peers and Associates of Students or Former Students

15. Faculty

16. Staff Otuer than Faculty

17. Other Individual/Group Clients--An example would be an individual +o is none of the above but is

served by an advi. vy service offered by the college

20. Intercst-Bascd Comwunities--This category refers to large groups that are identified as entities

working toward @ weil-cefined Dnterest or risaion
21. Private Enterprise Comunities--Comunities where a major purpose is financial remuneration

and profit--for exampie” corporations, small businestes, and farmers.

22. Assoclation Cormunities--Conmanities where mermbers belong on the basis of affiliation rather
than employmcnt, surn as umicns and professional societies.

23. Government Conmunities--Communities designed to administer govermment regulations and services,
such as city hall, state department of education, and legislative communities.

24, Nongovernmental/Public Service Comtunities Other than the Institution Producing the Outcome--

Nonprofit service organizations, such as schoois, hospitals, welfare agencies, philanthropic
foundations, colleges (other than the college producing the outcome), and research orgamizations.

25, Institution or Institutional Umit Producing the Cutcome--The postsecondary institution and/or
umts within that in<titution that are percéived as the producer/facilitator of the outcome(s)
of concern.

26. Other Interest-Based Communities--An exarple would be an ad hoc coalition task force of repre-

sentatives from two or more of the above areas.
30. Geographic-Based Communities--This category refers to large groups defined on the basis of funetional
tarriiorial boundar tes.

31. Llocal Community--A tcwnship, city, county, metropolitan area or other type of locality having
particuiar boundaries. It is not necessarily restricted to the legal or jurisdictional boundary,
but the functional one in which the impact of the institution is (or should be) directly and
physically felt. The boundaries will vary with the institution/program and outcome of concern.

32. The State

33. A Region--An aggregation of states nr parts of states.
31, The Nation

3. An International Community

36. Other Geoyraphic-Cased Communities--An example would be a research discovery that affects primarily
people Tiving In the coldest Jatitudes, or whete it snows a lot.

40.  Aggregates of People--This category refers to subpopulations of people distinguished by particular
ehavu~turisites that may tniicate corman cuncerna, needs op arts, but who do not necessarily have a
comnon interest or mission, and thercfore do not corstitute cormunitees.

41. Ability tevel Swu_%t_po;ygations--Subpopulations defined according to level of ability/proficiency

on gencral intellectual functioming or specific skills--for example, gifted, typical, disadvantaged,

or skilled, semi-skilled, unskilled.
42. Age_Subpopulations
43. tducational Leve} Subpopulations
49, Income_Level Subpopulations
45. Occupation Subpopylatians
46. Physiral Disability Condition Subpopulations
47. Race Subpopulaticns
42. Sox Subpopulations
49. Other Such Agjregates

50. Other Audienres--Examples would be the natural environment that 1s affected by university-sponsored
rescarch (which in turn would be erpected to have impacts on audiences such 3 individusls and
comunities) and populztions of anvmis (such as the animals affected by efforts to keep depleted

species from buconing estinct or by the development of veterinary medicines).

*fcprinted from Lenning, Lee, Micek, and Service (1977, p. 24).
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Figure 6
CATEGORIES AND SUBCATEGORIES FOR THE "TYPE-QOF-QUTCOME"
DIMENSION OF THE OUTCOMES STRUCTURE*

Category*+
Code Nunber Entity Being Mainta'ned or Changed

1000 ECONOMIC QUTCOMES

1100 Economic Access and Independence Qutcomes
1110 Economic Access
1120 Economic Flexibility, Adaptability and Security
1130 Income and Standard of Living

1200 Economic Resources and Costs
1210 Economic Costs and Efficiency
1220 Economic Resources (including employees)

1300 Economic Production
1310 Economic Productivity and Production
1320 Economic Services Provided

1400 Other Economic Outcomes

2000 HUMAN CHARACTERISTICS OUTCOMES

2100 Aspirations R
2110 Desires, Aims, and Goals
2120 Dislikes, Likes, and Interests
2130 Motivation or Drive Level
2140 Other Aspirational Dutcomes

2200 Competence and Skills
2210 Academic Skills
2220 Citizenship and Family Membership Skills®
2230 Creativity Skills
2240 Expression and Communication Skills
2250 Intellectual Skills
2260 Interpersonal, Leadership, and Grganizational
Skills
2270 Occupational and Employability Skills
2280 Physical and Motor Skills
2290 Other Ski11 Outcomes

2300 Morale, Satisfaction, and Affective Characteristics
2310 Attitudes and Values
2320 Beliefs, Commitments, and Philosophy of Life
2330 Feelings and Emotions
2340 Mores, Customs, and Standards of Conduct
2350 Other Affective Outcomes

2400 Perceptual Characteristics
2410 Perceptual Awareness and Sensitivity
2420 Perception of Self
2430 Perception of Others
2440 Perception of Things
2450 Other Perceptual Outccnes

2500 Persorality and Personal Coring Characteristics
2510 Adventurousness and Sensitivity
2520 Autonomy and Independence
2530 Dependability and Responsibility
2540 Dogmatic/Open-Minded, Authoritarian/Cemocratic
2550 Flexibility and Adaptabiiity
2560 Habits
2570 Psychological Functioning
2580 Tolerance and Persistence
2590 Other Fsycnological Qutcenes

2600 Physical and Physiological Characteristics
2610 Physical Fitnoss and Traits
2620 Physiological Health
2630 Other Physical or Physionlogical Qutcomes
| CONTINUED

‘Reprintéd—from Lenning, Lee, Micek, and Service (1977, p. 27).
*+fach of the most detailed categories shown can be Yurther subdivided

into "maintenance® (a fourth digit of "1") and “change" (a fourth digit of
”2") R
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Figure 6 (continued)

Cateqory
Code Number

Entity Being Maintained or Changed

2000

HUMAN CHARACTERISTICS (continued)

2700 Status, Recognition, and Certification

2720
2730
2740
2750

2760
2770
2780

Completion or Achievement Award

Credit Recognition

Image, Reputation or Status

Licensing and Certification

Obtaining a Job or Admission to a Follow-up
Program

Power and/or Authority

Job, School, or Life Success

Other Status, Recognition, and Certffication
OQutcomes

2800 Soctal Activities and Roles

281D
2820
2830
2840
2850
2860
2870
2880

Adjustment to Retirerent

Affiliations

Avocational and Social Activities ard Roles
Career and Vocational Activities and Roles
Citizenship Activities and Roles

Family Activities and Roles

Friendships and Relaticnships

Other Activity and Role Outcomes

3000

KNOWL EDGE,

TECHNOLOGY, AND ART FORM QUTCOMES

3100 General Knowledge and Understanding

o

20
N30
40

Knowledge and Understanding of General Facts

and Terminologqy

Knowledge and Understanding of General Processes
Knowledge and Understanding of General Theory
Other General Knowledge and Understanding

3200 Specialized Knowledge and Understanding

10

3220
3230
3240

Knowledge and Understanding of Specialized Facts and
Terminology

Knowledge and Understanding of Specialized Processes
Knowledge and Understanding of Specialized Theory
Other Specialized Knowledge and Unders‘anding

3300 Research and Scholarship

3310
3320

Research and Scholarship Knowledge and Understanding
Research and Scholarship Products

3400 Art Forms and Works

N0
3420
3430
3440
3450
346D
3470
3480
3490

Architecture

Dance

Debate and Oratory

Drama

Literature and Writing

Music

Painting, Drawing, and Photography
Sculpture

Other Fine Arts

3500 Other Knowledge, Technology, and Art Form Qutcomes

4000

RESQURCE_AND. SERYICE PROVISION OUTCOES

4100 Provision of facilities and Fvents

4110
4120

Provision of Facilities
Provision or Sponsorship of Events

4200 Provision of Direct Services

4210
4220
4230
4240

Teaching

Ndviory and Analytic Assistance
Treatment, Care, and Referral Services
Provision of Other Services

4300 Other Resource and Service Provision OQutcomes

5000

OTHER MAINTLNANCE AND CHANGE OUTCOMES

§100 Aesthetic-Cultural Activities, Traditions and Corditians

§200 Orgunizational forral, Activity, and Operation

5300 Other Maintenance and Channn
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intended/unintended, functional area, and time). Two of the attributes were

combined to develop the "type-of-outcome" dimension of the classification

framework, and two of the "other factors" provided the basis for the second

and third dimensions of “he classification framework. In addition, a number ;

of the other attributes and factors are useful in applying the structure to

practical tasks on campus and elsewhere--for example, in developing lists of

concrete priority outcomes.

OTHER TYPES OF CLASSIFICATIONS THAT SH™ULD BE CONSIDERED

Certain types of concepts--such as programs, environment, and student and
social characteristics--do not refer to the ends or objectives of education,

but have important relationships to outcomes and can influence what the out-

|
(
4
|
!
comes will be. Furthermore, a change in status of one of these concepts may
in fact define a particular outcome. Therefore, it is important to consider
classifications of such concepts in the development of outcome classifications.

An illustrative classification and its potential importance for outcomes 1
classification is provided in this section for each of the following concepts:

programs, environment, student characteristics, and social characteristics.

Programs. As pointed out by Topping and Miyataki (1973), the outcomes of
postsecondary education result from institutional pregrams (and combinations
of programs). Therefore, they included outcome information as one of six

categories of information (or measures) that can be used to describe program

J

elements, as follows:




1.  Resource Information Information obout the personnel involved,
the facilities and equipment utilized, and the supplies and
services consumed

2. Financial Information--The funds obtained from various sources;
the capital investment expenditures incurred for land, buildings,
and equipment; and the operating expenditures spent for personnel,
supplies, and services

3. Beneficiary Group Information--The groups of people who benefited

4. Target Group Information--The people, places, or things toward whom
or at which the activities of the program element were directed

5. Activity Information--The types and levels of activities conducted

6. Outcome Information--The outcomes or products generated as a
result of the activities of the program element

Under each of the thirty subprogram categories of a Program Classification

Structure published by NCHEMS a year earlier (Gulko, 1972), Topping and

Miyataki listed specific quantitative indicators (program measures) for
each of the information types. Their approach is illustrated graphically

in Figure 7. Included for each subprogram were 1ists of outcome indicators,
relating specific postsecondary outcomes to particular programs and to the
other five types of information being used to describe the programs. It
must be kept in mind, however, that any particular outcome is probably the
result of a combination of different programs and program components--it is
a "joint product." Topping and Miyataki's diagram in Figure 7 does not make

this apparent.

The NCHEMS Program Classification Structure (Gulko, 1972) split postsecondary

programs up into seven major program types, three of them "primary" programs

(instructional programs, organized research programs, and public service

1935




Figure 7

ONE ALTERNATIVE OF HOW THE PROGRAM MEASURES

RELATE TO THE PROGRAM CLASSIFICATION STRUCTURE*

STRUCTURE

PROGRAM MEASURES

PCS Program
by PCS Levels

Resources

Finan- | Beneficiary
cial Groups

Target
Groups

Activi-
ties

Qut-
comes

Instruction

’

Organized
Research

Public
Service

Academic
Support

Student
Service

Institutional
Support

Independent
Operations

*Reprinted from Topping and Mivataki (1973, p. 34).
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programs) and four of them "support" programs (academic support programs,
student service programs, institutional support programs, and independent
operations programs). These program types constituted the top level in a
multilevel, hierarchical classification system having six different levels:
program, subprogram, program category, program sector, program subsector,
and program element. Thus, it was designed to allow information to be
collected and applied at very broad or very specific programmatic levels,

depending on the information need.

The NCHEMS Program Classification Structure proved to be quite useful when
applied to traditional higher education programs. However, since 1972, a much
broader concept than higher education, called "postsecondary education,"
became prominent. Also, attitudes and understandings about "program-oriented
planning" were changing appreciably. Thus, planners of postsecondary educa-
tion programs provided vy proprietary institutions, business and industry,
labor unions, community groups, and so forth, felt that this structure should
be able to describe their program activities also. Furthermore, nontraditional
collegiate programs such as multidisciplinary programs, external degree pro-
grams, and adult/continuing education programs started to become prominent.
Therefore, a revised version of the NCHEMS Program Classification Structure
was developed that more nearly meets the planning needs of the full range

of postsecondary education programs (Collier, 1976), and it is illustrated

in Figure 8. For the programs and subprograms in Figure 8 provision is made
for coding information about subject area classification. student or instruc-

tional offering level, whether an instructional program is "for credit" vur




Figure 8

REVISED

NCHEMS PROGRAM CLASSIFICATION STRUCTURE*

PSE ORGANIZATIONAL ENTITY

1.0 2.0 3.0 r 4.0 5.0 6.0 7.0 8.0
m INSTRUCTION RESEARCH PUBLIC ACADEMIC STUDENT IN5 . ITUTIONAL INDEPENDENT STUDENT
SERVICE SUPPORT SERVICE SUPPORT OPERATICONS ACCESS
1.1 General Academic 2.1 Institutes and 3.1 Direct Patient Care 4 1 Lwrary Services 5.1 Student Service 61 Executive Mariage 7.1 Indcpendent 8.1 Student Recruit:
Instruction Research Centers 32 Health Care Sup- 42 Musenms and Administration ment Operations/ ment and Admus
{Degree related) 22 Individua or portive Services Gaulleries 6 2 Social end Cultural 62 Fimanuial Manage Instiutional sions
1.2 Professional Career Project Research 3.3 Commumty 43 Educationd Media Development ment and Operd 7.2 Independent 8.2 Financial Aid
Instruction Services Services 5.3 Counsehng and tions Operations/ Administration
(Degree related) 3.4 Cooperative Exten- 44 Acadermic Com- Career Guidance 63 General Adminis External Agencies 8.3 Scholarships
13 Vocanonat/ sion Services puting Suppart 64 Student Health/ tration and 84 Fellowships
IT.::‘"""[')‘:'Q"W 35 Public Broad- 45 Ancillary Support Medical Services 64 :""'“'“" Service
related) castng Servicas 48 :\C':de"‘uc Adimnis- 85 a‘::ec:: Auxbary Cg:::;l;::::r’\;“Svt;)
1.4 Requisite Prepara ration 66 Intercollegiate port
tory/Remedial 47 Coure and Amleuc:g' 65 Physical Plant
Instruction g‘""‘c“'“’“ Operations
16 General Studres o opment 66 Faculty and Sull
{Nondegree) :‘:::‘:":“: Deveto Auxiliary Services
16 Occupation related cer velop 67 Public Relations/

17

18

Instruction (Non
degiee)

Social Roles/Inter-
acnon instruction
{Nondegres}
Home and Family
Li‘e Instruction

ment

Development
Student Records

(Nondegree) 4 &:
1.9 Pursunal Interest

and Leisure

Instiuction

4 l(Nondewoc) _

“Reprinted from Collier (1976, p. 4).
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"not for credit," and the types of activities being carried out. The final
edition of this revised version of the Program Classification Structure is

scheduled to be published in the fall of 1977.

Environment. The preceding discussion about program structure dealt with

a topic that some in education have referred to as "process." However,
whether it is referred to as process or program, the primary focus was not
on what has come to be known as "institutional environment," that is, the
atmosphere or climate and surroundings in which the educational activity

is taking place. Certainly the institutional environment would be expected
to influence the institution's o'itcomes, just as would its planned activity
process. In addition, however, it is not unusual for educators to treat
(either implicitly or explicitly) particular environmental conditions as
educational outcomes in and of themselves--for example, a high faculty-to-
student ratio, a noticeable intellectual atmosphere on campus, informal
personal interaction among faculty and students, the extent and overall

adequacy of facilities.

One of the outcorc classifications discussed later in this document (Pace
and Baird, 1966) relates outcomes to environment. Holland (1966, 1973) has
formulated a theory for which much empirical support has been found that
postulates that there are six basic pe~<nrnality types and six basic environ-
meny. types of the same name. When the personality pattern for a student is
similar to the environment pattern at his or her college, Holland's theory

predicts optimum adjustment to college and maximum student attainment. Astin




(1968) and others have alsc found important relationshirs between college

environment and student outcomes.

Various questionnaires have been developed to measure instii .tional
environment: College Characteristics Index, College and University
Environment Scales, Environmental Assessment Technique, Col’:5e Character-
istics Analysis, Institutional Self-Study Survey, Institutional Functioning
Inventory, College Student Questionnaires, Student Reactions to College,
and so forth. The list of scales for each instrument could be considered
to 'e a classification of institutional environment. On the other hand,
the NCHcMS staff has surveyed the various measurement instruments in this

area and developed a preliminary Inventory of iInstitutional Environment

Variables and Measures. The categeries in this inventory are presented

in Figure 9. Potential measures and indi-ato~s for each category are also

provided, but not in Figure 9.

Student Characteristics. The reszarch literature on co.:ege student outcomes

has indicated strong support for the "pipeline theory" of student outcomes,
that much of what comes out of the college experience (output) depends pri-
marily on what went in at the beginning of that experience (student input).
It isclearlytrue that students' interests, abilities, motivations, and
other characteristics will greatly influence the academic learning and other
student outcomes that occur. In addition, however, these same student
characteristics are the phenomena on which change is desired as an outcome

of the educational experience. Changes on many of these characteristics are
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3.0

Figure 9

PRELIMINARY VERSION OF THE NCHEMS INVENTORY

OF INSTITUTIONAL ENVIRONMENTAL VARIABLES AND MEASURES*

Instructional/Research Environment

1.01 Intellectual Environment

- The intellectual climate promoted by the
institution as a whole (c.q., seeking of new
knowledge, synthesis of eaisting knowledge,
reasoning).

Curriculum

- The mix, both breadth and depth, of available
courses of study.

Institutional Freadom

Innovation

s

.05 Academic Aptitude Mix
- The distribution of students across scholastic
aptitude levels.

Instructional Processes

- The general mode of instruction that prevails
in the institution {includes ciass size, use
of graduate students as wnstructors, etc.).

Faculty Background and Experience

Faculty Availability to Students

s

.09 Faculty Teaching Ability

s

.10 Faculty Research Ability
- The ability of the faculty to undertake in-
quiries leading to the creation of new knowl-
edqe or the reorqanization and revision of
existing theories and knowledge

Faculty/Staff Values and Attitudes

- The values and attitudes of the faculty/staff
relative to a wide range of variables (e.3.,
political, racial, ethical, religious, etc.).

Instruction/Research Resource Availability

- The accessibility of librares, audio/visual
services, museums and galleries, computing
support, instructional facilities and equip-
ment, and other fnstructional materials to
the students and faculty/staff.

Extrainstitutional Resource Availability
= The accessibility and use of experts and

facilities in the local community, state, and
region.

Physical Environment
- The adequacy, mainterance, appearance, and general
comfort of the physiral plant and grounds.

Organizational Environment
3.00
3.02

Governance and Organization
Intrainstitutional Communications

3.03 Extrainstitutional Communications
- The exchange of ideas, .nformation, and
opinions between the institution and other
institutions, agencies, and the community.

*Reprinted from Micek and Arney (1974, p. .

3.04 Institutional Support Programs

- The activities within the inscitution that
provide support for other programs (e.q.,
admimistrative services, fiscal operations,

physical plant operations, etc.).

Institutional Planning and Management

~ The emphasis an institution gives to
planning, management, resource allocation
decisions, and the utilization of resources.

3.06 Student Services

- The accessibility of student services to the
general student population and special
interest groups (e.g., ethnic groups,
vocational or avocational groups).

3.06.1 Seccial and Cultural Services
.2 Counseling and Career Guidance
Supplemental Education

General Student Support Programs

Recreational Programs

[RUE N R YN
0000
[ X=X %=1
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4.3 Social Enviromment

5.0

4.01 General Student Oemographic Characteristics
- General vital statistics of the student
populations.
4.02 General Faculty Demographic Characteristics
- General demographic characteristics of the
faculty.
4.03 Social Interactions
- The socfalrelationships and participation
in social activities among faculty, staff,
and students.
4.04 Faculty/Student Health
- The physical and mental health of faculty,
staff, and students.
4.05 Community Values and Attitudes
- The values and attitudes of the community
elative to a wide range of variables {(e.9..
politic., ethnic retations, religion, etc.).
4.06 Community Socioeconomic Characteristics

- The level of material Jife conditions 1n the
community (i.e., the general wealth and
social status within the communmity).

Economic Environment

5.01 Institutional Financia) Status
- The financial position of the institution.
5.02 Student Financial Aid
- The availabilvty of financial support for
students at the institution in the form of
scholarships, fellowships, grants, loans,
or employment.
§.03 Student Economic Status
- The general financial posit-on of tne student
population.
5.04 Student Cos.s

- The amount of money required in the form of
tuition and fees, room and board, and other
expenses for student attendance at the
institution.




included in the outcome and outcome-re.ated classifications reviewed in the

body of this document. Other such potential outcomes may be suggested,
however, by looking at the scales of the many student characteristics instru-
ments of various kinds which have been developed. As indicated in the previous
section on environment, a listing of the scales in such an instrument could
in itself be considered a classification of educational outcomes. Some of the
instruments are standardized and have demonstrated empirical validity, while
others are deficient in many respects, even though the constructs they purport
to measure may be valid. The broad categories into which instrurments mea-
suring student characteristics (including achievement status) are grouped for
review by Buros (1972) are listed in Figure 10. Development of a comprehen-
sive inventory of student characteristics and measures has evidently yet to

be attempted, but perhaps Buros would be a place to start for such an under-

taking.

Social Characteristics. Figure 11 reprints a matrix from Gross (1966) that

illustrates the large number, the diversity, and the complexity of social
systems that can potentially be impacted by postsecondary education institu-
tions. Any one of those categories in the figure consists of a multitude of
specific social systems having unique characteristics. For example, the
category of single enterprise units includes businesses and industries of

all kinds, varying all the way from a popcorn stand to a large factory. They
can vary in their size, their form of ownership, their organization, their
philosophy, the types of workers they employ, and a whole host of other
factors. To illustrate, Perrow (1970, pp. 82-83) classified industrial
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Figure 10
CLASS:zS OF STUDENT CHARACTERISTICS FOR WHICH BUROS'
SEVENTH MENTAL MEASUREMENT YEARBOOK REVIEWED INSTRUMENTS*

1. Academic Achievement and Aptitude (General)
2. Business Education Achievement
3. Character, Personality, Values, and Attitudes
4, Clerical Aptitude and Skills
5. Ccurtship and Marriage Readiness
6. Driving and Safety Education
7. Education Achievement
8. English Achievement
9. Fine Arts Achievement
10. Foreign Language Achievement
11. Health and Physical Education
12. Home Economics Achievement
13. Industrial Arts Achievement
14. Intelligence
15. Interests }
16. Listening Comprehension
17. Manual Dexterity
18. Mathematics Achievement
19. Mechanical Ability
20. Philosophy Achievement
21. Psychology Achievement
22. Reading
23. Religious Education
24. Science Achievement
25. Sensory-Motor Skills
26. Social Studies Achievement
27. Socioeconomic Status
28. Speech and Hearing
29. Study Skills
30. Vocations
31. Miscellaneous

*Abstracted from Buros (1972).
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Figure 11
ILLUSTRATION FROM GROSS (1966) OF THE VARIETY AND COMPLEXITY OF SOCIAL
SYSTEMS THAT CAN BE AFFECTED BY POSTSECONDARY EDUCATION INSTITUTIONS*

TABLE 3.3

VARIETIES OF SoCIAL SYSTEMS

People*® Groups® Formal Organizations® Territorial Entities}
Informal Govemnment
Levels Groups Families  Associations Enterprises Agencies Governments
Micro- Individuals  Small Nuclear Single Single Single Local gcvernments  Villages
systems groups families associations enterprise agencies Local communities
units Neighborhoods
System Mobs Extended Local, state, Multiunit Agency Intergovernmental ~ Towns and cities
clusters Crowds fam-lies and regional enterprises groups bodies Metropoli
federations or groups State and regional Megalopoli
Intranational states
and regions
System Tnbes National National Nationwide National states Nations
constella- federations multiunit agencies (unitary) or
tions enterprises federal
or groups
Macro- International  International International International International
systems federations multiunit agencies regions or sys- regions
enterprises tems World
or groups “Worldwide”
governmental
federations

* These columns include only simple systems. Complex systems are networks composed of formal organizations (usually different types),
groups, and individuals.
t As here defined, “territorial entity” includes a variety of other socia: systems within jts spatial boundaries. Almost every territorial entity
is a complex system.

*Reprinted from "The State of the Nation:

Social Systems Accounting" by B.M. Gross in

Social Indicators, edited by R.A. Bauer, with permission of the publisher, M.I.T. Press,

Cambridge, Massachusetts, 1966, page 173.

ERIC

IToxt Provided by ERI

48




organiration activities according to whether they were routine or

nonroutine and came up with categories such as continuous processing,
routine manufacturing, nonroutine manufacturing, research and development,
engineering, engineering prototype development, craftmanship, and custom

craftsmanship.

The "audience" dimension of the NCHEMS Outcomes Structure discussed earlier
(see Figure 5) is a classification of social groupings. Too often, post-
secondary education administrators and faculty do not even think about many
of those categories in terms of the potential impact of their institution
and programs. Once certain categories have been selected for concern,
additional subgroupings may be called for to arrive at a more concrete

level that will help guide outcome planning.

THE ORGANIZATION OF THE BODY OF THIS REPORT

Although educational outcomes may also be thought of as being effects on
small groups of people and on private organizations, outcome-oriented
classifications have generally focused only on outcomes or outcome-oriented
concepts for individuals, for society, or for individuals and society. (Of
course, depending on the group or organization, these may be subsumed and
treated under the terms "individual" and "society.") Therefore, this com-
pilation is organized into separate chapters that discuss ciassifications

which focus on "Impacts on Individuals," "Impacts on Society," and "Impacts

on Individuals and Society."




Within every chapter of the document, each classification systei or model
is discussed according to the time it entered the literature. In the
initial stages of development of the compilation, it was felt that a

more meaningful progression of discussion would be desirable. Strong
consideration was given to ordering discussion according to the sophisti-
cation and complexity of the classification, that is, discussing the
simpler, least sophisticated systems first and the most complex and
sophisticated systems last. However, there was a serious judgment problem
with doing this--for example, some systems were more complex in some ways
but simpler in others. Furthermore. some of the later, less sophisticated
systems were greatly influenced by earlier, more complex and sophisticated
systems. Thus, the 1961 Educational Policies Commission Classification,
which will be discussed shortly, is far less complex and well thought out
but was undoubtedly influenced by.the Bloom taxonomy published in 1956.
Not only would a time dimension make the order of discussion clear cut,
but it would alluw any influences of earlier classifications to be pre-
sented more effectively. It was also felt that using a time dimension
would, in the majority of cases, lead to discussion of less complicated

classifications first.
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Chapter Il

Impacts on Individuals:
Classifications Focusing on Intellectual Development

A wide variety of specific educational outcomes can be hypothesized for
students enrolled in postsecondary education. These outcomes, which
supposedly result in putcomes for the person after graduation, are generally
the main reasons students enroll in postsecondary education (for example,
see Sugarman, 1969). Postgraduate benefits that accrue to the family of

the graduate and directly to the business firm or other organization that
hires the graduate can also be included in this category. Such outcomes

are generally more similar to individual outcomes than they are to outcomes
for society, although like outcomes for individuals they may often be

expected to eventually lead to social impacts.

Some of the classification systems reviewed have been limited to the effects
on the thinking and learning of individuals that education is supposed to
bring about. Included in this area are effects on the knowledge and under-
standing a person has acquired and cognitive skills such as analyzing and
problem solving, comprehension, abstract thinking, creativity, planning,

and so forth. Classifications of such outcomes will be reviewed here.

The Harvard List of General Education Behavioral Goals. In 1943, President

James Conant of Harvard appointed a University Committee on the Objectives




of General Education in a Free Society. In their report, the Committee

listed four behavioral goals for general education on which Harvard should

focus (Harvard Committee, 1945). Those goals are listed in Figure 12.

Figure 12
GENERAL EDUCATION GOALS LISTED BY THE
HATVARD COMMITTEE*

General education at Harvard should help students:
1. To think effectively
2. To communicate thought
3. To make relevant judgments

4. To discriminate among values

*Abstracted from Harvard Committee (1945).

The Bloom and Associates Taxonomy of Cognitive Objectives. This taxonomy,

more than any other, caused educators to become interested in the classifica-
tion of educational objectives. It has probably been used, critiqued, and
empirically tested more than any other educational taxonomy, and is by far

the best known.

Bloom and his associates developed their taxonomy to cover the cognitive

domain, one of what they perceived to be three areas of individual student
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development--the other two areas being the affective domain and the
psychomotor domain. Their taxonomy was especially intended to help edu-
cators with communication, curriculum development, and evaluation. Ideas
for the taxonomy were gathered and discussed at a series of small-group
meetings from 1949-53 (two dozen people participated in those meetings)

that grew out of an informal meeting of "college examiners" attending

the 1948 convention of the American Psychological Association. A committee
of five was then delegated the task of developing the taxonomy, which was
published three years later (Bloom, 1956). They began by putting together
an extensive list of educational objectives through surveying the literature

and looking at the objectives of their own institutions.

Krathwohl (1964), in an article discussing the taxonomy's use in curriculum
building, characterized the taxonomy as an "educational-logical-psychological"
classification system. Payne (1968) agreed with this characterization and
expanded it as follows:
. . The taxonomy represents an "educational" system as the cate-

gories correspond to those about which a teacher is concerned in

developing curriculum and selecting learning experiences. It is

"Jogical" because its categories are precisely defined and can be

subdivided. It is "psychological" because it is consistent with

current thought in the psychological sciences, although it is not
tied to any particular theory. [P. 16]

Four major principles guided the development of the taxonomy. First,
the distinctions between the classes of the taxonomy were to conform to
the distinctions made by teachers (in what they say and do) among types

of student behavior. Second, the taxonomy was to be logical (have
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logical and logically ordered subdivisions) and internally consistent (terms
to have a consistent definition and to be used in a consistent manner
+hroughout the taxonomy). Third, the taxonomy was to be consistent with

the current understanding of psychologi.il phenomena. Fourth, the taxonomy

had to be a "purely descriptive scheme in which every type of educational

goal can be represented in a relatively neutral fashion" (Bloom, 1956, p. 14).

The taxonomy consists of a hierarchy of six major classes of cognitive
(intellectual) learning that extend from sinjle mental processes on one

end of a continuum to complex thinking and learning processes on the other
end of the continuum. In addition to being arranged from the simple to

the complex, the categories go from the concrete to the abstract. Further-
more, they are supposedly cumulative, in that the skills characterizing

a level require that the skills from the less complex levels have been
mastered. For example, mastery at the knowledge level is necessary before
mastery can take place at the comprehension level, which in turn is necessary

for mastery at the application level.

Four of the six classes of the Bloom taxonomy are subdivided into more
specific subclasses that also are supposedly hierarchical in nature. A

skeleton of the taxonomy is presented in Figure 13.

As indicated previously, many studies of the validity of this "learning
taxonomy" have been conducted. But as has been discussed by Kropp, Stoker,

and Bashaw (1966), there are many serious problems in validating such a
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Figure 13

THE BLOOM TAXONOMY OF COGNITIVE QBJECTIVES*

Knowledge of Specifics

1. Knowledge of Terminolcgy
2. Knowledge of Specific Facts

B. Knowledge of Ways and Means of Cealing with Specifics

Knowledge of Conventions

Knowledge of Trends and Sequences

Knowledge of Classifications and Categories
Knowledge of Criteria

Knowledge of Methodology

. KNOWLEDGE -

GV ey —

C. Kaowledge of Universals and Abstractions in the Field

1. Knowledge of Principles and Generalizations
2. Knowledge of Theorie. and Structures

’ A. Translation

[T, COMPREHENSION [~ | 8. Interpretation

C. Extrapolation

111, APPLICATION

| A. Analysis of Elements

IV, ANALYSIS —— B. Analysis of Relationships

C. Aralysis of Organizational Principles

A. Production of » Unique Communication

v, SY:}THESIS ———— B. Production of a Plan »» Proj ssed Set of Operations

~'"“-~\~\\\j__c. Derivi ' 1 of a Set of Abstract Relations

VI, EVALUATION

*Abstracted from B]ooh (1956).
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taxonomy. For an annotated bibliography that summarizes some of the major
studies, see Cox and Unks (1907). The taxonomy has been found to be useful,
Also, there has been empirical support for the order of the major categories
toward the more simple, concrete end of the continuum. There have been
difficulties in studying the validity of the order at the other end of the
continuum, however, and the support has been very weak in some cases (for

example, see Johnson, 1966).

Guilford's Structure of Intellect. Over a veriod of years Guiiford and his

associates had been working on a "structure of intellect" (1956), anu this
effort finally resulted in a cubical model to represent the structure (1959,
1967). It was discovered by factor analysis that there seemed to be t ree
general ways they could classify the various factors that had been asce.-
tained in their previous factor analytic studies: (1) according to the
basic kind of process or operation performed, (2) according to the kind of
material or content involved, and (3) according to the general kinds of
products involved. Five general classes were found in the first case,

four in the second case, and six in Lhe third. Guilford's model is pre-

;ented in Figure 14,

The 1961 Proclamation of the Educational Policies Comm »sion. In 1961,

the Educational Policies Commission of ti 2 National Education Association
and of the Ameri~an Association of School Administrators published a state-
ment about what they saw to be the central and overriding purpose of

Americar education--the development of the rational powers of man. In

ob

36




PRODUCTS

Figure
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GUILFORD'S STRUCTURE OF INTELLECT*
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the Foreword to their document they statcd that they did not mean to "mark
other educational purposes as subordinate but rather to convey the idea
that it is the thinking person who can bring all valid purposes into an

integrated whole, that rationality is a means as well as an end."

The statement of the Commission was not based on concrete, empirical data

(it is a philosophical statement of the perceptions of the Commission members),
and no members of that group thought of themselves as developing a classifica-
tion scheme for this purpose of education. Their statement did, however,
include a breakdown into what they perceived to be the components of rational
development. Furthermore, although it was undoubtedly influenced greatly by

the Bloom taxonomy, it added something new:

The free man, in short, has a rational grasp of himself, his
surroundings, and the relation between them . . . [an individual's]
strength springs from a thinking, aware mind, a mind that possesses
the capacity to achieve aesthetic sensitivity and moral respon-
sibility, an enlightened mind. These qualities occur in a wide
diversity of patterns in different individuals. It is the contention
of this ess.y that central to all of them, nurturing them and being
nurtured by them, are the rational powers of man. . . . There is a
unique, central role for the rational powers of an individual,
however, for upon them deperds his ability to achieve his personal
goals and to fulfill his obligations to society. These powers
involve the processes of recalling and imagiuing, classigyingfand
generalizing, comparing and evaluating, analyzing and synthesizing,
and deducing and inferring. These processes enable one to apply logic
and the available evidence toc his ideas, attitudes, cnd actions, and
to pursue better whatever goals:.he may have. [Pp. 4-5]

Although it does not go into detail or contain definitions as the Bloom
taxonomy does, and alt%ough it was undnubtedlv greatly influenced by
that taxonomy, the Commission's statement takes a different classifica-

tion approach and interjects new concepts into the scheme of things. The

A
Q.
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pairs of concepts listed could be considered to be in hierarchical order
from most simple and concrete to most complex and abstract, but within
each pair there also could be considered to be a similar hierarchical
arrangement, such as "“recalling" feeding into "imagining," "classifying"
feeding into "generalizing," and so forth. In addition, as one looks at
the pairs, it seems that the concepts within a pair are generally more

similar to one another than they are to concepts within other pairs.

There are discrepancies between the nrder presented here and the order

in the Bloom taxonomy for some of the same concepts. For example, in the
Bloom taxonomy, "evaluation" is located lower in the hierarchy (more
toward the abstract end) than "analysis" and "synthesis," while in the

Commission's 1isting "evaluation" comes before "analysis" and "synthesis."
The Commission's "classification system," if it were formalized, could
look something like the presentation in Figure 15. There are other ways

it could be presented, also.

Taba, Levine, and Elzey's Categories of Thought Processes. Taba, Levine,

and Elzey (1964) made a comprehensive review of the literature on studies
of thinking, and based on that formulated categories of thought processes
for use in a study on the thinking of elementary school children. In
addition, they broke each process down irnto subprocesses or operations.

This classification of thought processes is presented in Figure 16.

oW
39




Figure 15
COMPONENTS OF COGNITIVE LEARNING SUGGESTED
BY THE EDUCATIONAL POLICIES COMMISSION*

Recalling

[ I

Imagining

Classifying
t 1 ! f

Generalizing

Comparing

1119

Evaluating

Analyzing

| I
Synthesizing

Deducting
! 1 )9

Inferring

*Abstracted from Educational Policies Commission
1961, pp. 4-5).
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Figure 16
TABA, LEVINE, AND ELZEY'S CATEGORIES OF THOUGHT PROCESSES*

Grouping and Classification of Information (concept development)

1. Differentiating the specific properties of objects or
events.

2. Grouping

3. Labeling

Interpretation of Data and Making Inferences

1. Assembling concrete information (recall and retrieval of
previously learned information for assimilating new
information)

Explaining or giving reasons for certain events

Relating different points of processed information
Formulating a generalization or inference

W N

Application of Known Principles and Facts to Explain New
Phenomena

1. Predicting

2. Establishing the parameters either of logical relation-
ships or of information by which to test the validity of
predictions

*Abstracted from Taba, Levine, and Elzey (1964).

gggpé's Learning Model. Gagné (1965, 1970) also developed a hierarchical

classification of different types of cognitive learning that extend from

the more simple a.d concrete to the more complex and abstract. However,

his eight major categories differ appreciably from the Bloom categories

and the Commission's categories.
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Gagne took a much more empirical approach to the development of his
classification system than did the Bloom committee. (Logic had been
the primary basis of the Bloom taxonomy.) This is pointed out in the
following quote from Gagne (1970):

The plan to be followed in this volume is to classify some everyday
observations about learning, and thus to identify and distinguish

some varieties of situations in which learning occurs. Once these
varieties of learning have been identified, an account can be given
of the conditions that govern the learning occurrences. This will
lead to a description of the factors that determine learning, derived
insofar as possible from available evidence in controlled experimenta-
tion. By this means it will be possible to differentiate several
kinds of learning, each requiring a different set of conditions for
its occurrence. [Pp. 20-21]

Gagné also appears to have relied more on psychological theory than did
the Bloom group, even though one of the guiding principles of that group
had been to have its taxonomy classificalions conform to the current
understanding about psychological phenomena. Gagné spent much of one
chapter in his 1970 book reviewing various theoretical traditions in
psychology that applied to learning, and those traditions clearly

influenced the developmental direction taken by his classification system.

Similarly to the Bloom and associates idea, each type of learning in

the Gagné scheme cannot develop in an individual until the more simple,
concrete types of learning ability have been developed (they are pre-
requisites). Furthermore, as pointed out in the above quote, each of the
eight types of learning requires a specific set of conditions for it to

occur. In addition, each type of learning is the result of a particular




capability that is not mastered until the first time this learning takes

place.

A1l eight learning types involve a common time sequence that has four
components. The four phases of a learning sequence are: (1) Apprehending
Phase (attending to the stimulus, perceiving the stimulus, and coding the
stimulus), (2) Acquisition Phase (acquiring performance capability),

(3) Storage Phase (memory and retention of the new capability), and

(4) Retrieval Phase (recognition and recall of the stored capability and

transferring the capability to new sitiations).

Gagné's hierarchical categories of learning are presented in Figure 17.
Note that none of his major classes of learning are broken down into
subclasses. For each class, however, Gagné listed the specific necessary
conditions for that type of 1e$rning to occur, and these could have been
included in the diagram. For example, for "chaining" there are four
conditions: (1) each stimulus-response connection (1ink) of the chain
must have been learned previously, (2) the learner must reinstate the
links one after another in the proper order, (3) the links in the chain
must be executed close together in time and in succession, and (4)

repetition must occur.

The Florida Taxonomy of Cognitive 3ehavior. In 1967, staff members at

the University of Florida developea a system that would enable an observer

in a classroom to efficiently and friectively view and record cognitive
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Figure 17
GAGNE'S LEARNING MODEL*

Signal Learning (involuntary learned
reactions to specific stimuli).

!

Stimulus-Response Learning (automatic
movement of muscles in response to
specific or combinations of stimuli).

k]

Chaining (connecting together in sequence
two [or more] previously learned stimulus-
response [S-R] behaviors).

!

Verbal Association (@ subvariety of
chaining in which the chains are verbal).

!

Discrimination Learning (recognizing
distinguishing features of observables,
rejecting chains not associated with that
observable, and matching the observa.le

with a name).

Concept Learning (learning to classify
stimuli in terms of "abstracted properties").

1

Rule Learning (a chain of two or more concepts
that denotes a rule or a principle that appli s
in particular situations).

!

Problem Solving (the chaining of rules for
purposes of dealing with and controlling one's
environment).

*Abstracted from Gagne (1965, 1970).
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behavior in relevant terms (Webb, 1970). The Bloom taxonomy was modified,
based on later research, into a taxonomy with seven major levels. Since
it had been found that translation and interpretation, two components of
comprehension in the Bloom schema, represent distinct kinds of thinking,
the Florida group treated these two concepts as separate levels in their
instrument. In addition, some of the subcategories are different from

the Bloom taxonomy.

A point was made that although their classification is cumulative and
follows a complexity continuum, it does not utilize a concreteness-
abstractness continuum. They point out that "it is perfectly possible
to deal with concrete objects at a complex intellectual level or to have
knowledge of a highly abstract idea, which would represent the lowest
cognitive level" (p. 26). The Florida taxonomy was tried out in pre-
service and in-service education in Alabama, Florida, Georgia, and West
Virginia, and has been found to be useful for the purposes for which it

was designed. The taxonomy is presented in Figure 8.

Payne's Lists of Cognitive Objectives from Ebel and the AAAS Commission

on Science Education. In his book on specifying and measuring learning

outcomes, Payne (1968) categorized Ebel's (1965) discussion of cognitive
educational objectives into a list of seven objectives. He also looked
at th. .chool science curriculum developed during the middle 1960s by the
Commission on Science Education of the American Association for the

Advancement of Science (AAAS). They had prepared curriculum models
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Figure 18

THE FLORIDA TAXONOMY OF COGNITIVE BEHAVIOR*

/’ |

Knowledge of Speci®'cs

' leady
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‘dentifies sometning By “ame
Jefines negning of term
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p. 00 KnOWLEDGE !

Knowledge of ays and sens of Oealing

with Soacifics

7. Recognizes symbol

9. Citas rule

3. Gives chronologicel saquence

10. Sives steps of orocess. describes nethod
11. Citas trend

12. Nemas classification system or standard
13, Yemas what fits jiven system or standird

1.30

Cowiedge of Untvarsals and Abstractions

14 3tatas gemeralized comceot 2r {dea

15. statas a orinciple, law, theory

16. Tells about organizetion or structure

17 %ecalls name of prircipie, 8w, or theory

IZ. 70 TRANSLATION ]
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litera| statements, or vice verw
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25. Shows similarities, ¢1fferences
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41 Cisttnquishes relevant from ‘rrelevent
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41. infers ourpose, Doint-of-view, hougnts,
and feelings
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]
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45, Reorgenties ideas, veterials, srocess

16 Produces JniQue communications, Jivergent
1deas

47. 2roduces ¢ 21an, Jrooosed set of Jperations

18. Cesigns sn sooaratus

43 Jesfgns 4 structure

30 Jtverse sCneme ‘or S'asstéyirg informazion
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*Abstracted from wepb (1970).
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structured under the classes of outcomes desired. For various outcome
areas appropriate to the primary grades and to the intermediate grades
in elementary school, they had prepared booklets of behavioral objectives,
for use by scienceteachers, that were published under the title Science--A

Process Approach. For the primary grades, science education behavioral

objectives were developed for the following outcomes: observing, recog-
nizing and using number relations, measuring, recognizing and using space/
time relations, classifying, communicating, inferring, and predicting.

For the intermediate grades, the cited outcomes were formulated hypotheses,
making operational definitions, controlling and manipulating variables,
experimenting, formulating models, and interpreting. Payne included in

his book a list of nine overall cognitive objectives that were based on

the classes of objectives formulated by the AAAS Commission.
Payne's 1istings of the Ebel and AAAS cognitive objectives are presented

in Figure 19. Althouéh they are both simply lists of objectives, they

constitute two quite different classifications of cognitive objectives.
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Figure 19
PAYNE'S LISTS OF COGNITIVE OBJECTIVES FROM
EBEL AND THE AAAS COMMISSION ON SCIENCE EDUCATION*

Ebel (1965) AAAS Commission (mid-sixties)

—
.

1. Understanding of terminology,
vocabulary

Identifying

2. Distinguishing
2. Understanding of fact or de-

scriptive detail 3. Naming

3. Ability to explain or illustrate 4. Ordering

4. Ability to calculate 5. Describing

5. Ability to predict under specified 6. Applying rules
conditions

7. Stating rules
6. Ability to recommend appropriate

action 8. Demonstrating
7. Ability to make an evaluation 9. Interpreting
judgment

*Excerpted from "ayne (1968, p. 24).
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Chapter ill

impacts on Individuals:
Classifications Focusing on
Emotirnal, Culturai, and Social Development

A person may be a genius intellectually, possessing an abundance of all

the ~ognitive skills referred to in the previous section, and still be a
complete failure in our society because he or she lacks feelings, maturity,
interpersonal skills, and so forth. Almost everyeventin a person's 1ife
involves feeling and emotion, and most psychologists and ccunseiors would
consider it important that a person have many such affective qualities, and
that they not be superficial and suppressed. On the other hand, these advisers
would contend that it is also important that one be able to control his or her
emotions (maturity), using cognitive reasoning or “"common sense," so that

they do not get "out of hand." Autonomy, flexibility, openness, willingness
to take a stand, and independent attitudes and values, on one hand, are
tempered by such factors as social and cultural teachings and expectations
(socialization) concerning individual responsibilities, attitudes, values,
interpersonal relations, practices, and actions. Conceivably, if proper
development in this broad area takes place, what should res'.1t is a happy,
satisfied, secure (both vocationally and mentally), confident, inter-
person3dl1ly effective, and socially concerned individual. Classifications

that have focused on this type of development are reviewed in this section.




The Cardinal Principles of Educatisn Set Forth in 1918. 1In 1913, a

Commission on the Reorganization of Secondary Education was formed, and

in 1918 the Commission issued a report that listed what they considered

to be the main objectives of education. The Commission made it clear

that these . plied to all levels of education, nct just to secondary edu-
cat on. The emphasis in these was completely on the noncognitive.
Although the objective "command of fundamental processes" included mention
of reading, writing, arithmetical computaticns, and the eiements of oral
and written expression, ard these have definite cognitive components, even
here the cognitive was not emphasized. Of course, preparing people for

a vocation will have a large cognitive component for many peonle also, but

once again the cognitive aspect was played down. The Commission's thinking

is embodied in the following quote:

The purpose of democracy is so to organize society that each member
may develop his personality p:imarily through activities designed
for the well-being of his fellow member, and of society as a whole.

. In order to determine the main objectives that should guide
education in a democracy it is necessary to analyze the activities of
the individual. Normally he is a member of a family, of a vocational
group, and of various civic groups, and bv virtue of these relation-
ships he is called upon to engage in activities that enrich the family
life, to render important vocational services to his fellows and to
promote the common welfare. It follows, therefore, that worthy home-
membership, vocation, and citizenship, demand attention as three of
the leading objectives. . . . Leisure, if worthily used, will ) ..reate
his powers and enlarge and enrich iife, thereby making iiim better able
to meet his responsibilities. .. .To discharge the duties of 1ife and
to benefit from leisure, one must have gocd health. . . . There are
various processes, such as reading, writing, and arithmetical computa-
tions, and oral and written expression, that are needed tools in the
affairs of life. .. .And, finally, the realization of the objectives
alread: named is dependent upon ethical character. [Pp. 9-10]




fhe Commission believed that "distinguishing and naming" these 2bjectives
would direct more attention and effort to their fulfillment. And it was
clear that they perceived that these should definitely be the "principal
aims in education." The seven principal aims of education set forth by
the Commission are listed in Figure 20. There was no indication why they

listed and numbered them in this order.

Figure 20
THE CARDINAL PRINCIPLES OF
EDUCATION SET FORTH IN 1918*

1. Health

2. Commend of Fundamental
Proczsses

3. ‘lorthy Home Membership
4. \Vocation

5. Citizenship

6. Worthy Use of Leisure

7. Ethical Character

*Abstracted from Commission
on the Reorganization of Secondary
Education (1918).

Bobbitt's Ten Goals for Education. In his History of Problems of Education,

Brubacher (1966) discussed a set of educational goal areas that had been




proposed by Bobbitt (1924) in the early twerties, which expand on the

Seven Cardinal Principles discussed previously.

To arrive at sound educational objectives and thence at an effective
curriculum Bobbitt proposed to make an "activity analysis" of the
After a wide

broad range of human experience into its major fields.

examination of materials ranging from newspapers to the Encyclopedia
Britannica and from literature to science, he proposed ten major

fields. In arriving at these ten he was apparently no 1ittle influenced
by the Seven Cardinal Principles of Secondary Education, which preceded

his own Tist by half-dozen years; these principles in turn bore an
obvious resemblance to Spencar's What Knowledge Is Most Worth?

[Pp. 283-284]

Brubacher states:

Bobbitt's ten goals are listed in Figure 21.

10.

Figure 21

BOBBITT'S TEN GOALS FOR EDUCATION*

Language Activities
Health

Citizenship

General Social Contacts
Keeping Mentally Fit
Leisure Occupations
Religious Activities
Parental Responsibilities

Unspecialized Practical
Activities

Vocational Activities

*Excerpted from Brubacher

(1966, p. 284).




The Principal Aims of Education Set Forth in 1938. In 1938, .he

Educational Policies Commission of the National Education Association
published a book that discussedin great detail what they saw as the
primary purposes of education in American democracy. They formulated
a large number of objectives and organized them und2r four headings:
self-realization, human relationships, economic efficiency, and civic
respensibility. However, none of the objectives emphasized cognitive
development. The classification prepared by the Commission is shown in

Figure 22.

The Krathwoh1l, Bloom, and Masia Taxonomy of Affective Objectives. Because

of the success of the Bloom taxonomy of cognitive objectives, and because
most of the affective goals mentioned in the literature were so general
that they had 1ittle real meaning, Krathwohl, Bloom, and Masia (1964)
proceeded with the development of a similar taxonomy for the affective
domain. Not only were the affective objectives listed in the literature
far less clear and specific than had been the case in the cognitive domain
(in addition, 1ittle empirical research or evaluation activities had been
conducted in this area), .ut appropriate continuuis for classifying and
ordering affective objectives were not as apparent as had been the case
for the cognitive domain; "simple to complex" and "concrete to abstract”
did not seem appropriate. Finally, after an analysis of the range of
meanings for terms like interests, attitules, values, appreciation, and
adjustment, the concept of "internalization" (similar in concept to the

commonly referrad to "socialization") was used.
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Figure 22

THE PRINCIPAL AIMS OF LDUCATION SET FORTH IN 1938*

A. The Objectives of Self-Realization

12.
13,

DEVELOP AN
EDUCATED PERSON

"
—OWRBNONLWN =

1.
2.
3.
4,
5.

6.
7.
8.

/

Inquiring mind

Speech (clearly)

Reading (efficiently)

Writing (effectively)

Number (problems of numbers and calcutation)

Sight and hearing (skilled in listening and observing)

Health knowledge

Health habits

Public health (improved communities)

Recreation (participant and spectator)

Intellectual interests (mental resource for the use
of leisure)

Esthetic interests (appreciates beauty)

Character (gives responsible direction to one's 1ife)

The Objectives of Human Relationship

Respect for humanity

Friendships (rick, sincere, and v.ried social life)

Cooperation (can work and play with others)

Courtesy (observes amenit.es of social behavior)

Appreciztion of the home (appreciates the family as
a sofal institution)

Coi.orvation of home (conserves family ideals)

Homemaking skills

Democracy in the home (maintains democratic family
relationship)

C. The Objectives of Economic Efficiency

Work (knows the satisfaction of good workmanship)

Occupational information (understands requirements and
opportunities for various jobs)

Occupational choice (selected his occupation)

Occupational eificiency (succeeds in chosen occupation)

Occupational adjustment (maintains and improves his
efficiency) ’

Occupational appreciation (apnreciates the social value
of his work)

Personal economics (plans the economics of his c¢wn 1ife)

Consumer judgment (develops standards for guiding his
expenditures)

Efficiency in buying (an informed and ski1lful buyer)

Consumer protection (takes appropriate measures to
safequard his interests)

D. The Objectives or Civic Responsibility

2.

DEVELOP AN
EDUCATED PRODUCER 2
\ 6.
7.
8.

DEVELOP AN
EDUCATED COHSUMER® .
\10.
1.
2.
3,
4,
DEVELOP AN 5.

6.
7.

8.
9.
10,
1.
12.

EDUCATED CITIZEN

/\

Social Jjustice (sensitive to disparities of human circumstance)
Social activity (acts to correct unsatisfactory conditions)
Social understanding (seeks to understand social structures
and processes)
Critical judgment (has defenses against propaganda)
Tolerance (respects honest differences of opinion)
Conservation (has a regard fcr the nation's resources)
Social applications of science (measures a scientific
advance by {ts contribution to the general welfare)
World citizenship (cooperating member of the world community)
Law observance (respects the law)
Economic Titeracy (economically literate)
Political citizenship (accepts his civic duties)
Devotion to democracy (answ2ring loyalty to democratic ideals)

*Abstracted from Educational Policies Commission (1938},
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A skeleton fcr their taxonomy is shown in Figure 23. The subcategories
within a level are in a hierarchical order according to their location con
the internalization continuum. The taxonomy can be applied to a variety

of affective concepts, such as adjustment, appreciation, attitudes, commit-
ment to a person or task, enjoyment, interest, satisfaction, value, and

so forth.

Harvey's Proposed Model for Educational Effects on Belief Systems. Harvey

(1972) has found evidence of and worked with four specific belief systems
that are located on a continuum from concrete to abstract. Based on a
variety of research studies, he listed twelve indicators of greater
concreieness in beliefs:

1. Simpler cognitive structure in regard to domains of high
involvement

2. Greater tendency toward more extreme judgments of one way or
the other

3. Greater reliance upon status and power than upon information
and expertise as guidelines to beliefs and judgments

4. Greater intolerance of ambiguity and uncertainty (high scores
on measures of authoritarianism and dogmatism)

5. Greater sense of discomfort when inconsistency is made apparent
(extols the virtues of being consistent in beliefs and is
unknowingly more inconsistent in beliefs than the abstract person)

6. Greater rigidity in solving complex and/or changing problems

7. Greater insensitivity to subtle clues in the environment

8. Less capacity to “act as if," to assume the role of the other,
or think and act in terms of a make-believe or hypothetical
situation

9. Greater strength of opinions, and more certainty that the opinions
will not change
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Figure 23

THE KRATHWOHL, BLOOM, AND MASIA TAXONOMY OF AFFECTIVE OBJECTIVES*

1.1 Awareness

1.2 Willirgness to Receive

1.0 Pecervineg (ATTEMDING)

1.3 Controlled or Selected Attention

-
_____,——"'I 2.1 Acquiescence in Responding

] L
2.0 RESPONDING 2.2 Willingness to Respond
2.3 Satisfaction in Response
3.7 Acceptance of a Value
3.0 VaLuirs — 3.2 Preference for a Value
\ 3.3 Comni tment

! A______————“""'—_——> 4.1 Conceptualization of a Value

4,1 ORGANIZING

- 4.2 Organization of a Value System

5.C CHARACTERIZING BY A 5.1 Generalized Set
VALUE oR VALUE CoMPLEX

5.2 Characterizztion

*Abstracted from Krathwohl, Bloom, and Masia {1964).
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10. Greater need for structure, rule orientation, dictation of
procedure, and frequency of use of explained rules, iess
flexibility and encouragement of individual responsibilities
and originality--more dictatorial

11. Greater tendency toward trite and normative behavior

12. Greater tendency to form and generalize impressions o7 other
people from highly incomplete information

Cluster analysis of the scores on a conceptual systems test that had been
successfully used to place respondents into the four belief systems
yielded six highly consistent clusters. Furthermore, Harvey and his
associates found that under certain conditions education can move belief
systems toward System No. 4, the most abstract one, which he favors.

A diagram depicting one possible view of Harvey's scheme is shown in

Figure 24.

Crawford and Twelker's Affective Outcomes of Simulation Games. Crawford

and Twelker (1972) identified affective outccmes of simulation games that
"have been repeatedly reported across observers, games, classes of learners,
and repeated trials" (p. 134). They admitted that there were serious
problems in the observational methods used (e.g., observers not impartial),
but members of their own staffs, as well as others from a variety of institu-
tions, had consistently observed the same things. Seven different af-

fective outcomes were included in their list and are presented in Figure 25.
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Figure 24
HARVEY'S PROPOSED MODEL FOR EDUCATIONAL
EFFECTS ON BELIEF SYSTEMS*

Belief System 1 - Concrete Functioning

Belief System 2 - Tends to distrust, reject, and

weigh negatively many of the cues, aspecially BELIEF SYSTEM COMPONENT
those relating to established custom and authority, FACTORS

which are used as positive guidelines and signs of

validity by persons of System 1. 1. Divine Fate Control

2. Need for Structure
and Order

Belief System 3 - Representatives of this system
are more abstract, less dogmatic, less pro- or 3. Need to Help People
anti-establishment, and less evaluative than indi-

viduals from either System 1 or System 2. At the

. 4. Need for People
same time they are more concerned with inter-

personal harmony, empathic understanding, mutual 5. Interpersonal
dependencies and highly developed skills of inter- Aggression
personal manipulation aimed at averting social

isolation, aloneness, interpersonal rejection and 6. General Distrust

failure when having to perforin alone.

Belief System 4 - This, the most abstract of the
four systems, is characterized by nigh task orien-
tation, information seeking, low dogmatism,
creativity (in the sense of offering solutions to EDUCATION
problems that are high in both novelty and appro-
priateness), openness to inpu’s from diverse
sources and a high independerice of judgment.

*Abstrac.ed from Harvey (1972).




Figure 25
CRAWFORD AND TWELKER'S AFFECTIVE
OUTCOMES OF SIMULATION GAMES*

1. Involvement

2. Emotion

3. Perception of cthers

4. Attitudes

5. Self perception

6. Expression of feelings

7. Interaction among students

*Abstracted from Crawford and
Twelker (1972).

The Klopfer Structure for the Affective Domain in Relation to Science

Education. Klopfer (1973) developed a classification matrix for the
affective domain in science education that used the Krathwohl, Bloom,
and Masia classification for one axis and scierce phenomena for the

other axis. His structure is presented in Figure 26.
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Figure 26
THE KLOPFER STRUCTURE FOR THE AFFECTIVE DOMAIN
IN RELATION TO SCIENCE EDUCATION*

EVENTS IN THE NATURAL WORLD
B8iological events
Physical events

BEHAVIORS
CHARACTER-
IZATIGN OF A
RECEIVING RESPONDING VALUING ORGANTZATION VALUE COMPLEX
[5-]
z
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ACTIVITIES

Informa) (generally outside of school)
science activities
science-related activities

formalized science learning activities in school

SCIENCE

Science as a source of knowledge about the natural world
science in general
any content area in science

Science as an enterprise organized to gain understanding of the
natural world

Science in its interrelationships with society
Scientists as people -

[HQUIRY
Processes of scientific inquiry
Scientific inquiry as a way of thought

Inquiry as a way of thought
in association with phenomena and problems in science
in association with phenomena and problems not in science

*Adapted ‘from Klopfer (1973, p. 25).




Chapter IV

Impacts on Individuals:
Classifications Focusing on
Physical and Psychomotor Development

The Bloom and Krathwoh1 group had postulated a third domain for their
taxonomy of educational objectives, a psychomotor domain which emphasizes
Muscular or mctor skill or coordination and physical dexterity and
manipulation. However, their search of the literature revealed few
educational objectives in this area, so they did not proceed to develop a
psychomotor classification system. Since that time there has been a
heightened interest in this area, however, and a number of attempts to

develop such a classification have been made.

Most people have considered psychomotor objectives to be important primarily
for the elementary and secondary school levels of educatior,. However, the
following quote from Ragsdale {1950) about elementary education applies also
to postsecondary education:

Every classroom subject and also every extra-curriculum activity

includes motor behavior of some kind. It may be no more than speech

or handwriting or a general Postural base for social or intellectual

activity; in many cases, however, the motor behavior in itself is the
most important thing to be learned. [P. 66]

It is certainly true that college courses in physical education, science

(1aboratory courses), music, drama, art, speech, and so forth, require




primary emphasis on motor activity and coordination. Professional programs
such as medicine, engineering, and architecture also emphas”ze this area.

Furthermore, if an outcomes taxonomy is to cover all of postsecondary edu-
cation, the vocational programs that enroll millions of students must also
be considered. Most of these Programs emphasize psychowctor skills such as

perception, dexterity, and ccordiration.

The psychomotor domain alsv involves cognitive and affective behaviors. cust

as the cognitive and affective domains are not mutually exclusive, neither is
the psychomotor domain separate from either of the other domains. Nevertheless,
as pointed ouv by Krathwchl, Bloom, and Masia (1964), teachers and curriculum
developers do make distirctions in their educational objectives "between problem
solving and attitudes, between thinking and feeling, and between acting and

thinking or feeling" (p. 7).

The psychomotor area i< mereiy one part of the area of physical health and
develo. 2nt. This entire broad area has long been considered especially

important by some in postsecondary education as evidenced by the formation
in 1920 of the American College Health Association and the publication of

a number of bocks and monographs in this area, for example, College Health

Services in_the United States (Farasworth, 1965). Although some taxonomies

have focused specifically on psychomotor educational objectives, .iowever,
none were found in che 1iterature to have focused exclusively on “he broader
health A a {even at the elementary school level, where there is almost
universal ack:: vledgment about the importance - physical health and develop-
ment). This area was acknowl: dged in a number of the still broader, overall

classifications to be discussed in a later chapter of the document, however.
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The Ragsdale Categories of Motor Activities. Ragsdale (1950) felt that

it would be helpful for teaching objectives and curriculum development to
group motor activities into three categories based on the focus toward which
the activity is directed: (1) a focus on manipulating or acting with direct
reference to some object; (2) a focus on using body movements to construct or
apprehend.symbols for communication or information, for example, speaking,
writing, eye movements; and (3) a focus on communicating emotion or feeling.
The focus in each of these categories .s in two directions: pattern ("style,
form, internal organization, and coordination with external objectives or
events" [p. 70] and efficiency (time and energy saving). A skeieton for
Ragsdale's classification is shown in Figure 27. Note that the three cate-
gories are hierarchical in that there is a cc inuum from "concreteness" to

"abstract" on which they fall.

Figure 27
RAGSDALE'S CATEGORIES OF MOTOR ACTIVITIES*

Pattern Efficiency
(1) Object-Motor Activities ‘
(2) Language-Motor Activities
(3) Feeling-Motor Activities
*Absi.acted from Ragsdale (1950).
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Guilford's System of the Psychomotor Abilities. Another early cttempt to

develop a structure of the psychomotor domain was made by Guilford (1958).
During a period of three years, he had develoned a hierarchiral "'structure
of intellect,' in which the known intellectual factors have found places

and a number of unknown factors have been predicted by the system' (p. 164).
In addition to new concepts of cognitive functioning being suggested by, the
system, the system m~de clear the "interrelationships of abilities within a
functioning individual.” Therefore, Guilford decided to try to develop a
similar system for the psychc otor domain, based on ctudies that had been
reported in the literature. The name of each factor found in the literature
was typed onto an index card along with its reported properties and names of
tests that had been found to identify it. Then an analytical sorting process

was used to develop the two-way classification shown in Figure 28,

The Abernathy and Waltz Framework for Human Movement. Abernathy and Waltz

(1964) believed that physical education should become an acknowledged
oizcipline, and they felt that the place to star* was to develop a systematic
way of examining the phenomena of movement. Three principles that they felt
were important in develcping such a framework were that the iramework shculd:
(1) emphasize the three main relevant variables "man," “"movement," and
"environment"; (2) “nster "generation of testable hypotheses" and a "synthesis
of the expanding knowledge" in the area; and (3) provide a coherent view of
these complex phenomena. A beginning effort toward such a frame of reference
"was diagrammed by Waltz for use with freshman students," and his diagram is

shown in Figure 29. The horizontal lines represent *he relevant variables
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Part of the Body Involved

Figure 28

GUILFORD'S SYSTEM OF THE PSYCHOMOTOR ABILITIES

Type of Ability

Sta‘ic Dynamic Coor-
Strength  Impulsion Speed Precision Precision dination Flexibility
general general static dynamic gross
Gruss strength reaction balance balance bodily
coordina-
tion
trunk time trunk
strength flexibil-
Trunk ity
1imb 1imb arm arm arm leg
. strength thrust speed steadiness| aiming flexibil-
Limbs .ity
tapping hand hand
Hand aimirg dexterity
finger finger
Finger speed dexterity

*Adapted from Guilford (1958, p. 165).




Figure

29

THE ABERNATHY AND WALTZ FRAMEWORK FOR HUMAN MOVEMENT*

Human Movement is initiatcd by

P URP O S E

——

to ieve — to colymuaicate -— to &pr?& clate

is xgstricted /by

PHYSI\C\A

IMITS

the limits
of body potential
(structute . . . function)

the fimits
of environmental lows
(gravity . . . motion . . . foree)

— —

and mo

MOVEMENT. \KFRIEN(,FS

cLﬁcd by
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attitudes — tran tions — strmls — goals
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sounds -— space
/ R

The Proceys of Moving

Occurs through space, 1n time, W
Can be described in terms of i
movements, ‘undamcental saills;

or may not be eflicient in teims
ccived variantly with occutiance.

be used to control cquilibrium -~ to give ind receive impetus. May

ith quality (level-tempo-force .. .)
ts compouents: Jdimensions. basic
its desigr: patterns and style Can

of mechaaics and purpose. Is per-
the mover. and observers.

L____._._-_J

H

nd

IS A MODIFIER OF IT]

5 OWN DETIRMINANTS

*Reprinted from Abernathy and Waltz (1964).
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that affect movement, with the name of the variable posted above the line
and basic components of the variable identified below the line. The
diagonal lines signify the many potential interactions of the various
factors. The top part of the chart represents the internal and external
initiators, limiters, and modifiers of movement; lower down the focus
changes to a description of the process of moving and then to a focus on
the effects of movement experiences. Abernathy and Waltz claim the
following for their model:

The model was designed to emphasize the interrelationships of what
were acsumed to be the major descriptive and theoretical constructs,
and to promca a "situations" or "relations" approach wherein move-
ment would be studied in the context of occurrence. Variables were
represented as continuums interacting in, and in relation to, a
physical-social-internal environment to avoid any suggestion of
additive segments or of one-to-one causal connections, and to imply
the necessary reference to duration in time. Other considerations
in the selection of design and content included efforts to show tia
relatedness of the movement phenomenon to concerns derived from other
fields of inquiry, and to establish some operational boundaries by
which the breadth of study might be 1imited. Numerous assumptions,
including an obvious idiomatic and emergent approach to the nature
of man, are implicit in the model. [P.4]

The Simpson Taxonomy of Psychomotor Objectives. Simpson (1966) was the

first person to provide the literature with a classification designed
specifically to give detailed structure to the third domain posited by

the Bloom and Krathwohl group. Her primary organizational principle was
complexity, and she had a hierarchy of major categor ‘es going from simple

to complex. In addition, each of these categories was a necessary sequential
step toward the performance of a motor act. Four of the five major cate-

gories in her initial classification were divided into subcategories that




were also sequentia’ in nature and seemed somewhat to meet the complexity
principle. After receiving reactions to her initial classification from
a number of interected persons who had read it, Simpson added two more

major categories (1972), making a total of seven.

The work was initiated in 1964-65 by a small grant from the Bureau of
Educational Research at the University of I1linois. After a comprehensive
review of the literatur .cusing particularly on previous ways of
classifying psychomotor activities, her research team collectea and
analyzed the behavioral objectives that they were able to find for this
domain. Then laboratory analysis of selected tasks was undertaken to
explore the nature of each activity by observation and introspection.

Her final method of "sorting things out" consisted of "confere--2s with
schola~s who have specialized knowledge of the nature of psychomotor
activity, development of classification systems for educational objectives,
and of the areas of study where educational objectives in the psychomotor

domain are of paramount concern" (1972, p. 46).

The organizing principle use. for the development of the taxonomy was the
definition for psychomotor objectives given by Krathwohl, Bloom, and Masia
(1964): Those objectives which "emphasize some muscular or motor skill,
some manipulation of material and objects, or some act which requires
neuromuscular coordination” {Simpson, 1966, p. 17). A skeieton for the

Simpson taxonomy is presented “n Figure 30.
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rigure 30

THE SIMPSON TAXONOMY OF PSYCHOMOTOR OBJECTIVES*

1,0 PERCEPTION (An essential first step

in performing a rotor act.

This 1s

the process of becoming aware of
objects, qualities, and reactions.)

1.1 Sensory Stimulation
1.11 Auditory
1.12 visua)
1.13 Tactile
1.14 laste
1.15 Smetlt
1.16 Kinssthetic (muscle sense)

!

2.0 SET (A prenarato
readiness for a

ry adjustment or

1.2 Cue Selection (Deciding what cues cne
must respond to in order to satisfy the
specific requirements for performance
of the desired task.)

1.3 Translation (Relating perceptinn to
action in periorming a motor act.)

2.1 Mental Set |

specific kind of

action or experience )

{

—
~ 2.2 Phystcal set ]

2.3 Emotional Se;41

3.0 GUIDED RESPONSE
abilities which
a more compiex s

(Emphasis on the
are compcaents of
kill.)

| 3.1 Imitation '

i 3.2 Trial and Error ]

4.0 MECHANISM (The 1
become habitual
with some amount
skill.)

earned response has
and can be performed
of confidence and

!

5.0 COMPLEX OVERT RE
movement pattern

SPONSE (A complex
can be performred

with a high degree of skill,)

f

6.0 ADAPTATION (Alte
ectivities to Te
ferent needs and

ring motor
et new and dif-
problems.)

|

7.0 ORIGINATION (Creation of new motor

acts and ways of

of previously learned skills in

this area.)

ranipulation nut

5.1 Resolution of Uncertainty (The individual
knows the sequence of skills required and
can proceed with cor idence.)

5.2 Automatic Performance (Finely coordinated
neuro-muscular skills can be perforred with
much ease and ruscle control.) J

*Abstracted from Simpson (1966, 1972).

J1
69




Simpson presented an application of her scheme and reported that it had
been tried out and used successfully to describe educational problems
(1972, pp. 54-55). Comnlex problems such as "learning to use the sewing
machine in garment construction" c-nsist of many specified educational

objectives that fall within more than one level of her taxonomy.

Another conclusion reached in Simpson (1972) was that many broad objectives
involving much motor activity should not be classified in the cognitive
domain but rather in a broader category:

Another problem, one that is frequently encountered in analyzing
educational objectives in all three domains, had to do with the
lack of specificivy of objectives as given in many curriculum
guides. That is, many that certainly involved a great deal of
motor activity, almost equally also involved the other domains.
These were broad objectives, such as: Ability to give a success-
ful party. Ability to conduct a meeting. Ability to conduct a
play for small children. These investigators finally concluded
that these were in an "action-pattern”domain (a term coined by
Loree [1965]), hence beyond and encompassing the other three
domains. [P. 48]

Cratty's Framework for Psychomotor Learning Qutputs. Cratty (1969)

develuped a framework based on the assumption that factors at three
levels influence educational performance and learning outputs: 'general

supports of behavior," "ability traits for the area of concern," and
"factors specific to the task and situation " He applied it especially

to the psychomotor area, but made clear his belief that the same sort

of frarework applied to other areas of learning also. A diagrammatical

presentation that Cratty developed for his framework is shown in Figure 31.

It is a triangle divided into three levels, described as follows:




Figure 31
CRATTY'S FRAMEWORK FOR PSYCHOMOTOR LEARNING QUTPUTS*

Past axperience

Spatial dimenssons
Practice conditions

TASK SPECIFICS

Foreo requirements

Amount of visusl monitoring

Social conditions present

—_
PERCEPTUAL-MOTOR Arm-—leg speed Static strength
ABILITY TRAITS
Finger -wrist speed Trunk strength
Baliistic strength Wrist—-arm accuracy

i
J

GENERAL
SUPPORTS OF
BEHAVIOR
Cheracteristic stats of arousal General aspiration level
Persistence 8t & tagk Abtirty to anslyzs task mechanics

*From Cratty (1969, p. 27). Copyright (©) 1969 by
Charles C. Thomas, Publisher. A1l rights reserved.
Reprinted with the permissicn ¢f the publisher.
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At the base level are general behavioral supports, including
aspiration level, arousal, ability to analyze a task, and perhaps
various perceptual abilities. Attributes at this ievel, it is
believed, can be demonstrated to influence a variety of kinds of
human behavior, including verbalization, cognitior, tasks which
might be classified as intellectual as well as perceptual-mntor
abilities. These qualities at the base of our pyramid are
relatively fixed but “n turn are influenced and modified by an
individual's self-assessments of performance attained.

At the second level are various perceptual-motor factors spawned
by the factorial studies. . . . These intermediate traits are
influential or perceptual-motor performance and are usually not
demonstrated as supportive of cognition or verbal behavior.

At the apex of ihe triangle are placed factors specific to the

task and situation. Such factors as the unique energy demands of
the task, the immediate values impinging upon the motivational state
of the performer, the perceptual components specific to the task,
the unique kinds of past experiences in the task, the practice
conditions, the social characteristics of the situation in which

the task is performed, as well as the task's specific movement
patterns (i.e., force requirements and velocities) may be found
there. [Pp. 24-25]

Fleishman's "Structure" of Psychomotor and Physical Proficiency Abilities.

Over a period of 18 years, Fleishman (i972) and his associates at the
American Institutes for Research "investigated more than 200 different
(psychometor) tasks administered to thousands of subjects in a series »¥
interlocking studies" (p. 59). Correlational and factor analyses revealed
11 distinct psychomotor abilities and nine distinct physical proficiency
abilities. In addition, for each ability, they identified and described
the tasks (tests) which best measure that ability. The abilities for the
two areas that determine success in learming or performing psychomotor
skills are presented in Figure 32. An ability "refers to a more general

trait of the individual which has been inferred from the correlations

94
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Figure 32
THE PSYCHOMOTOR AND PHYSICAL PROFICIENCY "STRUCTURE"
IDENTIFIED BY FLEISHMAN*

PSYCHOMOTOR TASKS

PSYCHOMOTOR SKILLS

|/ .L

Psychomotor Abilities Physical Proficiency Abilities

1. Control Precision 1. Extent Flexibility

2. Multilimb Coordination 2. Dynamic Fiexibility

3. Response QOrientation 3. Explosive Strength

4. Reaction Time 4. Static Strength

5. Speed of Arm Movement 5. Dynamic Strength

€. Rate Control 6. Trunk Strength

7. Manual Dexterity 7. Gross 3ody Coordination
8. Finger Dexterity 8. Gross Body Equilibrium
9. Arm-Hand Steadiness 9. Stamina

10. Wrist-Finger Speed
11. Aiming

T *Abstracted from Fleishman (1972).
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obtained among performances of individuals on certain kinds of tasks .

(while) the term skill refers to the leve’ of proficiency on a specific

task or limited group of tasks" (p. 48). This means that a skill may

require a v ~iety of abilities to do the task required.

The Kibler, Barker, and Miles Classes of Psychomotor Objectives. Sinrce

they were not aware of any attempt to systematically classify psychomotor
behaviors, Kibler, Barker, and Miles (1970) decided to initiate such an
effort by formulating a set of subclassifications of cuch behaviors. They
did not intend that these categories should represent a taxonomy, but felt
that further refinement and analysis of these categories by other educatcrs
might eventually lead to a taxonomy for this domain. The categories were
derived largely from research and theory in child development, and the
skills are listed according to the sequence in which they develop in young
children. They are ordered from the simple and gross to the complex and
finely tuned or detailed. An outline of the classes is presented in

Cigure 33. Interestingly, in the same section of a revision of this book
(Kibler, Cegala, Barker, and Miles, 1974) the authors replaced their former

classes with the Simpson taxonomy, which was just discussed.

Singer's Model for the Psychomotor Domain. Singer (1972) prepared a

creative model with which to lead off a conference into a discussion of
the psychomotor domain. It does not go into great detail, but it gets
across something that most of the models in this area have ignored. The

model clearly indicates that how we think, feel, and perceive affects

b




Figure 33
THE KIBLER, BARKER, AND MILES CLASSES OF PSYCHOMOTOR OBJECTIVES*

.10 Movements Involving the Upper Limbs

1.20 Movements Involving the Lower Limbs

1.0 Gross BopiLy MoveEMENTS

.30

Movements Involving Two or More
Bodily Units

Hand/Finger Movements

2.20 Hand/Eye Coordination

|

2.0J FIneELY COORDINATED [MOVEMENTS

2.30 Hand/Ear Coordination

Hand/Eye/Foot Coordination

Other Combinations of Hand/Foot/
Eye/Ear Movements

Facial Expressions

3.10
|

2,00 NonverBAL COMMUNICATION BEHAVIORS e 3.20 Gestures

3.30 Total Bodily Movements

4.10 Sound Production

’ 4,20 Sound/Word Proguction
4,00 SpeecH BEHAVIORS

4,30 Sound Projection

4.40 Sound/Gesture Coordination J

*Rbstracted from Kidbler, 3arker, and Miles (1970).




movement behavior and is intertwined with it. The Singer model is
presented in Figure 34. According to Singer, it “"depicts the possible
scope of the psychomotor domain and the kinds of abilities leading to
various acts which constitute motor behavior" (p. 12). Another impor-
tant point is that "no continuum of activities is intended." The entire
model is based on two objectives: (1) to master tasks and (2) to attain
skills. The two objectives are closely related: you cannot master

the task unless you have attained the proper skills, and you cannot
demonstrate the attainment of the skills except through showing mastery
of appropriate tasks. (The reason the cognitive vector directed toward
the physical tasks vector is drawn with dashes is that physical tasks as
defined here require little cognitive involvement and that only at the

Tower [simple] cognitive levels.)

Harrow's Taxonomy for Psychomotor Objectives. Another attempt to provide

detailed structure for the psychomotor domain was reported by Harrow
(1v72), whose goal was to develop a functional taxonomy that would have
practical use to classroom teachers, curriculum designers, and educational
researchers. She also cautioned that learning behaviors dn not fall neatly
into the three domains and that anyone forming behavioral objectives must
isolate the specific behavior before a "clean-cut" classification can be

made.

Harrow's work is more empirically oriented than the other psychomotor

domain attempts and it goes into morz detail. For each level of her




Figure 34
SINGER'S MODEL FOR THE PSYCHOMOTOR DOMAIN*

PSYCHOMOTOR DOMAIN

—~———— Cognitive Abilities --------- - | - Cognitive Abilities ——— =

Affective Characteristics —————=

o —— Affective Characteristics

Motor Abilities ——

—~—————— llotor Abilities

] ‘ !

Motor Skills Physical Tasks Perceptual -Motor
tasks requiring

3 (required to Behavior
execute a (the tasks which

minimal cogni-

desired act) tive input have a large

conceptual com-

ponent)

Fine Motor Medium Gross Motor Physical Non- Language Body Expleration
Skills Skills Skills Fitress volitional Skills Awareness of Space
(maximum {(medium (minimum (strength, Behavior
complexity ~omplexity complexity endurance, (primarily
and detail) and detail) and detail) speed, and reflective)

flexibility

of body

parts)

MOVEMENT BEHAVIOR

*Abstracted fro. Singer (1977).
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taxonomy she cites various research studies upon which her organization

and terminology choices were based. In addition, her classification is
based on accepted theories and principles. It is hierarchical, with six
major levels "arranged along a continuum from the lowest level of observ-
able movement behavior to highest level" (p. 33). Each major category has
second- and third-order categories, and where possible these were also
hierarchical in nature (although on different bases), for example, com-
plexity, direction of movement, and amount of expertise. In several cases,
a third-order category is divided into fourth-order categories. A skeleton

of the Harrow taxonomy is presented in Figure 35.

Harrow closed her description of the taxonomy with the following summative
quote:

When behavioral objectives writers and curriculum developers are
able to classify educational objectives into more of the three
domains and further clarify learner behaviors into a specific
category within a domain, the teaching strategies become more
apparent, thus giving meaningful directions for desired learner
outcomes. This taxonomic model is offered as a way of viewing,
explaining, and categorizing the components of the psychomotor
domain. It is in no way a rigidly fixed conceptual model, but a
flexibile model capable of shrinking or expanding as experience,
new ideas, and critical reviewers dictate its adaptation. This

is an effort to categorize the movement experiences of the learner.
It is a logical classification of movement experiences and is
consistent with accepted theories and principles of motor learning.
Though many statements and concepts from different models and
movement theories are apparent within this model, it is not intended
as a synthesis of all works, but rather as a hierarchy of learning
in the psychomotor domain. [Pp. 98-99]
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Figure 35

HARROW'S TAXONOMY FOR PSYCHOMOTOR OBJECTIVES*

110 hr'l\ul faf exes
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1.32 Plasticity Peactions
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,339 Grasp Reflex
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3 2 Visual Acuity
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3.31 Buaitory Acuity
3.32 Auzitory Tracking
3.2) Auditory “erory
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3.5) Eye-rand Coordination
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4.10 Endurance °
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§.20 Intercretive Movement
6 21 Regthatic Yoverent

6.22 Creative Movement

\

¥Abstracted from Harrow (1972).
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Chapter V

Impacts on Individuals:
Broader Classifications

The classifications in the preceding three sections have focused on a
fairly narrow area of education impacts on individuals. It is probable
that classifications from these different areas could be placed together

to form a broader classification, but only the Bloom, Krathwohl, Simpson,
Kibler, and Harrow taxonomies appear to have been designed with this in
mind. Nevertheless, portions of others that were reviewad, or modifica-
tions thereof, may also have promise for being included in such a composite

classification.

A large number of broader classifications focusing on educaticnal goals
or outcomes for individuals have been formulated over the years. In
general they do not appear to be composites of the more specific classi-

fications. These broader classifications are reviewed in this section.

General Education Goals frc. the Eight-Year Study. In 1930, the Progressive

Education Association established a Commission on the Relation of School and
College to study the secondary school and how to impiove it. The Commission
drew up a plan to select 30 secondary schools representative of size, type,
and geographic region of the schools in the U.S. for what was to become

the famous Eight-Year Study. The schools were to spend from 1933 until




1936 reconstructing their curricula. Starting in 1936 and continuing for
a five-year period, most colleges and universities accepted graduates of
these schools on the basis of individuality of each student and without
regard to their entrance requirements. A central evaluation staff was set
up to help each school determine its goals and to evaluate its work with
respect to those goals. In order to be more specific, the schools were

to state each goal in terms of desired behavior change. The resulting
goals of the 30 schools were quite similar for two broad general educa-
tional areas. These two broad areas and agreed on goals for each (Tiles,

McCutchen, and Zechiel, 1942, pp. 7-12) are presented in Figure 36.

Payne's Classification of Rath's Early Discussion on Educational Objectives.

Payne's book (1968) on specifying and measuring objectives classified Rath's
(1938) early discussion of educational objectives into seven categories.

Those seven categories are presented in Figure 37.

Figure 37
PAYNE'S CLASSIFICATION OF RATH'S EARLY
(1938) DISCUSSiON ON EDUCATIONAL OBJECTIVES*

1. Functional information

2. Various aspects of thinking

3. Attitudes

4, Interests, aims, purposes,
appreciations

5. Study skills and work habits

6. Social adjustments and sensitivty

7. Creativeness

8. Functional social philosophy

*Excerpted from Payne (1968, p. 28).
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Figure 36

GENERAL EDUCATION GOALS FROM THE EIGHT-YEAR STUDY*

Purpose of General Education

A. Adolesccent Needs

m.\lﬁ (oK w N —
. . e = ¢« e o

10.
n.

Physical and Mental Health

Self-Assurance

Assurance of Growth Toward
Adult Status

A Philosophy of Life

Wide Range of Personal
Interests

Aesthetic Appreciations

Intelligent Self-Direction

Progress Toward Maturity
in Social Relations:

a. With Age Mates

b. With Adults

Wise Use of Goods and
Services

Vocational Orientation

Vocational Competence

B. Preservation and Extension
of Democracy

1.
2.

w

12.

Extension and Deepening
of Social Concarns

Widening Areas of Partici-
pation in Social Movements

Recognition of the Social
Importance of His Own
Actions

Creativeness

Social Sensitivity

Cooperativeness

Tolerarce

Intelligent Self-Direction

The Willingness and Ability
to Base Opinion on Facts

Readiness to Act on the Basis
of Tentative Judgment

The Exercis. of Reflective
Thinking in a Consideration
of the Problems of Indiviaual
and Group Concern

Techniques of Validating
Authoritative Statements

*Abstracted from Tiles, McCutchen, and Zechiel (1942, pp. 7-12).




The Major Types of Educational Objectives Formulatei by the Eight-Year

Study Evaluation Staff. In order to determine the areas for which evalu-

ation instruments were needed to assess whether the goals at each institu-
tion were being met, the evaluation staff of the famous Eight-Year Study
(Smith and Tyler, 1942) grouped all of the goals for the 30 schools partici-
pating in the study according to type of goal. Grouping in this way yielded
10 types of desired educational outcomes. This list of outcome types is

presented in Figu:e 38.

Figure 38
MAJOR OUTCOME TYPES AS FORMULATED BY
THE EIGHT-YEAR STUDY EVALUATION STAFF*

1. The development of effective methods of thinking

2. The cultivation of useful work habits and study skills

3. The inculcation of social attitudes

4. The acquisition of a wide range of significant interests

5. The development of increased appreciation of music,
art, literature, and other esthetic experiences

6. The development of social sensitivity

7. The development of better personal-social adjustment
8. The acquisition of important information

9. The development of physical health

10. The development of a consistent philosophy of 1ife

FExcerpted from Smith and Tyler (1942, p. 18).
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General Education Goals for Members of the Armed Forces. In 1943,

representatives of the Army and the Navy presented the need for a plan
of general education for members of the armed forces to the American
Council on Education. In response to this, a Committee on a Design for
General Education was formed. The Committee developed (1944) a list of
10 general goals, plus specific goals for each, which were stated in
terms of "the way in which educated men might properly be expected to
behave," that is, in temms of the outcomes desired. The goals formulated

by the Committee are presented in Figure 39.

The Clapp Commission Ciassification of College OQutcomes. An early study

that focused on college goals for students was begun in 1943 urder the
auspices of the Northwest Association of Secondary and Higher Schools.
A commission was set up to explore the goals of all four-year colleges
and universities holding membership in the Association. One result of
the study was a classification of goals which listed numerous college
outcomes for nine areas of student development (Clapp, 1946). In addi-
tion, it was found that developing intellectual characteristics and
ethical character were more important to officials of the colleges and
universities surveyed than was the acquisition of knowledge in subject-
matter fields. Furthermore, the specific objectives were considered to
be less important than the more general objectives to which they applied.
The Clapp classification is presented in Figure 40. Note that some of
the terms no longer mean what they apparently did in the 1940s, for

example, Clapp's "personality adjustment" appears to focus on what today

would be called "human relations development."




Figure 39

GENERAL EDUCATION GOALS FORMULATED BY ACE FOR MEMBERS OF THE ARMED FORCES*

2.

OBJECTIVES

GFN!:RAL cducation should lead the individual as a
citizen in a frec socicty:

I. To impreve and maintain his own health and take his share
of responsibility for protecting the health of others -

In order to accomplish this purpose, the student should
acqire the following:

" A. Knowledge and understanding

Of normal body functions in relation to sound
health practice

Of the major health hazards, their prevention
and control

. Of the interrelaticn of mental and physical

processes in health
Of rcliable sources of information on health

. Of scientific mcthods in cvaluating health con-

ccpts

. Of the cffect of socio-economic conditions on

health
Of community health problems, such as prob-

lems related to sanitation, industrial hygiene,”

and school hygicne

. Of community . rganization 2nd scrvices for

health maintenance and improvement

3. Skills and abilitics

I.

2.

3.

The ability to organize time to include plan-
ning for food, woik, recreation, rest and slcep
The ability to improve and maintain good
nutrition

The ability to attain and maintain good emo-
tional adjustment

*From Comni ttee on a Design for General Education (
*t-y"erican Council on Education. A1l rights reserved.
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. The ability to sclect and cngage in rccreative

activities and healthful exercises suitable to
individual necds

. The ability to avoid unnecessary exposure to

discase and infection

. The ability to utilize medical and dental serv-

ices intelligently

. The ubility to participate in mcasures for the

protection and impiovement of community
health

. The ability to cvaluate popular health beliefs

critically

C. Attitudes and appredations

I.
2.

3.

4

.

Desire to attain op*imum health

Personal satisfaction in carrying out sound
health practices

Acceptance of responsibility for his own health
and for the protection of the health of others
Willingness to make personal sacrifices for the
health of others

Willingness to comply with health regulations
and to work for their improvement

11. To communicate through his own language in writing and
in speaking at the level of expression adequate to the nceds
of educated people

In order to accomplish this purpose, the student should
acquire the following:

A. Knowledge and understanding

I.

1o

Of the way in which language and communi.
cative activitics function as social expericnce
and irfluence social behavior

. Of acceptable patterns of performance in vari-

ous types of communicative activity; for exam-
ple, in well-organized discussion, parliainentary

1944, pp. 31-50). Copyright (© 1944 by
Reprinted with the permission of the
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procedure, introduction of a speaker, editorials,
or reports

3. Of the characteristic structure of the English
language together with similarities and dif-
ferences of oral and written English

4. Of how “stand:..ds” of spcech and writing
arc adapted 1o different situations

5. Of acceptable usage in articulation, pronun-
ciation, czpitalization, grammar, and spelling
2s mcans of effective presentation

6. Of how sentence structure should reflect the
precisc relationship of ideas

7- Of an adcquate vocabulary for the cxpression
and understanding of precise meanings in a
wide range of activities

8. Of standards and techniques fur the effective
use of the voice

9. Of the vses and abuses of persuasiv: appeals

10, Of the principles of logical thinking as appl.cd
to reading, writing, listening, and speaking

11. Of how to locate and use reiereice and source
materials

B, Skills and abilitics
1. To obscrve and to gather, through reading,

listening, and usc of personal experience, ma-
terial significant for well-defined purposes of
communication

2. To sclect and organize ideas and experiences
with reference to socially desirable purposss
of communication

3. To clarify and define ideas and experiences
through reflcction

4. To present ideas and experiences clearly and
eflcctively in speech and in writing with due
regard for the audience

19§

L~

s.

6.

To read significant writings with critical com-
preacnsion

To listen to importiat oral statements with
concentration and judgment

C. Attitudes and appreciations

I.

A continuing interest in developing the ability
to speak and write effectively

. A conviction that gooc writing and good speech

depend upon (s) having somcthing to express
or communicate, (#) clear thinking, (¢) an
understanding of the audierce addressed, and
(d) effcetive presentaticn

. A continuing interest in reading books arnd

periodicals that bear upon present-day personal
and social probicms and experiences

. A scnse of respensibility for listening to and

purticipating in public discuss.on

. A scnse of the importance of language in

human relations

. A devcloping ease and confidence in speaking

and writing

II1. To attain a sound emotional and social adjustment through
the enjoyment of a wide range of social relationships and
the expericnce of working cooperatively with others

In order to accomplish this purpase, the student should
acquire the following:

A. Knowledge and understanding

I.
2.

3.

Of the dynamics of human motivation

Of the nature and operation of behavior pat-
terns as means of satisfying motives

Of the frequent disparity between openly ex-
pressed opinions and inner belicfs

. Of the naturc and causes of mental conflict
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Of the criteria of normal and neurotic ad-
justment

Of the influence of the social environment,
including cultural variability, moral relativity,
and social change, upon personality develop-
ment

Of the hicrarchics of authc.ity in relation to
civil and military leaders! .p and their influence
on personal adjustment

B. Skills and abilitics

I.

2

ke

>

Skill in rcgulating the impact of his own
personal desires on the feclings and ambitions
of others, illustrated by facesaving devices,
conciliation, techniques of participation, per-
suasion, ctc.

The ability to identify his own status in rela-
tion to various social levels and groups in his
community

The ability to plan for the establishment and
maintenance of a well-balanced cmotional life
in family and other important social relation-
ships

. The ability to manage aggressive tendencies,

and to redirect them in conformit- with cul-
tural norms or cxpectations

Skill in identifying matives and in discriminat-
ing between mechanistus of behavior with ref-
crence to individuals and groups

Skill in planning, directing, and participating
in group activities

Skill in anticipating, predicting, and interpret-
ing other people’s behavior

C. Attitudes and appreciations
1. Respect for the integrity of others. Sensitive-

ness to the waants, needs, and frustrations of

39 (continued)
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other persons, and interest in ~nabling other
persons to attain satisfaction of basic common

necds

. Flexibility of attitude structure to permit trans-

ferring from one social group to another, or
from one commurity to another

. Enjoyment of participation in varied types of

human relationships and in group undertakings
Scnse of responsibility for participating in
desirable community activities

. Loyalty to the various groups in which one

holds membership, without narrow and de-
rogatory attitudes toward other desirable
groups

. Apgeciation znd valuation of cultural patterns

exhibited ty individuals from other groups—
rcligious, social, political, economie, national,
ete.

1V, To think through the problems and to gain the basic orienta-
tion that will better cnable him to make a satisfactory
family and marital adjustment

In order to accomplish this purpose, the student should
acquire the following:

A. Knowledge and understanding

1. Of the ways in which the American family

differs fro= familics in other countries and
i carlier times

2. Of the trends in Arnicrican socicty affecting

the structurc and functions of the family and
the role of women and children in our society

3. Of the personality make-up of the individual

as it affects his relationships te friends and to
members of the “amily

\ 1
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4. Of the ways in which expericnces in family
life dctermine the personality development
of the child

5. Of the cffects of the war on love, courtship,
marriage, and family life

6. Of the factors making for success in niarriage

7. Of the dcvelopment of relationships of friend-
ship and aflection: dating, courtship, engage-
meat, ard marriage

8. Of major family crises and conflicts, and ways
of mecting them

9. Of the biological aspects of reproduction and
of prenatal and postnatal care

10. Of problems involved iIn earning and spending
the family income

11. Of available resources for premarital, post-
marital, and family counseling and cducation

R~

C. Attitudes and apprcciations

1. Realization that happiness in marriage and
family life is a significant value, the achieve-
ment of which may be aided by preparation

2. Appreciation of companionship as an essential
clement in the success of a marriage

3. Recognition of democracy as a way of life
to be realized in the family in relations of
husband and wife und of parents and children

4. Appreciation of family members as persons
with nceds and interests of their own

§. Awarencss of the importance of the prevention,
catly recognition, and trcatment of marital
discord and of behavior problems of children

6. Appreciation of the role of religion in personal
and family living

V. To do his part as an active aad intclligent citizen in dealing
with the interrelated social, economic, and political problems
of American life and in solving the problems of postwar
international reconstruction

B. Skills and abilities

1. Skill in mceting and cultivating members of
the opposite sex in wholesome relationships
2. Skill in resolving conflicts, hostilitics, rejections,

and overattachments

In order to accomplish this purpose, the student should
acquire the following:

A. Knowledge and understanding

3. Habits of discussion and cuoperative planning

in family situations '

4. Ability to relate oncself and family to the
broader relationships of social life, and to be-
come identificd with larger causes

5. Ability to discharge parental 1csponsibilities in
child rearing

6. Skill in planning ways of mecting the problem
of in-laws and other relatives

7. Skill in houschold management, including the
budgeting and the spending of the family
income

111

1. Of Amecrican thought, institutions, traditions,
and ideals, their character, backgrounds, and
contemporary tendencics

The emphasis should be not on chronology or narra-
tion of cvents, but rather on ideas and topics, such as:
colonial religious backgrounds, the Declaration of Ine
dcpendence, the Constitution, federalism, popular gove
ernment, cquality, individualism, frecdom, rights, civil
libertics, immigration, westward expansion, influence
of geography and physiographic regions, cconoinic op~
portunity, nationalism, industrialism, agrarianism, ur-
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banism, literary movements i~ the nincteenth century,
the devclopment of science, the labor movement, war
and peace, international cooperation and the meaang
of democracy.

-

Students should be cxpected to analyze, intecpret, and
discuss these ideas and topics on a mature level and
with reference 1o the concrete circumstances of Amer-
ican hfe.

The approach should guard against a narrowly na-
tionalistic emphasis. In the first place, it should appear
that American thought and institutions are an off-
shoot of European civilization, that many Aunerican
ideas are pait of the common heritage of mankind,
and that they cannot be understood without reference
to cultural influences fiom the past and abroad. In the
second place, since the United States has ar all times
in recent decades played a role in relation to other
nations that should be more and more explicitly recog-
nized, a proper understanding of American thought
and institutions would require a comparison with those
of other countries.

2. Of the nature, history, and alternative solutions
of the interrelated social, economic, and politi-
cal problems of his community, state, and
nation

The starting point should be not any one of the social
scicrices but rather the impor mt problems of social
hving as they occur in therr interrelated social, eco-
romic, and political context. A few illustrations of the
types of problems to be considered aie:
2 How can we secure full employment?
b. To what extent should we have a planned econ-
omy!
¢ What would constitute 2 sound financial policy
for America today?
d. What is the role of labor in American society?

O
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e. What is happening to basic American institutions
such as the school, the home, the church, and the
family?

f. How may minority groups be assured social jus-
tice?

g. Is the democratic process workable today?

Through an examination of such problems the student
should gain a knowledge and understanding of basic
economic, social, and political organization, processes,
anu principles.

The approach throughout the consideration of these
problems should be based upon a constiuctive attitude
with full appreciation of the achievements of Amesican
Lfec and an nnderstanding that continued progress can
best be realized Ly avading the extremes of cynical
debunking on the one hand, and on the other, of
chauvinistic rcfusal to criticize the evils and inadequa-
cies that have appearcd and continue to appear in
American life.

3. Of the geographical, cultural, economic, and
poliical backgrounds of the present war, and
the factorsinvolved in attaining a lasting peace,
This would involve knowledge

a. Of the gecgraphic basis of modern politics; the
disttibution of population, resources, and other
componcnts of national power, including strategic
factors on land and sea and in the air

b. Of the various national cultures and ideologics
that_have conditioned national action in the in-
ternational sphere

¢. Of the economic, political, and social forces work-
ing in and between nations leading to the present
war

d. Of the problems of the postwar world, and of
the potential solutions necessary for an ordered,
prosperous, international society
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B. Skills and abilities VI. To act in the light of an understanding of the natural
phenomena i his environment in its implications for human
socicty and humza welfare, to use scientific methods in the
solution of his problems,* ard to cmploy useful nonverbal
methods of thought and communication

1. The ability to read maps, charts, and statistics
and to make warranted deductions from them
2. The habit of thinking critically, with the ability
to define problems, collect data, establish facts,

and make discriminating use of materials In order to accomplish this purpose, the student should
3. The ability to identify the concrcte manifesta- acquire the following:

tion of basic national and international issues

and conflicts and to recognize his personal rela- A. Knowledge and understanding

tionship to them .
The ability to identify and appraise judgments

and values that arc involved in the choice of

a course of action

1. Of the facts, principles, and theorics that ex-
plain natural phenomena and the operation
of mechanical appliances and technological
processes

>

§. The ability to formulate explicitly and system- ¢ le and function of sc d math
atically a pattern of values as a basis of indi- 2.0 t.hc frole an .uncuon of scicnce and mathe-
vidual and social action matics In our society

. . 3. Of the questions that can be answered by
C. Adtitudes and appreciations science and the kinds of answers that science

1. A diligent cultivation of objectivity, rcalism, can provide, and conversely, the limit to the
and tolerance information about the world attainable through

2. A devotion to those idcas and ideals which science
arc t!!c foun_d.mon of c.icmo.cracy and of desir- 4. OF the techniques and methods used by scien-
able international relationships and the accept- tists in sccking to answer questions about the

ance of _ersonal responsibility for putting these
into practice
3. An awarencss of the action and interaction of .
g . — 5. Of the basic scietific vocabulary necessary for
social change and sotial continuity—the one . . L
] . Lo the attainment of cssential objectlves
to prepaie for adaptation to the incvitable |

world, ard of the pioper furcdons of scientific
theory and experiment

inventi o . |
process of "“."'n_“on) -th(‘. other ‘o_ preserve a *In the solution of his problems, the layman may frequently rsed to use mathe-
scnse of continuity with a past dlstmguxshcd matial operations. “The generally educated pursin is expected to thave certain
for its achicvements in promoting the welfare arithimetical and algcbraic knowledge and skills but these are usually to be attalned

f the - before the student rcaches the level of general eduration considered in this outline.

o cominon ran . T£ the student has not attained the requaite mathematical skills requind of the

An awarcness of the mtcrdcpendcnce of states layman he will need to review courses oficred at the level of the clementary

and racia] groups and of the Obligntions of the school or the high school. Computational skill beyond the level of high school

United States in the creation and pracrvation algebra may be developed as part of a student’s program of specialization but is
. not included as an essential element an his general education,

of a satisfactory postwar world

4
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B. Skills and abilities
1. The ability to conserve and develop natural
resources and to use them cfficiently
2. The ability to use cflecuvely mechanical ap-
pliances and technological developments that
arc common and valuible in modern life
3. The ability to obscrve phenomena accurately
4. The ability to draw valid inferences from data
5. The abiitty to test hypotheses
6. The ability to apply principles to new situations
7- The ability to recognize and formulate prob-
lems
. The ability to read graphs, diagrams, and blue-
prints

C. Attitudes and appreciations
1. The habit cf approaching problen s objectively
2. Willingness to face facts and conclusions that
can be logically drawn from them
3- Readiness to revise judgments and to change
behavior in the light of evidence

-]

V1I. To find self-cxpression in literature and to share through
literature man’s cxperience and his motivating idcas
In order to accomplish this purpose, the student should
acquire the following:

A. Knowledge and understanding

i. Of the content of a reasonable number of
outstanding works of the past and present
through reading (as distinct from digests and
historics of literature)

2. Of continuity and change in man’s experience,
character, motivating ideas, and ideals as re-
flected in literaturc

3. Of the human qualitics which arc central to
the democratic tradition and ideal, and basic
to cultwal unity

P D]

4. Of sources of information and guidance in
chuice of 1cading

5. On an rlementary level, of the manner in
which the techniques employed by writers aid
them in accomplishing their particular purposes

B. Skills and abilities

1. The ability to rcad significant iitcrature with
comprchension

2. The ability to exercise taste in the choice of
reading material

3. The ability to rccognize form and pattern in
literary works as a means of understanding
their meaning

C. Attitudes and appreciations

1. Enjoyment of literature, intellectually and
acsthetically, as a means of personal enrich-
ment and social understanding

2. Alertness toward human values and judgments
on life as they are recorded in literature, and
an attinde of intclligent appraisal of these
clements

3. Encouragemcnt of contemporary literary ef-
forts through a lively interest in such activities

VIIL. Tofind a means of sclf-expression in music and in the various
visual arts and crafts, and to understand and appreciate art
and music ~¢ reflections both of individual experience and
of social patterns and movements

In order to accomplish this purpose, the student should
acquire the following:

A. Knowledge and un _rstanding

1. Of outstanding examples of contemporary and
historical art and music

114
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2. Of change and continuity in man’s experience,
character, and motivating idcas and ideals, as
reflected in music and in works of art

3. Of thc relationship of music and art to every-
day life and to the social and cultural charac-
teristics of the time in which they were pro-
duced

4. Of the problems faced in ereative work in the
arts, and of the techniques and media used in
sclving these problems

§. Of standards of good taste as developed by
individual musicians and artists and reflected
in the various regional and historical styles

B. Skills and abilities

1. The ability to participate actively in at least
onc of the arts or crafts or in some form of
musical expression

2. The ability to recognize artistic quaiity in con-
temporary works of music and art

3. The ability to recognize aesthetic values and
relationships in significant works of the his-
torical past

4. This ability to apply self-devcloped standards
to the choice and use of the ordinary objects
of the cveryday environment

5. The ability to sec personal aesthetic values in
their relationship to other experiences in the
present-day environment

C. Attitudes and appreciation

1. Enjoyment of music and of works of art and
craftsmanship as a means of personal cnrich-
ment

2. Enjoyment of sclf<xpression in music and
in arts and crafts as another means of personal
enrichment

Figure 39 (continued)
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3.

4.

Encouragement of contemporary artistic efforts
through maintaining a livcly interest in such
activitics

Prefcrence for artistically appropriate choice,
arrangement, and use of ordinary objects of
the environment

IX. To practice clear and integrated thinking about the meaning
and value of life

In order to accomplish this purpose, the student should ac-
quirc the fallowing:

A. Knowledge a..d understanding -

I.

2.

0 ~J

9.
. 10.

I1.

Of the cssential nature of man and of his
characteristic cultural achievements

Of cthical issuzs growing out of the present
crisis of civilization

. Of the importance of standards of judgment

in mecting problems of individual living

Of the meaning of justice, right, and duty
Of the nature and principles of a frec and
democratic society

. Of the rolc of intelligence as an essential tool

of social progress

. Of what rcligion is and does
. Of the cardinal insights of the world’s living

religions

Ot what man has discovered to be the essen-
tial elements of a good life

Of how man can deal with problems of human
suffcring

Of an integrated world view

B. Skills and abilities

I.

115

Accurate and creative thinking about ethical
issues in the life of the individual and the

community




Figure 39 (continued)
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2. Skill in rccognizing and weighing values in-
volved in alternative courses of action

3. Habits of self-discipline

4. The habit of applying ethical principles in
family, vocational, and other social relation-
ships

§. The practice of good citizenship

6. Habits of honesty, truthfulness, fair-play, and
tolerance

C. Attitudes and appreciations

1. Enjoyment of beauty

2. Loyalty to the sucial goals of a free society
and a world community

3. Faith in the power of reason and in the meth-
ods of experiment and discussion

4. Enjoyment of worship and an appreciation of
its place in man’s life

X. To choose a vocation that will make optimum use of his
talents and enable him to make an appropriate contribution
to the needs of society

In order to accomplish this purpose, the student should
acquire the following:

A. Knowledge and understanding

1. Of the characteristics, range, and carnings of
occupations with particular reference to types
and amounts of interests, abilitics, and aptitudes
required

2. Of occupational trends (national and local) as
affected by age and population changes, recent
economic dislocations, technological improve-
ments, and changes in consumer demands

3. Of employment restrictions, discriminations,
opportunities and protection imposed by trade

P ]

10,

unions, professional associations, state examin-
ing boards, and by labor legislation

Of dependable methods of investigation of eco-
nomic, sociological, and psychological data re-
lated to occupational orientation )

. Of the influence on, and relationship to, voca-

tional choices of such factors as parent’s occu-
pation, cmotional fixations, popular misinfor-
mation concerning earnings and opportunities,
and locally availuble employment

Of the fundamental nature, modifability,
range, and types of individual differences in
abilitics, aptitudes, interests, motivations, and
personality traits; and of dependable methods
of identifying and diagnosing these differences

. Of available legritimate or acceptable resources

for occupational training (national and local)
as an integral part of occupational oricntation

. Of available acceptable community resources

for cducational and occupational counseling
Of dependable agencies and methods for as-
“istancc in sccuring appropriate cmployment
following training

OF civilian occupations related to military ex-
perience and training

OF procedures involved in securing employ-
ment or further civilian training following
demobilization

B. Skills and abilitics

'

The ability to perceive the economic and per-
sonal conditions necessitating vocational read-
justment at any point in his training or experi-
ence

. Skill in using dependable methods of collect-

ing information about his aptitudes, intcrests,




Figure 39 (continued)
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and motives, and applying such information to
his own adjustment problems

Skill in using dependable methods of collect-
ing occupational information and applying it to
his oriceration problems as changing personal
goals or economic conditior:s require

The habit of reviewing, in consultation with
advisers, his vocational adjustment as he per-
ceives the need for such consultation in re-
orientation

The ability- to discover adeguate and appro-
priate training opportunitics in terms of his
aptitudes, interests, and motives

Skill in the methods of discovering and enter-
ing upon adequate and satisfying employment
opportunities, utilizing letters of application,
personal intcrviews, and other techniques

C. Attitudes and appreciations

O
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1. Acceptance of primary responsibility for mak-
ing an occupational choice
2.Acceptance of the desirability of exploration and
tentative choices preceding “final” choice
Awarencess of the likelihood of occupational re-
adjustments in adult lifc, as contrasted with the
unsound expectancy of stability and perma-
nence '
Acceptance of objectivity and systematic plan-
ning as basic methods in arriving at satisfying
choices

3

>

§. Recognition of the inabiiity of training to com-

10

11

12

13

14

pensate fully for deficiencies in aptitudes or
abilities

Realistic acceptance of, and zmotional adjust-
ment to, the limitations inherent in his own
aptitudcs, abilities, interests, and physical con-
ditions

Confidence in his ability to succeed in his
chosen ficla because of the use of dependable
processes of choosing and training

Satisfaction with choice of an occupational field
at a level appropriate to his interests, apti-
tudes, and motives

Appicciation of the chosen vocation as 2 mode
of life

Awareness of the satisfactions that arise from
good workmanship and integrity on the job
Awarcness of the personal readjustment ve-
curring in-the transfer from the training situa-
tion to the initial job situation

Realization of the importance of nonvocational
activities in a balanced adult vocational life
Acceptance of the socictal responsibility, or-
ganizational loyaltics, and the reciprocal obli-
gations of employers and employees inhereng
in adult job adjustment

Awarencss of the necc. where necessary, for
occupational readjustment after demobilization
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Figure 40

THE CLAPP COMMISSION CLASSIFICATION OF COLLEGE QUTCOMES*

L Intcllectual Attainments
1. Is able to express himself effectively:
a. in written English (42, 22, 0) *
. in public speaking (37, 3. 2)
¢. in oral conversation (29, 9, 8)
2. Is acquainted with basic facts, principles, theories, and tech-
niques in certain areas of the culture of the race:
a. biological sciences (38, 5, 4)
b. social sciences:
(1) history (43, 15, 0)
(2) economics (39, 3, 4)
(3) sociology (39, 6, 4)
physical sciences (41, 7, 0)
. mathematics (38, 5, 3)
. English literature (38, 1<, 5)
American literature (39, 6, 4)
literature from other na.ions (29, 4, 8)

. philosophy (34, 17, 8)

classical languages (26, 4, 8)
j. modern languages (38, 5. 3)

3. Has a specialized knowledge of some one of the above culture
areas, apart from vocational requirements (tnajor study) (34,
20, 6)

. Has ability to utilize library facilities efficiently (37, 11, 4)

. Demonstrates ability in rigorous scholarship (35. 12, 3)

. Gives evidence of intellectual integrity (40, 31, 1)

. Understands the significance of knowledge organized as exact
science (40, 17, 3)

8. Has developed the intellectual qualities necessary for leader-

ship:

a. initiative (35, 16, 3)

b. self-confidence (36, 13, 2)
¢ resourcefulness (37, 20, 1)
d progiessiveness (34, 14, 4)

A= - I s B L B = T o

- D G

*The numbers in parentheses represent, respectively, the number of schools ac

cepting the objective. the number of schools who view it as a major nbjectice, and
the number of schools that did not accept the objective at the time of the study

but intended to sometime in the future.

*Reprinted from Clapp (1946).

9 Has leained to think clealy and to detect logical fallacies
(40, 30, 3)
10 Has developed the scientific wayv of thinking (preciseness,
objectivity, impartialitv) (42, 26, 1)
Il Has developed imaginativeness and resouicefulness as means
to creative thinking (41, 14, 0) .
12. Has developed a varicty of intellectual interests (39, 18, 5)
13. 1s open-minded in lus consideration of controversial questions
(40, 25, 3)
14 Has developed intellectual curiosity which leads him to go
beyond mere 1equirements (49, 25, 4)
11. Health
15 s physically healthy (35, 9, 4)
16. Knows how to plav numeious games, including some useful
in post-college life (31, 0, 4)
17 1s intelligent with 1egard to kinds and amounts of foed and
drink and the laws goveining their use (30. 7, 6)
18 Is able to avail himself of the services of experts for the main-
tenance of health (29, 6, 8)
19. Practices and promotes the observance of proper habits and
regulations with respect to sanitation (28, 12, 6)
20. Has learned to conserve energ) and avoid overtaxing the
physical o1ganism (28, 4, 8)
21 Is able to admiuister first aid (23, 1, 12)
22. 1 physicallv toughened and able to undergo phycical hard-
ships (13, 0, 6)
II1. Perconality Adjustment
21 Knows how to evaluate himsell and others propeily (87. 15. 5)
24 Ts able to adapt himself to new circumstances (36, 14, 4)
25 Has the ability to make decisions and to abide by the conse-
quences (36, 18, 8)

27 Ha« the disposition .1d ability 1o conform to convention whcr]l l x,‘
LY

it is fitting to do so (34, 12, 4)

28 Has poise in dealing with individuals and gioups (34, 13, 7)

29. knows how to peiform s¢ | courtesies (33, 11, 5)

30 Engages in 1ecieational activities or hobbies of a type dilferent
from his vocation (27, 2, 10)

31. Has numerous friends and i< an accepted member of one or
more social groups (26, 5, 10)
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Figure 40 (continued)

32. Is tactful in his dealings with people (26, 9, 7)
33. Is cheerful and pleasant (18, 3, 9)

IV. General Ethical Character
34. Has developed a socrally acceptable and personally satisfactory

35.

37

philosophy of life o1 system of values (38. 34, 5)
Accepts and lives according to certain ethical and moral con-
cepts:
a. Honesty in the performance of school work (36, 30, 3)
. Honesty in financial dealings (37, 30, 1)
c. Responsibility in the carc of personal property of others
(38. 25, 1)
. Responsibility in the care of public property (36, 22, 3)
Chastity (31, 23, 2)
Kindness, considerateness (34, 17, 2)
Self-control (36, 20, 3)
. Respect for personality (3G, 26, 2)
Cooperativeness (36, 19, 5)
i. Dependabilitv (36. 25, 4)

@m0

- —
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36. Ts free from narrow partisan bias and tolerant of the rights of

others to their opinions and actions (36, 24, 5)
Recognizes a social obligation to produce and to work for the
gencral welfare (36, 25, 3)

V. Christian Character

3

v

39

10

12

43.

11

16.

. Attemipts to apply Christian principles to the solution of social
and economic problems (27, 24, 2)

. Attempts to sohve personal problems in the ligh. of Christian
principles (24, 21, 2)

. Commits himself to a personal de.ision of loyalty to Christ or
to Christian principles (22, 1R, 2)

. Is religiously motivated to live according to the concepts of

the good life as leai ned from various sources (22, 19, 1)

Accepts responsibility for the promulgation and spread of the

Christian gospel (20, 12, 3)

On religious grounds, practices regular church attendance

(20. 13, 2)

On religious grounds, practices observance of a weekly sab-
bath (17,11, 3)

. On religious grounds, practices simplicity in dress and living

(12, 3, 3)

On religious grounds, practices abstinchce from the use of

intoxicating liquor (12, 8, 1)

12v

17.

48

49
50

51

52

h3

54

Accepts the doctrinal positions officially held by the school o1
its supporting religious group (11.9, 1)

On religiovs giounds, practices daily ot regular Bible reading
(11,6, 2)

Has a religious expetience of conversion (8, 7, 2)

On religious grounds, practices abstinence from the use of
tobacco (6, 5, 2)

Undergoes baptisin or somr  atha
(5.2, 1)

On religious grounds. practices abstinence from soci.:! dancing
(5.4, 0)

On religious grounds, practices abstinence from attendance at
theaters, movies, etc (5. 4, 0)

On religious grounds, pracuces conscientions objection to
bearing arms (3. 0. 0)

ritualistic observance

V1 Aesthetic Interests

60

61
62

Is acquainted with and appreciates the beautiful in poetry and
in prose literature (36, 8, 4)

Has a sense of what is pleasing and in good taste in dress,
manners, and speech (33. 8, 6)

Has learned to appreciate and enjov good munic (32, 3. 8)
Has the knowledge and artitudes which enable him to enjoy
the world of nature (28. 2. 9)

Is acquainted with masterpieces of painting and sculpture
(27. 2. 9)

Is able to take part in the creation of vocal or instrumental
music. alone o1 in a group (21, 1, 10)

I« able to participate in diamatic productions (21, 0, 11)

Is able 10 engage creativels in drawing. painting, sculpture, or
writing (20, 0, 15)

VIT Citizenship Responsibilities

63

64

65

66

67.

Has a philosophicallh  grounded view of citizenship—ap-
preciates the organized state as a social wnstitution (41, 28, 1)
Has an appreciation of the world-wide effects of this nation’s
policics (38, 1. &)

Makes proper use of the sources of political inforination (news.
papers, magarzines, radio, etc ) (37, 11, 6)

Is willing to abide by the decisions of duly constituted authori-
ties (37, 20, 4)

Respects and seeks to protect the 1ights of political, racial, and
cultural minorities (87, 20, 5)

121




68.
69.

70

75.

Figure 40 (continued)

Maintains the principle of free speech (36, 20, 4)

Has philosophically based opinions as to the place of force,
including war, in the settlement of controversies (33, 13, 6)
Respects the natural resources of the countiy and promotes
thei1 conservation and wise use (35, 13, 5)

- Has knowledge and philosophically based opinions on union-

ism and coliective bargaining (35, 12, 6)
Exercises his right of franchise; registers and vores at ¢ich
election (34, 13, &)

. Is capable of exercising his rights as a citizen to work tow.rd

new and different laws and decisions (34, 14, 6)

. Views democracy as equality of opportunity to try rather than

as equality of ability to ~chieve (33, 15, 7)
Accepts civic responsibility in matters of commurity welfare-

jury duty, voluntary service in war and peace, Red Cross, etc.
(31,15, 7)

VIIL. Vocational and Professional Preparation

76.

86

Pt
OO
oo

ERIC -

Aruitoxt provided by Eic:

Has the requisite knowledge and understanding to enable him
to choose a vocation in accordance with his abilities and apti-
tudes (39, 29, 0)

. Seeks a socially usef:1]l as well as a remunerative occ ation

(36, 26, 5)

. Is prepared to do general graduate work in liberal aies su's-

jects (36, 11, 3)

. Has received, as part of his B.A. or B.S. course, vocational or

professional training adequate to pcrmit immediate ertrance
into his vocation or profession (25, 20, 2)

. Has received pre-professional training ufficient to permit him

to enter graduate prcfessional work in:
a. Education (34, 17, 2)

b. Medicine (23, 7, 1)

c. Nursing {22. 9, 9

g. Religion or theology (22, 11,3)

e. Engineering (18, 6, 5)

f. Law (18, 5, 4)

b. Pharmacy (17, 3, 6)

h. Forestry (12, 3, 3)

IN  Pieparation {o1 Honie Membership

81

82

33

84

86

87

88

8¢

al.

Has received adequate instruction to facilitate mental and
personality adjustments in marriage (27, 8, 7)

Views marriage as a permanent relationship and plans accord-
ingh (27, 17, 5)

Knows how to maintain an attractive and well-organized home
(26. 5, 7)

Is able 1o plan intelligently for children and to provide a
wholesome environment for their physical, mental and social
developioent (25, 8, 6)

Kknows how to find help. through literatute and counselors,
in soling family problems as thev arise (25, 5. 11)

Has the knowledge and attitudes 1o enable hiin to choose a
mate wisely (23, 8, 11)

Knows how to budget his funds and gauge his purchasing
power (21, 3, 12)

Knows how 10 buv wiselv and secure quality in his purchases
21,2, 12)

Has received adequate instruction to [acilitate physical ad-
justments in marriage (20, 5, 11)

Is able to do home accounting: checkbook, budget, and in-
come tax accounts (18, 2. 15)

Is able to adjust to the single life, if necessary or advisable
(17, 4. 11)

12,
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Vernon (1950), a noted British

Vernon's Educational Attainment Maps.

researcher in the area of educational abilities, summarized results

of factoral studies throughout Britain and elsewhere with a series of

diagrams that displayed the relationships to one another of various

abilities that educators are attempting to develop and maximize in stu-
dents. In a chapter titled "Analyses of Educational Attainments," he
presented two such diagrams or factorial maps that are reproduced in

Figure 41. Another of his maps, for the sensory area, is also presented.
These maps show a different approach to an educational outcomes structure
than any reviewed thus far. The g factor around which all of the factors
seem to revolve is general intelligence. Other major factors are v (verbal),
n (numerical), m (mechanical), p (perceptual, speed), k (spatial), v:ed
(verbal--numerical-educational), k:m (practical-mechanical-spatial-physical),

and x (industriousness).

1550 Purposes of Public Education in California. In 1950, the Super-

intendent of Public Instruction appointed a committee to develop a frame-
work for public education in California (California Framework Committee,
1971). The Committee built their framework around a statement of purposes
of public education in California, which was its adaptation of the purposes
prepared in 1938 by the Educational Policies Commission of the National
Education Association. This modified 1ist of purposes is shown in Figure 42.
It was stated that the order in ~hich the purposes were presented was not

meant :0 indicate relative importance of those purposes.




Figure 41

VERNON'S EDUCATIONAL ATTAIMMENT MAPS*
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Figure 42
1950 PURPOSES OF EDUCATION IN CALIFORNIA*

1. THF ORJECTIVES OF CIVIC PESPOSIDILITY
Effective citizenship requires that the individual and the group

1. Act upon an understanding of and loyalty tc¢ our democratic
ideals

2. Under:tand and appreciate tre positive advantages of
American nstitutions

3. Be sensitive to the disperities of huran circumstances

4. Act with others to correct unsatisfactory conditicns

5, Understand local, state, nationai, and international social
structures and social processes

6. Achieve s!ill witn processes of group actirn, in student self
gov:rninq groups develop criteria for making wise cnoices of
tction

7. Know the achievements cf the pecnle who haeve made the United
States a great nation

B. Develop ¢afenses against destructive prop»ganda

9. Accept honest difterences of opirden

10. Realize the inportance of wise use of huran and ratural resources

11. Measure scientific advances by ccniributions to the general welfare

12. Be active, co-operating members of the world cormunity

13, Vork to achieve and mainta’n peace in the world

14. Respect the law

15, Meet their cavic obligaticns

I1. THE OBJECTIVES OF FULL REALIZATION CF INDIVIDUAL CAPACITIES
The full realization of individual) caracities reauires that the indiyidual,
in accordance with his abiiity and exPerience,

1. Desire to learn, to grow

2. Speak English clearly

3. Read Erglish efficiently

4. Write English effectively

5. Use the skills of counting and calculatnig

6. Listen and observe accurately

7. Understand the essential facts cencerning health 2nd disease

B. Protect his hcalth and th:t ot others

9, Work to mprove the health cf the comunity

10. ‘ork to achieve poise and co-ovcdination in hodily rovement

11. Participdte wn a range of leisure time activities--phvsical,
intellectual, and creative

12. Develop a sense of humor

13. Scek and enjoy teauty

14. Urderstand and value the contributions of a-t, literature,
music, and the dance

15, Give responsible direction to his own life

16. Covelop a set of sound mo-al and smiritual values

17. Utilize values as determiners of carices

18. Arrive at appropriate decis.ons in specific situations as a result
of c~itical thinking

19. Forrulate his purposes

111, THL OBJECTIVES OF HUMAN RELATIONSHIPS
The achieverent of wncreasinaly effective human relationships requires that
the individual and the J:oup

Place human relations first

Enjoy a rich, sincere, ans variod social hife

Work end play with others cffectriely

Observe the arenities of vocial wehavior

Recugnize the farnly 25 a Lasiz social inctitution

Conserve fanaly ideals

Cxcrcise skill in homerakinag

Maintain demccratic rolationships in th~ fanily and in all other
group situations

Work {0 improve intergroup relationships

hd O NONCY I () N —

IV. THE OBJECTIVES OF ECGHOIIC EFFICICNCY
The attainment of econonic efficicncy requires that the individual

1. Understéind the nterdeperdency of ecrnomic structures and
procedures

2. Urderstand the satisfactions of gnod workranship

3. Recoqnize the obligation Lo perfarm zn herost day's work

4. Understond the requirements ard opportunities for various jobs

5. Select his ocupstion and fraperc for it

6. Maintain and improse his ctftciency

7. Realize the social valve of Pis work

E. PMan the cconomics of his can 1ife

9. Deselop stonderds for quiding his exvend!tures

10. Becore an inforned and skititul Luyer

. Tete cthical veatures to safequard his interests

*Abstracted from California Framework
Committee (1971).
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The Framework Developed by the Mid-Century Committee on Qutcomes in

Elementary Education. About the middle of the century, the Educational

Testing Service, the National Education Association, the Russell Sage
Foundation, and the U.S. Office of Education invited outstanding educators
from across the country to form a Mid-Century Committee on Outcomes in
Elementary Education (Kearney, 1953). They were given the charge of
describing "for educators, test-makers and interested citizens the mea-
surable goals of instruction in . . . American elementary schools . . .

a comprehensive and authoritative survey of elementary schooling, with
primary emphasis on behavioral goals" (p. 7). They knew that there were
many statements about some of the goals of education, but that there were
few inclusive statements. Many statements, made in the form of general
objectives, were so broad in character as to be suceptible to various
interpretations. They wanted to know the degree to which the goals of

elementary education could be stated definitely and concretely.

The members of one group within the Committee, called consultants, were
divided into two subgroups: one group was to develop objectives in the
areas of intellectual competence and subject-matter learning; the second
group was asked to develop goals in the areas of personal development and
social maturation. In order to secure varied and unprejudiced statements,
each consultant was asked to work alone without conference with other
members. Goals were to be formulated for three different periods:
kindergarten through grade three, grades four through six, and grades

seven through nine. To be included the goal had to meet the following

127
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criterion: "Is it of sufficient importance to the individual pupil, or
to society, to have an acknowledged place in the regular program of the

schoo1?" (p. 31).

A cons.ltant within each group then pulled together the ideas for that
group into a summary and a list of goal statements. Each summary and

list was sent to a separate group of five critics for review. When the
committee of consultants and the committee of critics were done with their
work, a survey committee worked the goals into a three-dimensional
classification system that is illustrated in Figure 43. The arrows on

the time dimension axis suggest that the framework can apply up into the
higher grades (they specifically included ninth grade), and perhaps even

into the college level.

The Committee acknowledged that there would always be a certain amount of
overlap and duplication across subdivisions of their classification system
(1) because it is impossible to divide and categorize some learning
activities into their various parts; and (2) because of differences in

the philosophy, predilection, and semantics of different scholars. This
did not bother them, however, as long as all of the primary goals of edu-
cation were included in the classification and as long as it made obvious

the great diversity and number of opportunities for education to have

an impact.




Figure 43

AN TLLUSTRATION OF THE FRAMEWORK DEVELGPED BY THE MID-CENTURY
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Havighurst's Developmental Task Framework. Havighurst (1952) defined a

developmental task as "a task which arises at or about a certain period

in the life of the individual, successful achievement of which leads to
his happiness and to success with later tasks, while failure leads to
unhappiness in the individual, disapproval by the society, and difficulty
with later tasks" (p. 12). As indicated by the definition, the tasks are
time-oriented and cumulative to the extent that the mastery of tasks
located earlier in the continuum leads to better (and possibly earlier)
mastery of later tasks. There are three sources that determine the
developmental tasks and expected schedule of mastery for a given individ-
ual. Some tasks arise primarily because of physical maturation. Others
result primarily from societal and cultural pressures. Still others arise
primariiy because of the "personal values and aspirations of the individual,

which are part of his personality, self" (p. 4).

Havighurst, based on psychological studies and observations, postulated
developmental tasks for a person's entire 1ife, so they apply to college
students also. Furthermore, since they are learned tasks, education can
affect their development. As Havighurst said:

There are two reasons why the concept of developmental tasks is
useful to educators. First, it helps in discovering and stating
the purposes of education in the schools. Education may be
conceived as the effort of the society, through the school, to
help the individual achieve certain of his developmental tasks.
The second use of the concept is in the timing of educational
efforts. When the body is ripe, and society requires, and the
self is ready to achieve a certain task, the teachable moment
has come. [P. 5]
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Some of the tasks are recurring tasks. A good example is "to get along
with one's age mates." To get along with peers at one age may require
different skills than getting along with them at a different age. However,
success at this task in an earlier phase makes the task easier at a later
phase. Other recurring, lifelong tasks include learning a sex role and
learning to be a responsive citizen. Havighurst's developmentai categories

from adolescence through old age are presented in Figure 44.

A Framework for Objectives in General Education Suggested by the Work of

Dressel and Mayhew. In 1950 a study sponsored by the American Council on

Education (and funded by the Carnegie Commission and the participating
colleges and universities) was inaugurated to study the evaluation of
collegiate general education. Three and one-half years were spent studying
objectives, developing evaluation procedures, planning a research uesign,
following groups of freshmen through their college career, and analyzing
data. The results of the study are summarized in a report by the study

directors, Dressel and Mayhew (1954).

General educational faculty surveyed at 20 colleges during the formative
stages of the study revealed that only five or six of the 11 objectives

for general education formd]ated by President Truman's Commission on Higher
Education (1947, pp. 50-58) received anywhere near unanimous endorsement.

In late 1949, administrative and evaluation officers of 18 of those colleges
met to plan the cocperative study, and they decided to focus on the six

most popular objectives in the earlier survey (the first four, which were
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Figure 44

HAVIGHURST'S DEVELOPMENTAL TASKS RELEVANT TO POSTSECONDARY EDUCATION-<

A. DEVELOPMENTAL TASKS OF ADOLESCENCE

9.
10.

Achieving new and more mature relations with age mates of both
sexes

Achieving a masculine or feminine social role

Accepting one's physique and using the body effectively
Achieving emotional independence of parents and other adults
Achieving assurance of economic independence

Selecting and preparing for an occupation

Preparing for marriage and ¥ 1ly life

Developing intellectual skills and concepts necessary for civic
competence

Desiring and achieving socially responsible benavior

Acquiring a set of values and an ethical system as a guide to
behavior

B. DEVELOPMENTAL TASKS OF EARLY ADULTHOOD

1.
2.
3.
4.
5.
6.
7.
8.

Selecting a mate

Learning to live with a marriage partner
Starting a family

Rearing children

Managing a home

Getting started in an occupation

Taking on civic responsibility

Finding a congenial social group

C. DEVELOPMENTAL TASKS OF MIDDLE AGE

1.
2.
3.
4.
5.
6.
7.

Achieving adult civic and social responsibility

Establishing and maintaining an economic standard of living
Assisting teen-age children to become responsible and happy adults
Developing adult leisure-time activities

Relating to one's spouse as a person

To accept and adjust to the psychological changes of middle age
Adjusting to aging parents

D. DEVELOPMENTAL TASKS OF LATER MATURITY

1.
2.
3.
4,
5.
6.

MAdjusting to decreasing physical strength and health
Adjusting to retirement and reduced income

Adjusting to death cf spouse

Establishing an explicit affiliation with one's age group
Mzeting social and civic obligations

Establishing satisfactory physical 1living arrangcments

l *Abstracted from Havighurst (1952, pp. 33-98).
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directly related to subject matter, recezived unanimous support, while the
other two were not quite as popular). An intercollege comittee was formed
for each area, and each was given the charge to study its area in any way
it saw fit (all of them included analysis of on-campus data as part of
their study). The six objectives and their associated committees are shown
below (Dressel and Mayhew, 1954, p. 12):

1.  "To participate actively as an informed and responsible citizen
in solving the social, economic, and political problems of one's
community, state, and nation" (Committee on Social Science
Objectives)

2.  "To understand the common phenomena in one's physical environment,
to apply habits of scientific throught to both personal and civic
problems, and to appreciate the implications of scientific dis-
coveries for human welfare" (Committee on Science Objectives)

3. "To understand the jdeas of others and to express one's own
effectively" (Committee on Communications Objectives)

4. "To understand and enjoy literature, art, music, and other
cultural activities as expressions of personal and social
experience, and to participate to some extent in some form of
creative activity" (Committee on Humanities Objectives)

5. "To attain a satisfactory emotional and social adjustement"
(Committee on Attitudes, Values, and Personal Adjustment)

6. "To acquire and use the skills and habits involved in critical
and constructive thinking" (Committee on Critical Thinking)

A short time after the meeting, the Cooperative Study of Evaluation in
General Education was authorized, and 16 of the colleges plus three others
became active participants in the study. Dressel and Mayhew noted in
their report that the last two objectives, which did not arise out of
concern about the general education areas, seemed after analysis to pervade

all content areas. This suggests a pictoral framework for these six

135
108




objectives like the one presented in Figure 45. Note that the bottom and
the one end of the bar have been left open to signify that cther categories

of objectives could be added in either direction.

A1l six of the objectives were broken down into more specific objectives
by their respective committees, even though the more specific objectives
are shown only for the two pervasive objectives--critical thinking and
attitudes. Furthermore, although they are not shown in the diagram, nine
of the 10 more specific pervasive objectives shown (all except Objective E)

had a large number of even more specific objectives listed under each.

The 1956 White House Conference Goals for What the Schools Should Accomplish.

The 1956 White House Conference on Education, which involved over 1,800
conferees who had been nominated by their states and national organizations
and which was a follow-up to conferences on education held within the states,
was assigned to discuss six major topics, one of which concerned what the
schools should accomplish. This conference had a unique format and process.
Prior to the conference, each participant was sent materials giving facts,
figures, and points of view .clated to each topic and asked to do preliminary
study and homework. At the conference itself, participants were assigned to
166 discussion tables of 11 persons each, assuring through use of electronic
punch card equipment that each discussion group wasas representative of

the total group as pussible on the factors of residence, occupif .on, sex,
and attendance or nonattendance at their state conference. For each topic,

there was a general session that summarized for all participants the facts,

134




Figure 45
A FRAMEWORK FOR OBJECTIVES IN GENERAL EDUCATION
SUGGESTED BY THE WORK OF DRESSEL AND MAYHEW*

/
//
Cour se -
Areas / Huranities Oblectives
—

Science Objective.

_ Cormunication Objectives

//‘Soc:al Science Objectives

4 1. The ability to define a precbiem.

\
AN
AR

\

\

?. The ability to sclect pertinent wnfor-

mation for the solution of a prchlem. /

Critical Thinking / V
3. The ability to recognize stated and
Object-i ves < unstated assumptions. /
4. The ability to formulatc and select //
releveant and pronising hypothescs. /
5. The ability to draw conclusione //
validly and to judge the validity
\- ot inferences.
r A.  Attitudes towdard self. ////
B. Attitudes toward others. ///
Attitudes
. . C. Attitudes toward society.
Objectives <
D. Attitudcs toward intellectual,
rational, and scientific thougit

processns

E. Attitudes towurd ethical standards
angd valucs in our culture.

*Abstracted from Dressel and Mayhew (1954).
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Figure 46
THE 1956 WHITE HOUSE CONFERENCE GOALS FOR
WHAT THE SCHOOLS SHOULD ACCOMPLISH*

The Schools Should Develop:

1.

10.
1.
12.
13.

14.

The fundamental skills of communication . . . ; the arithmeticatl
and mathematical skills, including problem solving

Appreciation for our dcmnocratic heritage

Civic rights and responsibilities and knowledge of Americar
institutions

Respect and appreciation for human values and for the beliefs
of others

Ability to think and evaluate constructively and creatively
Effective work habits and self-discipline

Social competency as a contributing member of the family and
community

Ethical behavior based on a sense of moral and spiritual values
Intellectual curiosity and eagerness for 1ife-long learning
Esthetic appreciation and self-expression in the arts

Physical and mental health

Wise use of time, including constructive leisure pursuits

Understanding ¢ ~ the physical world and man's relation to t
as represented through basic knowledge of the <ciences

An awareness of our relationsaips with the world community

*The list isexcerpted from the Committee for the White Hcuse Conferenc

on Education Report to the President (1956).
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figures, and relevant issues, followed by small discussion groups. Each

table prepared its own report, and then there were 16 meetings of 10 table
chairpersons each, where each group of 10 reports on the topic was synthesized
into one. Next the chairpersons for the 16 synthesis meetings met in two
groups of eight to synthesize the final 16 reports into two reports. Finally,
the chairpersons for the two groups met and synthesized the .wo reports into
one final report to the president of summary conclusions on the topic. There
was consensus on 14 goals for what the schools should accomplish, and this
list of goals presented in the report to the president put together by the

Committee for the White House Conference (1956) is reproduced in Figure 46.

Findley's Ultimate Goals of Education. Findley (1956) was bothered by the

fact that high ability students could enter high school or college and make
it through to graduation without growing at all in competence, while students
with less ability were making real gains in competence but dropping out
because of discouragement or low grades. Similarly, it disturbed him that
so many people considered the primary objective of education to be merely
"the learning of those bits of information that each of several competent
specialists chooses to require of his students for a passing mark " (p. 10).
In his mind, such goals for education were unimportant compared to goals
such as preparing students for a constructive, healthy, and satisfying
life. As he stated:

The view advancéd here is that there are definable ultimate goals of

education toward which our more immediate activities need to contribute.

- . Generally speaking, we may say that the ultimate goals of educa-
tion are 2s broad as society's goals for its people. They look to the
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development of a community of individuals, each enjoying an increasingly
satisfying, constructive way of life. . . . The crucial characteristic
of all these ultimate goals is that they concern things people need to
be able to do, behavior they can perform, rather than just knowing or
feeling or believing. They are patterns of action that we hope individ-
uals may attain. [Pp. 10-11]

He further stressed that these goals involve more than just activities to
prepare for life--that these activitie, in school or college are an inte-
gral part of life itself, while in school. Findley's seven categories of

ultimate goals for education are listed in Figure 47.

Figure 47
FINDLEY'S ULTIMATE GOALS OF EDUCATION*

® Generalized Intellectual Competence in the Basic
Subject Matter Areas

¢ Specialized Competence for One's Vocation or
Profession

® ki1l and Satisfaction in Working with Others
toward Common Objectives

® Skill and Satisfaction in Home and Family Living

® Constructive Leisure Activities, an Appetite for
Recreation, and Aesthetic Satisfaction

A Healthy and Strong Body

e A Unified View of the Self in the Universe

*Abstracted from .indley (1956).
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The Survey of Behavioral Qutcomes of General Education in High School. As

a follow-up to the Mid-Century Committee on Outcomes in Elementary Education,
the National Association of Secondary School Principals, the Russell Sage
Foundation, and the Educational Testing Service commissic=2d a similar study
which was to focus on high school general education (French and Associates,
1957). As in the earlier study, three separate committees were formed:

(1) committee of consultants, (2) committee of advisors, and (3) committee
of reviewers. Use was also made of a mail survey to assess outcome impor-
tance as perceived by educators across the country. The two-dimensional
classification of outcomes that resulted from this effort is illustrated

in Figure 48. For each of the 99 most cpecific outcome categories delineated
by the project team (for example, Outcome Category No. 1.111) a large

number of illustrative beheviors are also presented in the summary report

of the study (a total of 1,062 different specific behaviors are listed, each
nf which could be considered a separate and significart outcome). Further-
more, for each of the next broader categories of outcomes (fcr example,
Qutcome Category No. 1.11) a Jarge number of “"develop :ntal equivalents"

are presented.

To illustrate the classification system further, below are i,sted four
"directions of student growth" categories, one at each of the four levels
of detail that are used for the "Directions of Student Growth" dimension
(French and Associates, 1957, p. 218):

1. GROWING TOWARD SELF-REALIZATION
1.1 Developing Behaviors Indicative of Intellectual Self-Realization
1.11 Improving Study Habits, Study Skills, and Other Work Habits
1.111 Is skillful in securing information and in organiz-
ing, evaluating, and reporting results of study and
research
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Figure 48
ILLUSTRATION OF THE STUDENT OUTCOMES STRUCTURE DEVELOPED BY FRENCH AND
ASSOCIATES FOR CLASSIFYING HIGH SCHOOL GENERAL EDUCATION BEHAVIORAL OUTCOMES*

DIRECTIONS OF STUDENT GROWTH

2. Toward Desirable 3. Toward Effective
Interpersonal Men ership or Leader-
1. Toward Self- Relations 1n Small sh1p n Large
Reaiization Organizations Organizations
1. Attainment of 1.1 2.1 3.1
Maximum Intellectual . 2.1 in
B Growth and Develop- 1.1 2.1 .m
ment 1.12 2.12 3.2
E 1.113 2.113 3.12
1.114 2.12 321
H 1.12 2.2 322
1.121 2.122 3.123
A 1.122 2.123 3.13
: 1.123 2.13 3an
vV 1.124 2.1
1.13 2.132
[ 1.3 2.133
1.132 2.134
0 1.133
R 2. Cultural Orientation 1.2 2.2 3.2
and Integration 1.2 2.2 .2
A 1.211 2.211 3.
1.212 2.212 3.22
L 1.22 2.22 3.221
1,221 2.221 3.222
1.222 2.222 3.23
1.23 2.23 3.251
C 1.23 2.2
1.232 2.232
0 1.24 2.233
1.281 2.234
M 1.242
1.25
o 1.25
1.252
E
T 3. Physical and Menta) 1.3 2.3 3.3
Health Haintenance 1.3 2.Nn .3
£ and Improvement 1 2.3 3.
1.312 2.312 3.2
N 1.32 2.3 3.32
' 1.321 2.321 3.321
- 1,322 2.322 3.322
v 1.33 2.33 3.323
£ 1.3 2.3 3.324
1.332 2.332
1.34
1.341
1.342
A 1.343
R 1.344
E 4. Economic Competence 1.4 2.4 3.4
1.41 2.41 3.4
A 1.4 2.41 3.411
1.412 2.412 3.412
S 1.413 2.42 3.413
1.42 2.421 3.4
1.421 2.422 3.42
1.422 2.43 3.4
1.43 2,43 3.43
1.43 2.432 3.42
1.432 3.432
1433 3.44
1 44 3.44
1341 3.442
1.442 3.443
3.45
3.451
3.452

*Abstracted from French and Associates (1957).
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Gerberich's Ten Types of Learning 0.tcomes.

In a book on achievement test

construction, Gerberich (1956) listed 10 types of learning outcomes acquired

by students-as a result of their withia-school and out-of-school learning.

His 10 types of outcomes are presented in Figure 49.

10.

Figure 49
GERBERICH'S TEN TYPES OF LEARNING QUTCOMES*

Skills (reading, work-study, language, computational, shop
and laboratory, typing, athletic, etc.).

Knowledges (facts, principles, laws, processes and procedures,
sources of information, etc.).

Concepts (meanings, discrimination, use of abstract words in
thinking, speaking and writing).

Understandings (similar to, but at a higher level than,
concepts).

Applications (logic and problem-solving; it uses all four of
the above).

Activities (willingly, and usually it is voluntary, performing
some informed and self-directed action).

Appreciations (includes appreciation of patterns in mathe-
matical or quantitative formulas, of logical organization of
ideas, and of projected plans for action, in addition to
artistic appreciations).

Attitudes (a state of readiness, mental and emotional, for
reacting in a habitual manner to certain situations, persons,
or things).

Interests (highly personal expressions of feelings, preferences,
likes, and dislikes).

Adjustments (adopting modes of behavior suitable to one's
environment or to changes occurring in one's environment;
adaptation to two worlds--nature and human beings).

*Abstracted from Gerberich (1956, pp. 16-21).
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Schwartz and Tiedeman's Continuum of Behaviors. Schwartz and Tiedeman

(1957) developed an outcomes structure that shows a continuum expanding

with time. Their framework is shown in Figure 50.

Figure 50
SCHWARTZ AND TIEDEMAN'S CONTINUUM OF BEHAVIORS*.

PHYSICAL DEVELOPMENT

SOCIAL AND EMOTIONAL DEVELOPMENT
ETRHICAL BEHAVIOR
SOCIAL RELATIONS
THE SOCIAL WORLD
THE PHYSICAL WORLD } 1
ESTHETIC DEVELOPMENT :
COMMUNICATION . G?\P‘DE

QUANTITATIVE REL ATIONSHIPS

ilae

*Abstracted from Schwartz and Tiedeman (1957,
p. 42).

They made the point that educational objectives are often generalities
with 1ittle meaning. Confusion exists in the eyes of teachers and others

for four main reasons:
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1. The individual's failure to understand clearly the relation-
ship between what takes place in the classroom and the general
purposes of education

2. The individual's failure to understand the continuous nature
of education

3. The individual's failure to understand that each learning
experience may influence a multiplicity of behaviors

4. The individual's failure to understand the values to be gained
by carefully identifying teaching objectives (p. 37).

Schwartz and Tiedeman also gave a good summary of the sources of goals
and objectives:

Present-day objectives of education stem from fi.e major sources:

(1) studies of our present society; (2) studies of the learner;

(3) studies by subject specialists; (4) studies and discourses by
philosophers; and (5) studies by psychologists. This is assimilated
and put into objectives by: (1) commissions; (2) state departments
of education; (3) university professors; and (4) professional organi-
zations. These then go into curriculum guides, college classes,
textbooks, articles, speeches, conferences. Then they are reworked
by th% individual schools and the teachers in those schools. [Pp.
32-33

Downey's Tasks of Public Education. Downey (1960) reviewed all the personal

statements by authors he could find in the literature about the tasks of the
public schools. He also reviewed a number of studies that had attempted to
measure general citizen acceptance of different school programs and their
opinions concerning what the schools should be teaching. Like items were
grouped together, and similar items were replaced by a single item. This
synthesis resulted in 16 items grouped under four categories: intellectual
development, social development, personal development, and productive develop-

ment. Then, through logic and simplification, Downey attempted to refine




the synthesized 1ist into "mutually exclusive unit functions" that make up

the total task of education. Downey's framework is illustrated in Figure 51.

Taba's Types of Behavioral Objectives. In a chapter of Curriculum Development,

a book on types of behavioral objectives, Taba (1962) made the following

important observations:

An organized statement of objectives should be more than a mere
grouping of individual objectives. It should also convey the
fundamental rationale on which the very conception of objectives

is based. This rationale should indicate what is important in
education and where the subsidiary values lie. . . . The two-
dimensional model of stating and classifying objectives by a
description of behavior and of the content to which this behavior
applies illustrates both the advantage of greater clarity and the
difficulty of living up to it. It conveys the idea that the
fundamental point in education is to change behavior. It also
creates some difficulty in producing a zlear-cut classification.
Either one or the other could be used as & basis for ciassification.
If the types of behavior are used for a basis, the kinds of content
to which the behavior is addressed is bound to be less clearly
represented and less systematically sampled. If the content of
behavior is used for a basis, the types of behavior involved tend
to be obscured, as do the areas of life to which these behaviors
are related. Recently, however, classification by types of behavior
has been favored because it seems more functional as a basis for
curriculum development and for evaluation than classification by
content. [P. 211]

Then Taba proceeded to discuss types of behavioral objectives. Her list

is presented in Figure 52.
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Figure 51
DOWNEY'S TASKS OF PUBLIC EDUCATION*

A. Promote Intellectual Development (Inteliectual Dimensions)

1.
2.
3.
4.

Acquisition and possession of knowledge, information, and concepts
Skill in acquiring, transmitting, and communicating knowledge
Discrimination, imagination, and habits that lead to creating knowledge

A desire for knowledge, love of learning, and wanting more knowledge

B. Promote Social Development (Social Dimensions)

1.

Concepts, skills, and attitudes concern:.ng relationships among
individuals

Concepts, skills, and attitudes concerning an individual's relation-
ships to the state, such as civic rights and duties

Concepts, skills, and attitudes concerning an individual's relation-
ships to one's country, for example, loyalty

Concepts, skills, and attitudes concerning an individual's relationships
to peoples of the world

C. Promo?~ Personal Development (Personal Dimensions)

1.
2.
3.
4.

Physical or bodily health and development
Emotional health and stability
Ethical development and moral integrity

Aesthetic development and resulting cultural and leisure pursuits

D. Promote Productive Developmenc (Productive Dimensions)

1.
2.
3.

Provide information and guidance for selecting a career or vocation
Training and other preparation for a job, plus placement in & job

Skills and attitudes in home and family living, including homemaking
and handyman skills

Training in personal consumer problems such as buying, selling, and
investing

*Abstracted from Downey (1960, pp. 24-26).
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Figure 52
TABA'S TYPES OF BEHAVIORAL OBJECTIVES*

1. Knowledge
- Facts
- Ideas
- Concepts
2. Reflective Thinking /
- Interpretation of Data
- Application of Facts and
Principles
- Logical Reasoning
3. Values and Attitudes
4. Sensitivities and Feelings

5. Skills

*Abstracted from Taba (1962).

The C ark-Trow Typology Framework of College Qutcome Goals Developed

by ACT. Using cluster correlation analysis, researchers at the American
College Testing Program {ACT) arrived at three student goals for college
that typify students in each of Clark and Trow's (1965) college student
subculture categories. Research by Clark and Trow had indicated that the
four most distinguishable student subcd]tures could be differentiated by
looking at two orientation dimensions: amount of involvement with ideas
and amount of identification with the college. A more recent study (Kees,

1974) confirms that the validity of the four Clark-Trow typologies still
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holds for college students, and each group is clearly aiming for different
college outcomes. A diagram of the American College Testing Program schema

(1970, pp. 53-54) is presented in Figure 53.

The Pace and Baird Outcomes-Personality-Environment Framework. For nine

colleges of three different types (three small liberal arts colleges, two
large liberal arts colleges, and four very large and complex universities),
Pace and Baird (1966) relate. 11 different student-perceived college out-
come attainments to student-perceived campus curricular environments (as
measured by the College Characteristics Index) and to student personality

characteristics (as measured by the Allport-Vernon-Lindzey Study of Values,

the Heston Personal Adjustment Inventory, sections of the California

Psychological Inventory, and the Stern Activities Index. It was found that

both the environmental and the personality measures were related to the
perceived outcomes, with the environmental measures having the strongest
relationship. From the results, it was also hypothesized that the impact

of a subculture on student outcomes depends more on the college in which it
is located than on its similarity to other subcultures of its kind. The Pace

and Baird framework (pattern of relationships) is presented in Figure 54.

Michael and Metfessel's Major Educational Goal Categories. Michael and

Metfessel (1967) formulated and reported special procedures for developing
valid measurable objectives to be used in the valuation of college programs.
For their system, it was necessary to start out with broad goals in one or more
of four areas. They implied that these areas could include all possible objec-

tives for student learning. Their goal framework is diagrammed in Figure 55.
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Figure 53
THE CLARK-TROW TYPOLOGY FRAMEWORK OF

COLLEGE OUTCOME GOALS DEVELOPED BY ACT*

Involved with Ideas

Much

Little

. To improve my ability to think
. To broaden my intellectual interests

. To increase my appreciation of art,

Academic or Intellectual Goals

and reason.
and my understanding of the world.

music, literature, and other
cultural expressions.

Collegiate Goals

. To increase my effectiveness in

interpersonal relations.

. To learn how to be an effective

leader.

. To become more capable and

interesting socially.

. 70 learn how to deal with political
. To develop more personal dependence

. To find a cause or causes I can

Nonconformist, Nonconventional,
or Idealism Goals

or social injustice.
and self-reliance.

really believe in.

Vocational Goals

. To discover my vocational

interests.

. To attain special skills that will

be useful on the job.

. To meet the academic requirements

necessary to enter a profession.

*Abstracted from American College Testing Program (1970, pp. 53-54).
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F.jure 54

THE PACE AND BAIRD OUTCOMES~PERSONALITY-ENVIRONMENT FRAMEWORK*

COLLEGE-QUTCOME OBJECTIVES

asthetic (IHA)

Aesthetic values (A-V-L)

Reflectiveness (Af)

Achievement via independence
(Gough)

Intellectual efficiency (Gough)

ENVIRONMENTAL SUPPORTIVE RELEVANT TO THESE PRESS AND
PRESS PERSONALITY MEASURES** PERSONALITY CHARACTERISTICS***
Intellectual Analytical thinking (Heston) 1. Acquiring a broad
humanistic, Theoretical values (A-V-L) cultural and literary

education

. Understanding different

philosophies and ways .f 1ife

. Developing an enjoyment

and appreciation of art,
music, and literature

Group welfarce (W)

Sociability (Heston)
Personal relations (Heston)
Social values (A-V-L)
Religious values (A-V-L)
Welfare (AI)

Responsibility (Gough)
Sociability (Gough)

. Social development,

getting along with others

. Effective citizenship

Scientific,
independent (SI)

Analytical thinking (Heston)

Theoretical values (A-V-L)

Determination (AI)

Dominance (Al)

Achievement via independence
(Gough)

Intellectual efficiency (fcugh)

o0~

. Specialization for further

professional, scientific,
or scholarly work

. Critical thinking
. Understanding sciance

and technology

Practical,
status-oriented
(Ps)

Economic values (A-V-1)
Political values (A-V-L)
Deference (Al)
Exhibitionism (Al)
Sociability (Gough)

Vocational training

*From Pace and Baird (1966, p. 223).

Reprinted by permission from Thecdcre M.

Newcomb and Everette K. Wilson, College Peer Groups (Aldine Publishing Company,
Chicago); copyright © National Opinion Research Counuil, .966.
**Heston refers to the Heston Personal Adjustment Inventory.

A-V-L refers %o the Allport-Vernon-L: .

‘ey Study of Values.

Gough refers to the California Psvcho.._ ical Inventory.
Al refers to the Stern Activities .ndex.
***From a numbered 1ist presented to students.
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Figure 55
MICHAEL AND METFESSEL'S MAJOR EDUCATIONAL GOAL CATEGORIES*

Intellectual Aesthetic Social Vocational
Broad Intellectual Broad Aesthetic Broad Social Broad Vocational
Goals or Objectives Goals or Objectives Goals or Objectives Goals or Objectives
e.g., to develop an e.g., to gain appre- e.g., to write and e.g., to master minimum
understanding of the ciaticn of the speak correctly and skills necessary for an
nature ¢ ““e scientific heritage of nusi. effectively entry level position
and art of Western
Civilizaticn H |
j 4
Specific, Measurable Specific, Measurable Specific Measurable Specific Measurable
Inteltectual Objectives Aesthatic Objectives Social Objectives Vocational Objectives
e.g., to desigs an e.g., to read for e.g., to show e.g., score a passing
experiment intcaded to pleasure three or accurate use of grade on the licensing
test the validity of more books during noun and verb forms exam for that area
Newton's second law the school year on
the history and
theory of visual
art

*Abstracted from Michael and Metfessel (1967).
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Tyler's 1968 Listing of Purposes of Education. The person active in

education today who has probably focused in depth the longest on the
purposes of education is Ralph Tyler, considered by many to be the
father of the benavioral objective movement. Figure 56 presents a
recent 1isting he provided of six basic purposes of education, along

with two new tasks that apply to all six purposes.

Figure 56
TYLER'S 1968 LISTING OF PURPOSES OF EDUCATION*

Reaching the
disadvantaged

—
-

Individual Self-Realization

2. Literate Citizens

3. Sorial Mobility
To provide these

educational oppor- 4. Preparation tor the World
tunities and ensure of Work

effective iearning

for people from 5. Wise Choices of Nonmaterial
varied backgrounds Services

of thinking, experi-

ence, and outlook 6. Learning to Learn

*Abstracted from Tyler (1968).

Chickering's Develonmental Vectors for the Young Adult. Chickerinc (1969)

reviewed the literature on higher education and the results of the Project

on Student Development, a comprehensive study he directed for 13 small
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colleges, and decided that all student outcomes of college could be
classified within seven major areas. Since each type of outcome was
distinct and had direction and magnitude, he called them vectors. Each

vector, in turn, had more specific components.

As outlined below in his own words, Chickering's work was research-based
and his goal was to develop a conceptual framework for student outcomes
that would have practical usefulness:
Basically then, my aims have been to synthesize th: research and
theory that, to me, seem most significant for higher education and
to generate a conceptual framework faithful to those findings--a
framework sufficiently general to be relevant to a wide range of

decisions and sufficiently simple to be held in mind for applica-
tion as alternatives for action are considered. [P. x]

As possible arrangement of his framework is shown in Figure 57.

Astin's Taxonomy of Student Output Measures in Terms of Type of Outcome,

Type of Data, and Time. Astin (1970) developed a taxonomy of student

output that had three dimensions: type of outcome, type of data, and

time of outcome. The "type of outcome" dimension is broken into two
components as is the "type of data" dimension, and the "time of the
outcome" can be any time of concern (or it could be just short-term
outcomes or long-term outcomes). An outline o7 Astin's model is presented

in Figure 58.

In a Tater discussion of his taxonomy Astin (1974) proposed still another

dimension, but it was not shown in the diagram he presented:
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Figure 57

CHICKERING'S DEVELOPMENTAL VECTORS FOR THE YOUNG ADULT*
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Figure 58
ASTIN'S TAXONOMY OF STUDENT OUTPUT MEASURES IN
TERMS OF TYPE OF CUTCOME, TYPE OF DATA, AND TIME*
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In developing a preliminary taxonomy, I have attempted to follow

the traditional functions of collegiate institutions: teaching,
research, and public s2rvice. Thus, the first dimension in the
taxonomy would comprise three categories: community service out-
comes, faculty outcomes, and student outcomes. . . . These three
categories are to some extent interdependent. Certain important
faculty and community service outcomes, for example, can be derived
by aggregating student outcome measures. . . . Given the fact that
faculty and community outcomes are substantially dependent on stu-
dent outcomes, initial refinements of the taxonomy will focus on
student outcomes. (Refinements of the faculty and community service
components of the taxonomy, which are beyond the scope of this essay,
should be simpler to develop once the student component has been
developed in some detail.) [P. 29]

The Perry Framework for Student Development. William G. Perry, (1970) of

the Harvard College Bureau of Study Council, developed a "schema" that
describes both intellectual and ethical development during the college
years. As indicated by Heffernan (1975a, 1975b), it has important
potential implications for educational planning and evaluation:

v Given our shift to diverse kinds of students, learning environments,
and expectations of education, useful conceptual frames for plarning,
research, and evaluation are increasingly required. Such a framework
should be: (a) broadly enough conceived to transcend the particulars
of programs and institutions, yet richly enough detailed to provide
differentiation and comparative analyses; (b) grounded in learning
psychology, yet consonant with philosophical and normative standards;
and (c) perhaps most important, intuitively valid to many constitu-
encies. . . . The Perry theory describes students' developmental
processes in a unique way: viz, through forms of thought and styles
of establishing values and personal identity. It describes how stu-
dents progress in levels of thinking complexity, how that leads to
a merging of knowledge and values, and how a sense of identity is
estab}ished. [Pp. 1-2 of Heffernan, 1975a, and p. 492 of Heffernan,
1975b

Heffernan goes on to say (1975t. p. 494) that "Because of its logic and
thoroughgoing detail, it represents . compelling framework for an 'ideal' edu-

cational process, a normative basis for judging educatioral outcomes."




It is a "clinically based and empirically validated theory," and nas been
used by a number of people for practical applications such as s‘udent
evaluation, faculty development, instructional development, and frogram
design and evaluation. Furthermore, it "draws upon and draws together
much of our knowledge on both intellectual and personal development."

Heffernan's diagram of the Perry framework is presented in Figure 59.

Plowman's Classification System for Educational Objectives. In his book

on behavioral objectives, Plowman (1971) formulated still another system

for classifying behavioral objectives in education. His is a two-dimensional
system, with one dimension consisting of skill areas and the other consisting
of curricular or program areas. His classification is diagrammed in Figure

60.

As indicated in Figure 60, Plowman focused specifically on five skill areas,

and his book was designed to help educators prepare behavior=1 objectives
of each of five areas. He acknowledged, however, that other sets of cate-
gories were also important and could probably be incorporated into his
schema (one category that he mentioned is rather global and the term used
is new to our review of the literature):

We have prasented here an overview of five categories of behavioral
objectives--academic, cognitive, creative, craftmanship, and lead r-
ship. It should, of course, be recognized that other sets of cate-
gories or structures of objectives may be equally as valid. Notable
among these are the "Affective Domain" of the Taxonomy of Educational
Objectives; a psychomotor domain; and, yet to be formulated, a
"unified-field" structure of objectives for optimum development of

human beings. [P. 13]

131 159




Figure 59
THE PERRY FRAMEWORK FOR STUDENT DEVELOPMENT*

1 Basic Duality

World is viewed in polarities of
richt/wrong, we/they, good/bad.
Knowledge and values are Authority-
bound.

2 Multuphcity Pre-legitimate

Elaboration of dualistic Diversity 1s perceived 1n the world,
framework vn order to as- but is accounted for as unwarranted
similate into 1t perceptions confus10on or poorly-qualificd Authority

of diversity
3. Multiphcity  Subordenate

Diversity and uncertainty are perceived
as extensive, but only temporary
conditions.

Structural Changes
¢ n Outlook .
{the “Ways of Knowing")

4 Muluphcsty Correlate, Relativism Subordinate

Legitimate uncertainty, diversity and
frames of reference other than Authority's
are seen as extensive and ucn-temporary,

Breakdown of dualistic
framework, substitution 5. Relatvism Correlate, Competing or Diffuse
ef relativistic frame-

work, intimation of chal-

Ail knowledge ano values (1ncluding
Authority's? are seen as contextual and

lenge of personal comm t- r
men% as dpneCeSSllj of relativistic. Dualysm 1s subordinated to
3 spucial case.

orientaticn and dentity
n a relativastic world J

6 Commitment Foreseen

, The need 1s felt to ortent oneself in 2
relativistic world through some form of
affirmation, direction or Commntment,
{not simply a blind opposition nor a
submission to Authority)

1. Imtial Commitment

An affirmation or choice is mace, a
direction s establicned 1n sone area.

Estabhishing Identity

Evoluttin of style in 8 Orientation n imphcaticns of Commitment C Thro'ugh Commntmenlf.
personal comm tinent — (the "Ways of Being )
Implications of one's (hoice, direction
are experienced. Subjective and stylistic
fssuas of responsibility are explarcd.

J
8. Developing Commitments
Affirmation of 1dentvty<sﬁdﬁgﬁmultiple
responsibilities evolves, Comnitment
experieaced as an on-guing, unfolding
expression of personal values and life-
| style. ~“__JJ

Retreat.Regression; entrenchment 1n the dualism
Vanistions of Positions Two and Three

Escape.Dissebling; a dental ¢f the impl.cations
for further growth of Positions four, F.ve and Six

Tempor{zing:Pausing; a prolonged deldy 1n any
Position

autho’;Reprintéd from Heffernan (1975a, 1975b) with permission of the
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Figure 60
PLOWMAN'S CLASSIFICATION SYSTEM FOR EDUCATIONAL OBJECTIVES*

Higher Craftsmanship . Otner
Academic Cognitive Creative or Kinesthetic Leadership Skill
Skills Skills Skills Skills Skills Areas

English and
Literature Programs

Mathematic
Programs

eel

Science
Programs

Reading
Programs

Art and Music
Programs

Health
Programs

Other Program
Areas

*Abstracted from Plowman (1971).




For his "higher cognitive skills" area, Plowman broke the category up,
utilizing the main components of Bloom's taxonomy: knowledge leve?
(remembering), comprehension level (translation, interpretation, and
extrapolation), application level, analysis level, synthesis level, and
evaluation level. This was the only one of the five skill categories that

he broke down in this mzaner, however.

The Research for Better Schools Classification of Educational Objectives.

Klingberg (1970) reported on a 1969 classification of educational objectives
developed by an agency called Research for Better Schools, as a part of

"the basic program plan for its Humanizing Learning Programs." Their
"cognitive domain" category is a compression and modification of the

Bloom taxonomy {1956), while their "self-actualization domain" is a
compression and modification of the Krathwohl and associates taxonomy

for the affective domain. They acknowledged the importance of the psycho-
motor domain but did not treat it in their classification. To the three
domains posited by the Bloom group, a fourth domain was added, tne “inter-
personal domain." A presentation of the Research for Better Schools

classification as excerpted from Klingberg is shown in Figure 61.

The German "LOT-Projekt" Model for Classifying Educational Objectives.

Klingberg (1970) also reported on a two-dimensional project developed prior
to 1970 by the "LOT-Projekt" in Konstanz, Germany for use in "elementary
education." A matrix presentation of this classification is shown in
Figure 62. Note that their classes of behavior were influenced greatly

by the work of Bloom, Krathwohl, and their associates.
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Figure 61

THE RESEARCH FOR CETTER SCHOOLS SYSTEM FOR CLASSIFVING EDUCATIONAL OBJECTIVES*

Cognitive Domain Interpersonal Domain
- low order cognitive data - role recognition
recall

- role flexibility

- higher order cognitive
data processing evaluation ~ developing awareness of

and being able to construc-
tively utilize individual
differences

- recognition of, and skilis
in creating many greoup
climates

- developing skills in
influence strategies

- development of communication
skills through the use of
techr.ical languages for
describing human inter-
action

164

*Excerpted from Klingberg (1970, p. 22).

Self Actualiz~t on
(Affective) Domain

- the enhanczement of the
abilitv to be aware of
cultural variations and
thei 1impact on personal
response patterns

- awareness of self and
others

- self-assurance and respon-
sibility in approaching and
contrciling the environment

Psychomotor Domain
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Figure 62
THE GERMAN "LOT-PROJEKT" MODEL FOR
CLASSIFYING EDUCATIONAL OBJECTIVES*

CLASSES OF BEHAVIOR

Cognitive Affective Psychomotor
Domain Domain Domain
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T *Abstractad from Klingberg (1970, p. 27).
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Healy and Associates Taxonomy for Performance Objectives. Healy and his

associates (1971) utilized Gagné's work (1971) in developing what they
called a "taxonomy" that was to be usedfor classifying catalogues of
objectives being produced by educational research and developmental
projects sponsored by the Florida Department of Education. The guiding
principle of their taxonomy is that parformance objectives be classified
according to the learning process required for accomplishiag the specified
task. To classify an objective one must look at the end product of the

objective.

The "taxonomy" of Healy and associates is shown in Figure 63. The authors
specified fhree factors that should be considered by persons constructing
or classifying objectives using the taxonomy.

(1) A change in classification substitutes, in effect, a different
vbjective for the original . . . (2) The category to which an objective
is assigned will, or should, influence the selection of the processes
used in providing instruction . . . (3) The experimental background of
the student must be considered in assigning objectives to categories.
For example, the solution of a multi-digit multiplication problem may
require "problem solving" skill from a third grade student, but serve
only as evidence of "rule learning" at later states of student develop-
ment. This is not to suggest that the objective be reclassified to
accommodate student level but rather than the selection of objectives
be keyed to student prior attainments. [Pp. 6-7]

Gronlund's Classification of Learning Outcomes. Gronlund (1971) proposed

a classification system for learning outcomes in his book on measurement
and evaluation in teaching. He delineated nine broad areas for which edu-
cational objectives can be classified and listed some objectives under each.

The more specific objectives were meant to be suggestive rather than
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Figure 63

Motor
Skills

Demonstration of an
ability to perform

a defined physical

action.

Verbal
Information

Demonstration of an
ability to recall a
fact or relationship.

Intellectual
Skills

Demonstration of an
ability to do dis-
crimination, concept
learning, rule learn-
ing, and problem
solving.

HEALY AND ASSOCIATES TAXONOMY FOR PERFORMANCE OBJECTIVES*

LEARNING AND
PERFORMANCE

Cognitive
Strategies

N

An observable respnnse
from which 2n altered
internal approach to
learning or thinking
can be inferred.

Attitudes

An observable response
from which an inference
about the learner's
internalized behavior-
guiding principles or
systems of beliefs can
be made.

Pn
-
[
0 ¢

138

*Abstracted from Healy and Associates (1971).




comprehensive; many more could be isted for each broad area. Gronlund

made the following additional points about his schema, which is shown

in Figure 64.
Although the specific learning outcomes resulting from a course of
study may run into the hundreds, most of them can ba classified
under a relatively small number of headings. Any such classifica-
tion is of necessity arbitrary, but it serves a number of useful
purposes. It indicates types of learning outcomes that should be
considered; it provides a framework for classifying those outcomes,

and it divects avtention toward changes in pupil behavior in a
variety of areas. [P. 35]

For each specific objective in his classification, a numbher of even more
specific third-level objectives can be formulated, s.ich as for a course.
At this level, Gronlund says actio» serbs should be used. He provided
some examples for objective 2.1 in his schema (p. 38):
Understands scientific principles
1. Describes the principle in his own words
2. Identifies examples of the principle

States tenable hypotheses based on the principle

S W

Lists the differences between two given principles

5. Explains the relationship between two given principles

One important point that Gronlund stressed is that a variety of specific
learning outcomes are included in complex achievement. Typical examples
he cited (pp. 196-202):

Ability to apply a principle

Ability to interpret relationships

Ability to recognize and state inferences
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Figure 64
GRONLUND'S CLASSIFICATION OF LEARNING QUTCOMES*

Knowledge

1.1 Terminology

1.2 Specific tacts

1.3 Concepts and principles
1.4 Methods and procedures

Understanding

2.1 Concepts and principies

2.2 Methods and procedures

2.3 MWritten material, graphs, maps,
and numerical data

2.4 Problem situations

Application

3.1 Factual information

3.2 Concepts and principles
3.3 Methods and procedures

3.4 Problem-solving skills

Thinking Skills

4.1 Critical thinking
4.2 Scientific thinking

General Skills

Laboratory skills
Performance skills
.3 Communication skills
.4 Computational skills
5.5 Social skills

Attitudes

6.1 Social attitudes
6.2 Scientific attitudes

Interests

7.1 Personal interests
7.2 Educational and vocational interests

Appreciations

8.1 Literature, art, and music
8.2 Social and scientific achievement

Adjustments

9.1 Social adjustments
9.2 Emotional adjustments

*Excerpted from Gronlund (1971, pp. 35-36).
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Ability

Ability
Ability
Ability
Ability
Ability
Ability
Ability
Ability

Ability

to
to
to
to
to
to
to
to
to

to

recognize the relevance of information

develop and recognize tenable hypotheses

formulate and recognize valid conclusions

recognize assumptions underlying conclusions
recognize the limitations of data

recognize and state significant problems

design experimental procedures

recognize warranted and unwarranted generalizations
apply principles

interpret experimental findings

Also noteworthy was Gronlund's listing (p. 222) of the types of complex

learning outcomes that can be measured b, essay questions and objective

interpretive questions:

Abitity
Abi ity
Apility
Ability
Ability
Ability
Ability
Ability

to
to
to
to
to
to
to
to

recognize cause-effect relationship
recognize the application of principles
recognize the relevance of arguments
recognize tenable hypotheses

recognize valid conclusions

recognize unstated assumptions
recognize the limitations of data

recognize the adequacy of procedures

(And similar outcomes based on the pupil's ability to
recognize the answer)

Ability to explain cause-effect relationships

Ability to describe applications of principles
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Ability to present relevant arguments
Ability to formuiate tenable hypctheses
Ability to formulate valid conclusions
Ability to state necessary assumptions
Ability to describe the limitations of data
Ability to explain methods and procedures

(And similar outcomes based on the pupil's ability to
supply the answer)

Ability to produce, organize, and express ideas
Ability to integrate learnings in different areas
Ability to create original forms (e.g., designing an experiment)

Ability to evaluate the worth of ideas

College Student and Alumni Activity and Accomplishment Scales. In the

middle 1960s, researchers at the American College Testing Program (ACT)
developed 10 scales that measured 10 types of non.cademic accomplishments
during college (Holland and Richards, 1965; Richards, Holland, and Lutz,
1966a, 1966b). Each scale was composed of 10 specific accomplishments
that college might be expected to facilitate, and they were found to be
reasbnably reliable and relatively independent of grades and academic
abilities. The scales later became a part of the ACT Institutional Self-
Study Survey instrument (American College Testing Program, 1970) and
modifications of 7 of the scales became an integral part of an ACT alumni

survey instrument (Munday and Davis, 1974).
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Similar scales of activities for junior and senior undergraduate students
and for alumni were developed by Pace for a large-scale study conducted
by the Center for the Study of Evaluation at the University of California,
Los Angeles (UCLA) (Pace, 1972, 1974). Each scale consisted of from 9 to
14 items, and the upper-class student instrument contained 10 scales while

the alumni instrument contained 11 scales.
The names of the scales used by ACT and Pace are presented in Figure 65.
As will be seen in the next section, however, Pace later combined his

scales into a smaller number of categories through use of factor analysis.

Alumni Survey College Goal Scales. In addition to the activity scale

items reported in the previous section, Pace asked his groups of college
students and college alumni the progress, influence, or benefits that
applied to them for 17 college goal statements (1972, 1974). Institu-
tional mean scores on the activity scales and other scales were then
factor analyzed. The factors plus the items loading on each are reported

in Figure 66.

Also reported in Figure 66 are college goals that were logically broken
down into three indices that were used in an alumni study conducted by
Spaeth and Greely (1970). Graduating seniors at 135 colleges and uni-
versities were surveyed at the time of graduation. Seven years later,

in 1968, a 30 percent sample of these same people was surveyed again

and, among other things, asked how important each of 11 college goals
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Figure 65
NONACADEMIC ACCOMPLISHMENT AND ACTIVITY SCALE CATEGORIES

! ACT's*
| Nonacademic Pace's**
Accomplishment Activity
Scales Scales
1. wo.dership 1. Community Affairs
2. Social Participation 2. National and State Politics
3. Art 3. Interculiural Affairs
4. Social Service 4. International Affairs
| 5. Scientific 5. Art Activities
6. Humanistic-Cultural 6. Music Activities
7. Religious Service 7. Literature Activities
] 8. Music 8. Drama Activities
9. Writing 9. Science Activities
10. Speech and Drama 10. Religion Activities
} 11. Education Activities
*Abstracted from American Cullege Testing Program (1970).
**Abstracted from Pace (1972, 1974).
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Figure 66
ALUMNI SURVEY COLLEGE-GOAL SCALES

FACTORS EMERGING FROM PACE'S ALUMMI DATA*

I.

I1.

I11.

Iv.

vI.

VII.

VIII.

IX.

Personal-Interpersonal-Humanistic Benefits**

1. Broadened literary acquaintance and appreciation

2. Awareness of different philosophies, cultures, and ways of 11fe.

3. Aesthetic sensitivity -- appreciation and enjoyment of art, music, drama

4. Appreciation of religion -- moral and ethical standards

5. Social development -- experience and skill in relating to other people

6. Personal development -- understanding one's abilities and limitations,
interests, and standards of behavior

7. Writing and speaking -- ciear, correct, effective communication.

8. Citizenship -- understanding and interest in the style and quality of
civic and political life

9, Appreciation of individuality and independence of thought and action

10. Developing friendships and loyalties of lasting value

11. Tolerance and understanding of other people and their values

Social Awareness and Attitudes

1. Social awareness scale

2. Social desirability scale
3. Government viewpoints

4. Civil rights viewpoints

Intellectual-Cosmopolitan

1. Critical thinking -~ logic, inference, nature and limitations
of knowledge
2. Vocabulary, terminology, and facts in various fields of knowledge

Vocational Attainment

1. Vocational training -- skills and techniques directly applicable to a job
2. Background and specialization for further education in sorme professional,
scientific or scholarly field

Chauvinism-Piety
1. Appreciation of religion -- moral and ethical standards
Critical Thinking-Knowledge-Independence

1. Critical thinking
2. Appreciation of individuality and independence of thought and action

Civic and Political Activity

1. Community affairs activities
2. National and state politics activities
3. Education activities

Personal-Social Development, Human Relatinns, and Community Involvement

1. A1l of the benefit items which defined Factor I
2. Community affairs activities

3. Education activities

4, Music activities

Humanistic-Esthetic Benefits aﬁd Activities

1. Broadened literary acquaintance and appreciation

2. Awareness of different philosophies, cultures and ways of life
3. Aesthetic sensitivity

4, Art activities

6. Literature activities

6. Drama activities

7. Intercultural affairs activities

—~ T %Abstracted from Pace (1972, 1974).
#*This factor had a strong negative loading on the benefit item related to
understanding science and technology.
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Figure 66 (continued)

SPAETH AND GREELEY'S INDICES OF COLLEGE GOALS FOR ALUMNI*

~

PERSONALITY-DEVELOPMENT INDEX
A goal of my college <hculd have been:

® Produce a well rounded student, that is, one whose physical, social, moral,
intellectual, and aesthetic potentialities have all been cultivated.

* Made a good consumer of the student -- a person who is elevated culturally,
has good taste, and can make good consumer choices,

CAREER TRAINING INDEX
*  Ccllege should have trained me for my present job.

* The goal of my college should have been to prepare students specifically for
useful careers. )

Purpese of college most important to me personally today is not a basic
general education and appreciation of ideas.

* College should offer an education that mostly provides general skills and
knowledge instead of attempting to provide training for specific jobs.
(Neutral, disagree somewhat, disagree strongly)

INTELL.CTUAL 7

A goal of my college should nave been:

* Produce a student who, whatever else has been done to him, has had his intellect

cultivated to the maximun.

* Assist students to deve p objectivity about themselves and their beliefs and
hence to examine those 21iefs critically.

Make sure the student is permanently affected {in mind and spirit) by the great
ideas of the great minds of history.

Serve as a center for the dissemination of new ideas that will change the society,
vhether those ideas are in science, literature, the arts, or politics.

’

T *Excerpted from Spaeth and Greeley (1570, p. 14).
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should have heen, and whether or not the direct outcome associated with
the goal should have occurred. The results indicated that, in general,
the alumni favored more 1iberal goals, although the vocational goals were

also important.

Impact and Attainment Areas Covered in Pace's Higher Education Measurement

and Evaluation Kit. 1In 1972, Pace and his associates at the Center for the

Study o1 Fvaluation published a measurement and evaluation kit, a loose
leaf notebook that included scales designed to measure student impact and
attainment. A second edition of the kit has now been published (1975).

In the introduction a number of outcome areas are mentioned: "the
acqu%sition of knowledge in a variety of fields, the development of intel-
lectual skills, abilities, and interests in a broad range of enterpri es,
the formation of informed attitudes and values regarding iss' :s and problems
of social impact, . . . personal development, 'the good life,' a civilized
society, and the development of skill and competence in some profession or
field of employment." The kit does not include scales in all of the areas
of student development mentioned, only those areas not covered by instru-

ments available from testing, employment, and other agencies.

Most of the measures covered here have been field tested, either with a
national sample of about 7,500 upperclassmen at 80 colleges or with a
sample at UCLA. The student development areas covered by the kit and

the scales in each are listed in Fi wre 67.
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Figure 67
IMPACT AND ATTATNMENT AREAS COVERED IM PACE'S
HIGHER CDUCATION MEASUREMENT AND EVAI JATION KIT*

Activitirs and Interests in the General Culture

Community Affairs

National and State Politics
International and Intercultural Affairs
Art

Music

Litearature

Drama

Religion

Science

WO NSO P W N =
e o o & ® @ o e o

Attitudes About Major Social Issues

National status and world security
Freedom of expression

Role of women

Minority problems

Societal viewpoints

Ecology

DO W) =~
e ® & e o o

Progress Toward the Attainment of Broad Objectives and Benefics

Vocational benefits
Humanistic benefits
Critical thinking benefits
Human relations benefits

U N

Personal Traits and Disposition

Academic orientation
Cosmopolitanism

Intellectual orientation
Critical thinking orientation
Scientific orientation

Ol £ LW L =~
e o & o o

Values and Priorities

1. General values and ideologies
2. Societu. priorities
3. Educational p-iorities

*Abstracted from Pace and others (1975).
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Ebel's Command of Substa.tive Knowledge Framewark. Ebel (1972) developed

a classification of educational outcomes in terms of knowledge, skills,
and character. However, according to Ebel a central outcowe applying to
all three areas is "command of substantive knowledge."

If we look at what actually goes on in our school and college class-
rooms and laboratories, libraries and lecture halls, it seems reason-
able to conclude that the major goal of education is to develop in
the scholars a command of substantive knowledge. Achievement of this
kind of cognitive mastery is clearly not the only concern of teachers
and scholars engaged in the process of education. But the command of
substantive knowledra is, and ought to be, the central concern of
education. [P. 65]

A diagrammatic outline that would seem to represent what Ebel said is

presented in Figure 68.

Schalock's Models for Student Educational Outcomes. Schalock (1972)

reviewed the literature and concluded that "every specialized group of
professionals that have anything to do with children have developed a
taxonomy or a series of taxonomies of learner outcomes, and by and large
there is little overlap between them" (p. 41). He discussed six orienta-
tions to learning outcomes as seen by different disciplines, and these
are summarized in Figure 69. One primary cverriding difference amorg

the orientations is that they deal with different levels of outcomes.

Schalock attempted to bring together concepts from the various orientations

into an integraied taxonomy of learner outcomes composed of two levels
Each level consists of a model for learner outcomes that is appropriate for

that level, and the two models are presented graphically in Figures 70-73.




Figure 68
EBEL'S COMMAND OF SUBSTANTIVE KNOWLEDAE FRAMEWOQRK*

COMMAND OF
SUBSTANTIVE
KNOWL EDGE

A. Knowledge B. Skil C. Character

. Concepts . Writing . Personality
. Facts . Speaking . Habits

. Reasons . Typing . Attitudes
. Processes . Jrawing . Values

. Swimming, etc. . Standards

*Abstracted from Ebel (1972). 160




Figure 69

SIX VIEWS OF LEARNING OUTCOMES AS SEEN BY DIFFERENT DISCIPLINES*

DISCIPLINE

VIEW OF LCARNING OUTCOMES

1.

Developmental Psycholngists

Concerned with all human development, and have used as their guide to instruction
and practice concepts such as physical development, social development, emotional
development, intellectual development, motor development, space development.
speech development, moral development, personality development, etc.

2.

Learning Theorists

Dutcomes are “narrowly defined and largely contentless classes of behavior'(e.g.,
discriminations, associations, concepts, principles) that apply to all learning.

3.

Personality Theorists

Their outcome focus is much less general than that of developmental psvchologists,
but much more general than that of learning theorists. Mental hygienists in this
group have concerned themselves with concepts such as “freedom from extreme
frustrations, fearc, anxieties, phobias, etc., a balance of constructive feelings
about oneself, and interpersonal orientations which permit constructive friend-
ship, love, and work relationships.' Phenomenological psychologists in this group
have focused on "positive view of self, identification with others, openness to
experience and acceptance, and rich and available perceptual field, self
actualization, . . . an increasing trust in one's organism, and a fully
functioning self."

Psychoanalytic or "Ego"
Psychologists

Concerned with the use of symbols and with the concept of ego functions or ego
processes on dimensions such as "differantiation vs. confusion,” “fidelity vs.
distortion,” “pacing vs. over-or underloading." "expansion vs. constriction,”
and "integration vs. fragmentation."

5.

Educators

Alt* gh they have used nearly all of the concepts developed in other disciplines,
their focus has been on subject matter taxonomies and curricular objectives, e.g.,
cognitive objectives, affective objectives, and psychomotor oby.ctives. Their
formal taxonomies "have been used in relatively disparate, disjointed ways.

6.

Training Psychologists

Their focus -as been on the performance of highly complex, “"real-life" tasks
in the mili..ry and in-industry.

ERI!

Aruitoxt provided by Eic:

*Abstracted f~-m Schalock (1972, pp. 85-96).




Figure 70
LEVEL ONE OF SCHALOCK'S INTEGRATED TAXONOMY OF LEARNER OUTCOMES*
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Figure 71
LEVEL TWO OF THE COGNITIVE/COMPETENCE DOMAIN
FOR SCHALOCK'S INTEGRATED TAXONOMY OF LEARNER OUTCOMES*
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Figure 72

THE SCHEMATIC RELATIONSHIP BETWEEN THE COGNITIVE/CCMPETENCE

ADAPTIVE SYSTEMS AND STRUCTURAL, FUNCTIONAL, AND CONTENT OUTCOMES*

*Reprinted from Schalock (1972, p. 43).

Cognitive Domain: A Resource Book for Media Specialists.

Psychomotor ] Inteblectual Attaudinal
ﬁ. Systems Ko — Systems et Systems -9
| J [
| T '
I H !
: Substantive Outcomes :
'
B ¥
£ _
s X Levels of ELEMENTS OF COGNITIVE STRUCTURE " s i
3 2 FC:cgznl;v: Discrim AssOCi C Princ E P
g £ unctioning inations stions oncepts ples Plans ‘ N E
S R
o ! Comnrehension I__
R E > J g lE
M z Understanding " Y N
£ [
Apolication JI E
‘\ 4 —al
| !
: Process Outcomes :
! {
|
| [ :
| Psychomotor Inteftectuat Atutudinal
& Systems Systems Systems '4

with the permission of the author.

)
loolﬂ

In J.V. Edling (Ed.) The

Reprinted




Figure 73
MODELS PRESENTED BY SCHALOCK FOR SUBSTANTIVE AND
PROCESS OUTCOMES IN THE COGNITIVE DOMAIN*

Procqsses OUTCOMES

E? MODEL FOR
\f{\ SUBSTANTIVE

Syspéms

Attitudifial

Everfts

62525252???2>§@w ,
NN O

é@
\*g‘é\ MODEL FOR
\5\" g PROCESS
\E“K Evalugtion OUTCOMES

/

Attirldinal
stems

Classifcation

Obsergation

CONTENT

*Reprinted from Schalock (1972, pp. 53, 55). In J.V. Edling
The Cognitive Domain: A Rescurce Book for Media Specialists.
Reprinted with the permission of the author.
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As outlined by Schalock and illustrated in Figure 70, the first level
‘deals with the major categories of human development and/or functioning,
and has as its function the sorting of outcomes into those which are
‘learned,' those whica are ‘shaped,' and those which represent a 'residue’
of the total spectrum of experience" (p. 410). This level consists of
three different adaption areas which wer« derived from an "emerging
theory of human development” that Schalock had formulated. His theory
proposes that, because of primary needs, three broad classes of adaptive
systems have arisen during the evolution of man: (1) internal regulatory
mechanisms that will ensure growth and survival of the indiviﬁua],

(2) interperscnal-relational systems for the perpetuation and social

tering of the species, and (3) a system of competencies for the indi-

v.dual to adapt to external environment demands.

Within each adaption crea, three adaptive systems have developed and been
refined according to Schalock, making a total of nine. It is Qithin these
nine adaptive systems that education can make a contribution, since each
person develops and maintains all nine systems through the interaction of
"experience and genetic programuing." However, the primary function of
education, bringing about learning, applies to the adaptive systems in the
third area--calied the cognitive/competence domain--and especially at the
higher educational levels. This is because learning in the other two areas

consists of habit and Pavlovian association learning.
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Three broad classes of "influence behavior" (behavior directad by one
perscn to another [or others] thct aims at modifying or main-aining
the other's behavior) correspond to the three broad areas of human
development outlined. Schalock defines them as:
Caretakirg: Those behaviors which lead to the development and
maintenance of the regqulatory mechanisms involved

in the physical, emotional and self-definitional
needs of another;

Socializing: Those behaviors which lead to the development and
maintenance of the interpersonal orientations
involved in the sexual, status and friendship-
love relationships of another;

Teaching: Those behaviors which lead to the development and
maintenance of the competencies and/or commitments
involved in the psychomotor, intellective and
attitudinal orientations of another. [Pp. 44-45]

The theory also proposes that each of the nine adaptive systems has an
associated class of infiuence behaviors. Schalock has identified these
subclasses of "“influence behaviors" only for the three adaptive systems
in the cognitive/competency (teaching) domain. They are training (teaching
in the psychomotive area), instruction (teaching in the intellectuai areaj,

and enculturation (teaching in the attitudinal area).

The second level of Schalock's taxonomy is a three-dimensional model that
goes into detail about what outcomes are occurring in an adar “ive system
as a result of education, or what should happen if educational goals in
that area are being met. The three dimensions are structure, function,

and content, and they correspond to the outcomes proposed by the learning




psychologists, the outcomes proposed by the educational »sychologists, and
the outcomes proposed by the curriculum or discipline specialists, respec-
tively. Schalock focused exclusively on the cognitive/competence domain
when discussing this level, as will this summary, but supposadly there are
also similar models (unly with different subclasses) for the other two

domains.

The structure and function components of the cogni tive/competence domain
apply across all three cognitive/compztence adaptive systems (psychomotor,
intellectual, and attitudinal) according to Schalock, while the content
component varies "not only by general class of outcome but by subclasses
of outcomes within the psychomotor, intellectual and attitudinal realms."
Structure of the cognitive/competence domain is the way it (cognitive)
is put together, "the pattern of distinct elements organized into
increasingly complex units' (p. 47). Function, on the other hand, refers
to "the natural action or function of cognition in the overall functioning
of the organism" (p. 50). Cognitive content is defined by Schalock as
follows:
The content of cognition represents the "stuff" into which cognitive
structures are formed and with which cognitive functions deal. It
is generaily agreed that it consists of both substantive outcomes
e.g., the laws of physics, the sounds of Beethoven, the vision of
birds in flight, the feel of tennis racquet and ball, the smeli of
meadows, a:\d process outcomes, e.g., observation, analysis, synthesis,
hypotheses generation, evaluation. In the present scheme an integra-
tion of substantive process outcomes provides the content of psycho-

motor, intellectual and attitudinal adaptive systems., Conceptually,

however. content outcomes occur only after sensory experience has been
ttansj.axeq_mto__cmi.ﬁ.ysf__stv:gs];ture_m has thereby become available to
cognitive functioning. [P. 5




One possible way of diagramming the model for the second level of the
cognitive/competency domain is shown in Figure 71. Another way of dia-
gra ming it was presented by Schalock and is shown as Figure 72. In
this diagram he was trying to show the relationship between the adaptive

systems and the structural, functional, and content outcomes.

Schalock also presented special models to illustrate the substantiye and
process outcomes of the Level 2 content dimension (see Figure 73). For

the form of the content, the four categories of Guilford's model of
cognitive objectiveswere utilized for both the model of substantive out-
comes and the model of process outcomes. The difference between Schalock's
substantive and nrocess outcomes according to these models is that the
first type of outcome is categorized into processes, events, and objects,
while the second type of outcome is categorized into evaluation, classifi-

cation, observation, and so forth.

Tri-County Goal Development Project Student Learning Classification

System. A goal development project involving 55 school districts in
a three-county area in and around Portland, Oregon developed 20,000
learning outcome statements for 12 major curricular areas in grades
K-12 (Doherty and Hathaway, 1974). Then they developed two types of
classification systems for organizing and retrieving the goals from
their computer system: (1) content (subject matter) taxonomies and
(2) coding systems based on the type of outcome. Their coding system
is shown in Figure 74. Each category and sutcategory shown was in

turn broxen down into a number of more detailed subcateguries.
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Ficure 74

TRI-COUNTY GOAL DEVELOPMENT PROJECT STUDENT

Knowledge
- Principles and Laws
- Simple Generalizations
- Conventions, Properties,

Classifications, Contexts,
Operations, Relationships,

Standards or Criterion, etc.

*Abstracted from Ooh.rty

ERIC

AruiToxt Provided by ERIC

LCARNING CLASSIFICATION SYSTEM*

Processes

Acquiring Information

Insuring Validity and
Accuracy

Organizing Information

Interpretira Information

- Using Information to Provide
dew Information

- Acting on the Basis of
Information

- Communicating Information

and Hathaway (1974).
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- Environment

1.
2.
3.

4.

2
<

3.

DN AWM -

Qualities of environment
Copina witn environment
Using environmental
resources

Representing the
environment

Scciety and Culture

ideals
processes
rights
Social institutions
Social requlators
Cultural heritage

Social
Social
Social

Personal Functicning
1.

Gualities that contribute
to nersonal effectivenesc

. Qualities that anhance

perscnal relat onsnips
Cenditions of self-esteer
and self-actualization

. Self-actualizing
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Chapter VI
Impacts on Society

Several of the attempts to structure outcomes and outcome-related concepts
focused exclusively on the outcomes of education for society. In the past,
and perhaps also currently, there has been a general feeling among most
people that society derived many benefits from postsecondary education and
that as a result government at all levels should support postsecondary edu-
cation financially and in other ways. On the other hand, in comparison to
the individual outcomes area, the number of attempts to classify social out-
comes has been few. Similarly, as was discovered by Lenning et al. (1975),
1ittle research has focused on this type of outcome in comparison to the

outcomes for individuals.

The Hand, Hoppock, and Zlatchin listing and the Bowen listing both focus
on the broad array of societal outcomes. The other two classifications
in this chapter focus on specific areas within the realm--on research

and development outcomes and social purposes of public schools.

Hand, Hoppock, and Zlatchin's Society-Oriented List of Educational

lpbjectives. Krathwoh1 and Payne (1971) referred to a list of objectives

formulated in the 1940s by Hand, Hoppock, and Zlatchin (1948) as a good
example of a view of education that is primarily society-oriented. Their

1ist of educational objectives is presented in Figure 75.
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Figure 75
HAND, HOPPOCK, AND ZLATCHIN'S SOCIETY-
ORIENTED LIST OF EDUCATIONAL OBJECTIVES*

1. To keep the population healthy

2. To provide physical protection and guarantees
against war

3. To conserve natural resources and use them
wisely

&4, To provide opportunity for people to make a
living '

5. To rear and educate the young
6. To provide wholesome and adequate recreation

7. To enable the population to realize aesthetic
and spiritual values

8. To provide a sufficient body of commonly held
beliefs and aspirations to guarantee social
integration

9. To organize and govern in harmony with beliefs
and aspirations

*Excerpted from Krathwohl and Payne (1971, p. 25).

Bowen's Categories of Social Benefits of Higher Education. If higher

education is to receive proper funding, its benefits to society need to
be extolled. Therefore, Bowen (1971), in & paper on financing higher
education, wrote: "at a time when the social berefits from higher edu-

cation are being doubted or denied, it seems necessary to spell out
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these benefits" (P. 168). He then proceeded to discuss five classes of

social benefits of higher education that he perceived, and these are

outlined in Figure 76.

Schalock and Associates' Classification of Outputs ot Educational Research

and Development Efforts. The training branch of the U.S. Office of

Education National Center for Educational Research and Development
announced in the spring of 1970 that it wished to bring about change in
the training of personnel to be engaged in educational research, develop-
ment, diffusion, and evaluation (RDD&E) activities. The Teaching Research
Division of the Oregon State System of Higher Education was assigned to
conduct a series of studies of 20 exemplary RDD&E projects within various
educational contexts for developing a conceptual and empirical base for
these change efforts (Schalock and Others, 1972). As part of their
broad-scale study, the project staff developed a structural framework for
outputs of educational RDD&E activities. Schalock and his associates at
Teaching Research (1972) took a primarily empirical approach to developing
their taxonomy, as indicated by the following quote:
The task of giving order to the outputs identified was a major one.
The decision was made €arly in the Oregon studies not to impose
preconceived category sets upon the data cnllection process, but
rather to let category sets emerge from the data collected in the
field. Procedurally this required that outputs be listed sequentially
as they were identified within and across projects, and that com-
monalities be found between them. Three classification systems were
developed for purposes of identifying commonalities between outputs.

These were labeled, respectively, as the primary system, the cluster
system, and the dimensional system. [Pp. 100-101]
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Figure 76
BOWEN'S CATEGORIES OF SOCIAL BENEFITS OF HIGHER EDUCATION*

A.  Social Benefits from Instruction

9.
10.
n.
12.

Improving allocation of labor by helping match students aptitudes and interests to
careers.

Improving citizenship through a better informed, more conscientious, more active citizenry.
Reducing crimes througn an educated citizenry that has a lower crime rate.

Providing leaders for the many volunteer service organizations in this country.

Providing millions of persons for the Yow-paying service professions.

Improving home care and child training.

Providing mi111ons of people who can bring humane values and a broad socfal outlook
to government, business, etc.

Add to the graciousness and reducing the tensions of social interaction through enharcing
manners and refinement of conduct ans beauty.

Providing leadership in charting new courses for society.
Speeding the acceptance and diffusion of new technology, ideas, and ways of doing things.
Contributing new ideas to improve efficiency in business and government.

Providing a great reservior of technical skill and versatile leadership which serves
as a base for our country's military power.

B. Social Benefits as a Center for Research, Scholarship and Criticism

Discover and develop knowledge which is regarded as a good in {tself.
Build the foundation of our technology,

Preserve the cultural heritage and interpret it to the present.
Discover values and meanings.

Disti1) wisdom out of past human experiences.

Present ideas of use in shaping the future.

C. . Social Benefits as a Versatile Pool of Talents

1.
2.

Pool of talent available to society for a wide variety of emerging problems.
Pool of talent ava’lable to help meet social and national emergencies.

D. Social Benefits as Patron and Promoter of the Arts

1.
2.
3.

Employ artists.
Stage performing arts.
Educate oncoming generations to appreciate the arts.

E.  Social Benefits from the Community College

W Ny

Is a cultural center for its community and a patron of the arts.
Is a center of discussion.

Is a place for individual consultation and guidance.

Is a humane influence on the community.

Is a pool of talent to help with community problems,

*Abstracted from Bowen (1971, pp. 168-170).
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The "primary" categories of outputs are the most concrete, are at the
lowest level of abstraction, have "intrinsic" meaning, and are "close
to the source" in that they "emerged from the language of persons in the
field." A total of 962 specific outputs were identified in the available

data, and these were categorized into 326 "primary" categories.

After the specific outputs had been categorized into the 326 primary
output categories, similar procedures were used to group these cate-
gories into 51 manageable "clusters." The guiding principles followed
in developing these cluster categories were that they should maintain
"the intrinsic meaning of output labels" and should have "discreteness,
clarity, and operational definition." (Inspite of the fact that these
were the guiding principles for their development, however, the authors
,”#ﬁ>§ported that the cluster categories had "received no intensive 'after
the fact' analysis as to discreteness, overlap, equivalence in level of
generality, etc.") Ancther point made here, as with the primary set of
categories, is that they are both treated as "open sets"; additional
categories as needed can be added toaccommodate additional outputs that

are identified in the future.

As the primary and cluster sets of categories were developed, for purposes
of coding outputs, they were analyzed for evidence of the "dimgnsions" on
which they varied. The first dimension to become apparent was one called
"structure" that had three subcategories into one of which every outcome

could be classified: product, event, and condition. A "product" was defined
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as "tangible or concrete in form, and transportable at a given point in

time, for example, a single concept film, a budget, or a book." A total 1
of 245 primary output categories or 20 cluster output categories could i
be used to describe products. An "event" was defined as "an observable

transaction or set of behaviors, for example, a seminar, a staff meeting,

a field test." A total of 43 primary output categories or 19 cluster

output categories could be used to describe events. A "condition"

was defined as "a desired circumstance expected to endure over the 1ife

of a project, or as a result of it, for example, parental involvement in

planning school curricula, good staff morale." A total of 38 primary

output categories or 12 cluster output categories could be used to de-

scribe conditions.

Three other dimensions were also discovered (function, character, and
level), and each has its own subcategories just as does "structure."
There is one important factor differentiating each of the other dimensions
fron the structure dimension, however, as indicated by the following
quote:

While the structure of outputs are stable from the point of view

of classification, that is, a product or event or condition is

always a product or event or condition, irrespective of its project

context, the output dimensions of function, character, and level

Eary ac&ording to the project context within which they reside.
P. 151

A possible diagrammatic arrangement for illustrating the output dimensions

found by Schalock and associates is shown in Figure 77. The authors also

197

Q 166




Figure 77
THE DIMENSIONS IN SCHALOCK AND ASSOCIATES' CLASSIFICATION
OF OUTCOMES OF EDUCATIONAL RESEARCH AND DEVELOPMENT EFFORTS*
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*Adapted from Schalock and Others (1972) with permission of H.D. Schalnck.
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focused on the work requirements of projects. In addition to the outputs
specified and/or desired, the work effort depends on: (1) the standards
set for the outputs; (2) the tasks required, the operations necessary to
have the outputs meet the standards; and (3) the enablers required, “the
knowledges, skills, ard sensitivities required to carry out those opera-

. tions" (p. 51). The conceptual framework that tied these factors to out-

puts was diagrammed by the authors and is reproduced in Figure 78.

Figure 78
ANOTHER VIEW OF SCHALOCK AND ASSOCIATES' MODEL OF

OUTPUTS OF ZDUCATIONAL RESEARCH AND DEVELOPMENT EFFORTS*

OUTPUT Descriptors Categories
of outputs of outputs

"T Standards Structure | | Cluster
[ | Function Primary
Level
Character

—— Enablers

~ *Reprinted from Schalock and Others (1972, p. 208)
with permission cf H.D. Schalock.

Derr's Taxonomy of Social Purposes of Public Schools. Derr (1973) felt

[}

that too much attention in educational classification systems had been




devoted to the schoc various influences on the behavior of individuals,
which meant that the social consequences of those influences were being
completely neglected. Therefore, he set out to provide school officials
and classroom teachers with a means for arriving at a precise definition
of the social responsibilities of the school so that conditicns in the
school might be geared to accomplish "clearly specified social ends."

He decided that what was needed was "a body of concepts which would
enable us to identify clearly the various types of social purposes which
could be assigned to schools . . . to provide a classification of the
various types of social purposes which schools can adopt and to show the
important similarities and differences among them" (p. viii). He also
believed that an effort at classifying such purposes would show which
areas of concern in education lack adequate concepts. Such a taxoncmy
would presumably also aid in allowing educators and the lay public to
investigate what should be the social roles of the school and to evaluate

whether or aot the school is succeeding in those roles that are desirable.

Derr developed his taxonomy in three stages. First he identified state-
ments of sccial purposes throughout the educational literature. Since no
adequate concept of "social purpose of the school" could be found in the
literature, he constructed such a concept that would clearly distinguish
social purposes from other purposes: "a social purpose is an effect
which a school system intends to produce on some entity" (p. 54). In
addition, he decided that for purposes of the taxonomy, three major types

of behavior forms would apply (values [conceptions of desirability], norms
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[rules or standards of behavior], and beliefs [judgments about the nature

of events in our experience; what is the case, how things happen, why
things happen]) and that social conditions are what the schools are trying
to change "because they represent a more fruitful and meaningful way to
conceive how the school can influence its social environment" (p. 63).
Derr continued:

When a school has social purposes, its objective is to influence

the behavior patterns of society by influencing the behavior of
individuals. Its interest in the behavior of any given individual

is, in this case, solely in terms or its being a contributing part

to the perpetuation or modification of particular behavior patterns

in society. . . .The adoption of social purposes by a school system
implies that the school system has made a2 judgment as to the desir-
ability or undesirability of particular social conditions. This is
not the case with individual-in-society purposes (or, for that matter,
with individualistic purposes). Here the school system simply accepts
conditions as they are; it adjusts the individual to them, without
making any explicit judgment one way or the other as to their desir-
ability. . . ."socialization," a purpose which sociologists long
have ascribed to schools and which is commonly regarded as a social
purpose, is not a social purpose as the term is defined here. It is
an individual-in-society type of purpose--or, more accurately, it is
another term for the individual-in-society category of purposes. As

a purpose, socialization is the attempt to prepare the individual for
membership in society; as such, there is not explicit concern with
exerting influence on the structure of that society. The structure
of society is likely to be influenced by the manner in which the school
chooses to socialize, but this outcome is a consequence rather than

a purpose of schooling. [Pp. 60-62]

During the second stage in the development of the taxonomy, a tentative form
of the taxonomy was constructed through analyzing statements of social purpose
that are in the educational literature. This effort included identifying
characteristics in common of various social purposes to differentiate

classes of social purposes. Almost from the beginning, it was clear that

there were two main classes of educational social purposes, those aiming
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toward "maintenance" of society and those aiming toward "improvement" of
society. A more difficult problem was to identify subclasses of social

purposes within those two purposes.

Three guidelines or criteria were utilized in the development of classes
of social purposes (p. 75):

1. The taxonomy should emphasize the similarity o* the school's
interests, when it pursues social purposes, with those cf
numerous other agencies and institutions in society.

2. The taxonomy should suggest some basis for drawing a division
of labor among the various agencies and institutions which are
concerned with influencing the behavior of individuals in the
community or the larger society.

3. If there are some social purposes which are concerned with

current users of behavior forms and some with prospective users
of behavior forms, this distinction should be emphasized.

The third stage in the development of the Derr taxonomy involved refining
and modifying the tentative form developed in Stage 2, through attempting
to classify statements of social purpose drawn from a random sample of
statements of philosophy or aims of school districts across the country.

A total of 48 unique statements of social purpose were found, and those
were reworded so that the key verb in the statement would be at the
beginning of the sentence (since that very generally indicates the intended
effect, it was felt that this would aid classification). Then three raters,
working independently, attempted to classify each statement within the
taxonomy. One problem with this procedure was that "social purposes of
schools are cuommonly expressed in such vague andambiguous language that
there is no clear delineation of the responsibilities of schools for the

production of social vutcomes" (p. 84).
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Stage 3 also involved making various tests. In the first test, the
“theoretical test," the taxonomy was examined against the three guidelines
referred to earlier. For the second test, the "reliability test," Derr
constructed 50 statements of social purpose in accordance with the defini-
tions of the categories in his taxoncmy. Three independent judges were
then given 30 minutes to classify the 50 statements, using the taxonomy.
In only 4 percent of the cases did any of the judges differ as to which

major class the statement belonged.
A "logical tes." was also conducted. This involved evaluating the taxonomy

against the following rules of logica® division:
‘ a. There must be only one defining characteristic at each step
| in the division

b. The categories must be mutually exclusive

c. The division must be exhaustive, such that

1. there is a place in the division for all members of the
universe of discourse

2. the sum of tle subclasses equals the whole class which has
been divided

d. The successive steps in the division should be in accordance with
one principle of division [P. 107]

Derr also demonstrated two uses of the taxonomy. In the first case he

\

|

\

demonstrated its use in developing positions on the purposes of an American

‘ public school that would be within the capacity of the school to perform,

that would delineate the social pur -ses and their conseauences in specific
terms, and that would avoid committing the school to incompatible social

purposes. In the second case, Derr used the taxonomy to classify the

orientations of 15 major educational writers.
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Derr's taxonomy of social purposes of public schools is shown in Figure 79.
It is hierarchical according to Vickery and Foskett's (1959) "principle of
increasing concreteness," which Derr referred to as the "principle of

specificity."

Figure 79
DERR S TAXONOMY OF SOCIAL PURPOSES OF PUBLIC SCHOOLS

Sccial
purposes
Maintenance Improvement
purpose purpose

Stabilization Modification 1

purposes purposes
Reproduction Replacement

purposes purposes

*Abstracted from Derr (1973).




Chapter Vil
Impacts on Society and Individuals

The many classifications discussed thus far have limited their focus to
only outcomes for individuals or to only outcomes for society. There are
a number of classifications, however, which have a broader focus. Those
classifications focusing on both individual outcomes and societal outcomes

are reviewed in this chapter.

Goals for Higher Education of President Truman's Commission on Higher

Education. In 1945, with World War II veterans starting to flood the
nation's campus2s, President Harry 5. Truman formed a commission to
recommend what colleges and universities should be emphasizing, how they
should organize, and what the federal government could do to help them
cope with the new situation facing them. A year and a half later, the
commission delivered a six volume report, one volume of which dealt with
the goals higher education should attempt to meet. The committee selected
three broad goals that should have priority, and then in later chapters
talked about more specific goals that they evidently applied to the three
areas. In addition, an entire chapter was devoted to equality of oppor-
tunity. A possible framework for how the commission seems to have viewed

things is presented in Figure 80.
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Figure 80
GOALS FOR HIGHER EDUCATION OF PRESIDENT
TRUMAN'S COMMISSION ON HIGHER EDUCATIOQN*

1. Edu.ation for a Fuller Rialization of Democracy in Every
Phase of Living

A. Promote Understanding Among Men

B. Promote Development of the Individual

4. Teach students social responsibility

. Teach studcnts the meaning of democracy

3. Teach students about the process of democracy

4. Convey to students democracy's unfinishe? business

§. Instill allegiance to democracy

6. HLelp student: develop a personal code of behavior based
on ethical principles consistent with demo<ratic ideals

7. Help students apply habits of scientific thought to
their lives

€. Help students appreciate the implications of scientific
discoveries vor human weifare

9. Help students understand tne ideals of others and to
express their own effectively

10. Help students uttain emotional and social adjustment

1. Teach Studeats proper health and to help in solving
comunity health problems

12. Teach students io appreciate art and cultural activities
and to particinate ir some form of creative endeavor

13. Help students acquire knowledge and attitudes necessary
for a satisfying family 1ife

14. Help students find a sccially useful and rersonally
satisfying vocation tnat will permit them to use to the
full their particular interests and abilities

15. Help students mraster Skills ard habits needed for
critical and constructive thirking

16. Provide needed vozational training and irtegrate 1t
with genzral education so each will enrich and give
meaning to the other

Provide Fqyual Opportunity
for Higher Education to
Every Citizen, Youth, and
Adult that Encbles and En-
courages Each to Carry His
or Her Education, Formal and
Informal, as Far as Native
Capacities Permit

B. |Instill the Ideal of Peace and Cooperation Among Men A
and Nations )

11. Education for Interrational Understanding and Cooperation

A. Diffusion of ldeas in the Vorld that are Emerging

Break Down Economic
Barriers to Higher fdu-

€. Secure Recognition and Acceptance of the Interdependence cation

an¢ Oneness of the turld 1in the Thinking of People 8

Eliminate Regional
Variations of Quality

D. Instill Knowledge of, and Respect for, Other Peoples ane and Accessibility

Cultures
C. Recognize Different

€. Provide Opportunities for the Study of A1l Aspects of Kinds of Ed
ucable
}nternational Affairs Intelligence, and Open
F. Teach Students About One's Personal Resprasibility for the Curriculum

Fostering lrternatioral Understinding and Peace D. Eliminate Racial and

G. Help Promote Free and Uncensored Communicaiior of the Religious Barriers

Wor1d so They lay Come to Understand Ore Another and
the Interdepengence E. 2ss?t2p Fducation for

I11. Education for the Application of Creative Imagination and
Trained Intelliyence to the Solution of Social Problems and to
the Administration of Public Affairs

A. Apply Trained Intelligence and Creative Imoginat.on to
Scientific Methods of Investigation, Invention and Adapta-
tion as Fully to the Problems of Human Association as to
the Extension of Krowledye in the Physical World

B. Ffind Ways to Reorder Our Lives and Institutions <o as to Make
Science and Technology Contribute to Nan's Well Being Rather
than to His Destiuction

"Abstracted from President's Commission on Higher Education (1947).
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Mayer's Aims of Education. Mayer (1956) was annoyed that educators during

the 1950s seemed to be concerned mainly with numbers in education, rather
than quality:
Often the emphasis in education has been purely quantitative, instead
of qualitative. The stress has frequently been upon buildings rather
than teachers, upon equipment rather than motivation, upon training
rather than genuine growth, upon vocationalism rather than the liberal
arts, upon specific knowledge rather than general education. [P. 630]
Therefore, he begins a thoughtful review of the meaning of education held
by great men down through history: Plato, Herbert Spencer, Horace Mann,
Thomas Huxley, and John Dewey. After contrasting indoctrination (closed
mind, preconceived viewpoints, emotional biases, partial knowledge, subjective,
dogmatism) to education (open-minded, accepts no absolutes, rational, complete
knowledge, objective, tolerance) Mayer proceeds to discuss different agencies
of education applied in different countries and the primary aims of education
duri : different periods of history (from the Hebrew civilization down to

the present day). Then he discusses the 15 main aims of education that he

perceived for his day, and they are listed in Figure 81.

The Educational Policies Commission Purposes of Higher Education. T'n 1957,

the Educational Policies Commission of the National Education Association
presented a report that dealt with the purposes of higher education. Concern-
ing the purposes they formulated which are presented in Figure 82, they
stated the following:

Understanding of these purposes is a part of the intellectual equip-
ment necessary for probing more deeply into the questions of higher
education. . . . To discern these purposes clearly is a first step

in solving the problems of higher education. The purposes arise from
the conditions of American history, the hopes of the nation, and the
urgent need for able men and women prepared to maintain the expanding
culture and economy. The purposes have been variously stated by leaders
in public 1ife, by the analysts of higher education, and by poets who
sing of the American dream. [P. 6]
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10.
11.
12.

13.
14,
15.

Figure 81
MAYER'S AIMS OF EDUCATION*

Helpful Thinking

Appreciation of Culture

Development of Creativity

Understanding and Application of Science
Contact with Great Ideas

Moral ard Spiritual Values

Fundamental Skills, Including Communication and Esthetic
Sensitivity

Vocational Efficiency
Adjustment of Family Life
Preparation for Citizenship
Physical and Mental Health

Change in Personality Toward Being More Dynamic, Fascinating,
and Radiating a Zest and Yearning for Truth

Permanent Interests that Reflect a Yearning for E¢ cation
Achievement of Peace and Trust Among Nations

A Perceptual Renaissance of Man; An Appreciation of Creativity

*Abstracted from Mayer (1956, pp. 635-638).




Figure 82
THE EDUCATIONAL POLICIES COMMISSION PURPOSES OF EDUCATION*

A. PROMOTE REALIZATION OF INDIVIDUAL OPPORTUNITY
1. Draw out the latent talent of youth.

2. Give opportunity for able youth to mature intellectually,
aesthetically, socially, vocationally, and morally.

3. Help students develop their capabilities.
4. Assist equality of opportunity.
B. PRESERVE AND ENRICH THE CULTURAL HERITAGE

1. Relate learning to living; use cultural heritage to aid in
wrestling with the vicissitudes and practicalities of life.

2. Education for citizenship.
3. Develop the "well-rounded man."
C. PUSH BACK THE FRONTIERS OF KNOWLEDGE
1. Conduct "pure research.”
2. Conduct "practical research.”
3. Add to existing knowledge through creative activity.

D. HELP TRANSLATE LEARNING INTO EQUIPMENT FOR LIVING AND FOR SOCIAL
ADVANCE

E. HELP PROVIDE SOLUTIONS FOR SOCIETY'S PROBLEMS THROUGH DIRECT SERVICE
TO THE PUBLIC

1. Give counsel to and do research for the community, along with its
agencies and with private enterprise entities.

2. Provide extension education programs for the community.
3. Maintain art centers, libraries, schools, and forums.

4. Do research on behalf of national defense, agricultural policies,
industrial growth, and so forth.

*Abstracted from Educational Policies Commission (1957, pp. 6-10).
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Gross and Grambsch's Listing of Goals for Universities. In 1964, Gross

and Grambsch (1968) surveyed 4,494 administi-ators and 2,730 faculty at
68 universities about university goals and power structures. Their question-
naire contained 47 institutional goals that they felt would apply to uni-
versities. In 1971, they repeated their study by surveying 4,500 persons
at those same 68 ﬁniversities, and then they explored the changes in per-

ceived and preferred goals that had taken place (Gross and Grambsch, 1974).
Gross and Grambsch's 1ist included output goals and support goals and
each type was grouped into subclasses. Their listing is presented in

Figure 83.

Testing Program Advisory Committee Outlines of Qutcomes That Need to

Be Measured. Ebel (1965) discussed the fact that, in addition to cognitive
traits, test constructors are sometimes asked to measure noncognitive human
traits such as motivation, persistence, flexibility, creativity, and so
forth, because educators wish to influence the development of such traits
also. Figure 84 presents listings cited by Ebel which had been suggested

by two different advisory committees to testing programs.

Brubacher's General Educational Aims Derived from History. Brubacher (1966)

discussed general aims of education that became apparent from a study of
history. He divided these aims into 11 areas that are presented in Figure

85.
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Figure 83
GROSS AND GRAMBSCH'S LISTING OF GOALS FOR UNIVERSITIES*

OUTPYT GOALS

Student-expressive
Cultivate students’ intellect
Produce well-rounded student
Develop students' objectivity
Develop students' character

Student-instrumentai
Prepare students for useful careers
Prepare students for status/leadership
Train students for scholarship/research
Cultivate students' taste
Prepare student for citizenship

Research
Carry on pure research
Carry on applied research

Direct service
Provide special adult training
Assist citizens through extension programs
Provide community cultural leadership
Disseminate new ideas
Preserve cultural heritage

SUPPORT GOALS

Adaptation
Ensure confidence of ctatributors
Ensure favor of validating bodies
Educate to utmost high school graduates
Accept good students only
Satisfy area needs
Hold staff in face of inducements

Management
Involve faculty in university government
Involve students in university government
Run university democratically
Keep harmony
Emphasize undergraduate instruction
Encourage graduate work
Ensure efficient goal attainment

Motivation
Protect academic freedom
Give faculty maximum opportunity to
pursie careers
Protect students’' right of inquiry

Position
Maintain top quality in all programs
Maintain top quality in important programs
Keep up to daste
Increase or maintain prestige
Preserve institutional character
Maintain balanced quality in all programs

*Excerpted from Gross and Grambsch
(1974, pp. 70-71).
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Figure 84
TESTING PROGRAM ADVISORY COMMITTEE OQUTLINE
OF OUTCOMES THAT NEED TO BE MEASURED*

Advisory Committee Number 1

—
-

Flexibility in thinking
2. Balanced judgment

3. Critical perception

4. Educabil. y (the capacity for continuous intellectual
growth)

5. Selectivity (the ability to make relevant selection from
a mass of learned materials)

6. Synthesizing ability

7. Cultural awareness

Advisorv Committee Number 2

1. Ability to make intuitive leap from inclusive evidence to
a reasonable hypothesis.

2. Ability to break set -- to back away from a stone wall and
look for another way around it.

3. Ability to maintain poise and effectiveness in a changing

situation -- to adapt to sudden changes in the rules of the
game.

*Excerpted from Ebel (1965, pp. 48-49).
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Figure 85
BRUBACHER'S GENERAL EDUCATIONAL
AIMS DERIVED FROM HISTORY*

1. Conservation

2. Citizenship

3. Christian Salvation
4. The Gentleman

£. Knowledge

6. Mental Discipline

7. Aristocratic and Democratic
Aims

8. Harmonious Self-Development
9, Comglete Living
10. Scientific Aims

11. Progressive Educational Aims

*Abstracted from Brubacher
(1966, pp. 1-22).

The AASA Imperatives in Education. In 1964, the president uf the Ameri-an

Assdciation of School Administrators appointed a special commission to study
the areas of school responsibility where change was imperative if the schools
were to meet the needs of the time. After two years of study the commission
published a report that discussed nine imperatives in education. Though the

focus of the study had been on elementary and secondary education, most



people at that time would have considered those nine broad imperatives to

be equally appropriate for postsecondary education.

The nine goals are listed in Figure 86 in the order they were listed in the
book (there was some indication that, for some of the imperatives, this was
the order of importance perceived by the commission, although they did not
say that this was the case). Before looking at the list, it would be good
to consider the clarifications set forth in the preface to the report (p. i):
The imperatives identified in this publication are not intended to
be educational goals, nor do they encompass the entire education

program. Rather, they are points at which the educational program
must be revised and reshaped to meet the needs of the times.

Figure 86
THE AASA IMPERATIVES IN EDUCATION*

- To make urban life rewarding and satisfying
- To prepare people for the world of work

- To discover #nd nurture creative talent

- To deal constructively with psychological tensions
- To keep democracy working

- To make intelligent use of natural resources

- To help people make the best use of le’sure time

- To work with other peoples of the world for human
betterment ‘

*Abstracted from American Association of School
Administrators (1966).

|
- To strengthen the moral fabric of society
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Sanford's Framework of Aims for College Education. Sanford (1968) postu-

lated that there were three major aims of college education under which
almost any other goal of importance can be categorized. These are the
development of the individual, the preservation and advancement of culture,
and the maintenance and further development of technology. He noted that
these three goals are interrelated and depend on one another, but concluded
that "“the goal of individual development (enabling the individual to become
all he is capable of becoming) is supreme . . . is an ultimate value."
Sanford also listed several other important goals that could be categorized
under the two major goals. A diagram illustrating his proposed structure

is shown in Figure 87.

Figure 87
SANFORD'S FRAMEWORK OF AIMS FOR COLLEGE EDUCATION*

1. Development of the Individual

a. Learning how to earn 23 living

b. Learning how to 1ive and be a good
parer*, educator, committeeman, citizen,
consumer, etc.

¢. Personality development and intearation
of personality into 2 sense of self

d. Social development

e. Learning how to think critically

f. Development of a system of values

!
2. Preservation and Advancement of 3. Maintenance and Further Development of

Culture Technoiogy
a. Training 3. Research
b. Public service b. Public service

*Abstracted from Sanford (1968).




The Swedish LIGRU Scheme for Classifying Educational Objectives. In

1969, the Department of Research in the Gothenberg School of Education
began a project (Klingberg, 1970) for the Swedish National Board of Educa-
tion that examined the objectives, methods, and evaluation of literature
instruction in the ¢.sedish Comprehensive School (ages 7-16). This LIGRU
project, as it was called, included review of a number of previous classi-
fication schema and the resultant development of their own taxonomy of
objectives plus evaluation .struments. The schemes they reviewed were

of three primary types. (1) those focusing on description of behavfor,
(2) those focusing on description of content, and (3) two-dimensional

models focusing on both behavior and content.

The LIGRU taxonomy (see Figure 88) consisted of two dimensions--"goal
area" (which "defines the content or subject area") and "aspect" (which
"defines the level of behavior [for example, higher cognitive, emotional,
or creative] 1n any goal area" [p. 1]). Although their taxonomy focused
on literature instruction, the authors felt it would also be of interest
in other contexts. Their schema contained an additional row and column
of cells for objectives that could not be classified into any of the
aspect categories and/cr any of the goal area categories, but those are

not shown in Figure 88.

Jellema's Goals for the Church-Related Liberal Arts College. Jellema

(1971) focused on the special unique goals of church-related colleges--

in particular "Christian" colleges. His focus was on their role in
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Figure 88
THE SWEDISH LIGRU SCHEME FOR CLASSIFYING EDUCATIONAL OBJECTIVES:

GOAL AREAS

2
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JEFRODUCTION

{mentions, enumerates, defines, describes,
gives an account of, retells, reproduces)

HIGHER COGNITION

L8l

{notices, registers, discririnates, comdares,
distinguishes between, judges, relates to, values
critically, considers, discusses)

EMOTION

(is pleased with, derives pleasure from, experiences
joy in, experiences teauty in, experiences security
in, experiences responsibility for, has confidence
in, disapproves of, is indignant at, detcsts)

CONATION

(is interested in, chooses, looks for, tirives towards,
aveids, rejects, refuses)

ASPECTS

CREATIVITY

(forms, gives shape to, draws up, works out,
dcsigns, finds, proposes, puts forward, experiments
wilii, improvises, reorganizes)

FUNCTION

| (takes part in, is active in, is & working member
of , makes use of, accepts, respects, observes
directions, stands up for, tolerates, resists,
improves in)

E &) *Abstracted from Klingberg (1970).
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providing special emphasis and service to three target groups: to the
rest of higher education, to their students, and to the church. A listing

of the goals discussed by Jellema is presented in Figure 89.

Goodman's Classifications of Educational Outputs. In a doctoral disserta-

tion on the identification and classification of educational outputs, Goodman
(1971) proposed that the dimensions appreach to classifying such outputs as
preferable:

The principal value of the dimensions approach is jits power to

encompass the total educational output or benefit territory ranging

from the most minute learning task in the physical skills segment

%f the cognitive domain, to the broadest statement of social mission.
P. 183]

Goodman presented a list of dimensions of educational outputs discussed

in his dissertation (all of them were presented as being continuums) and
that 1ist is reproduced in Figure 90, In addition, he presented a service
model of the outputs of educational institutions, which is reproduced as
Figure 91, plus @ model for and a classification of the economic returns

to education, which are reproduced as Figures 92 and 93.

Brown's "Growth" Classification. Brown (1970) contended that a college

or university is essentially a "growth environment." As he stated (p. 27):

Here, resources are brought together for the convenience of the
student who wishes to grow. Here, learning is more efficient
because of the proximity, *he extent, and the diversity of
resources. Here, also, the scholar, as he strives to extend
*he boundaries of knowledge, is supported by the environment.
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Figure 89
JELLEMA'S GOALS FOR CHURCH-RELATED LIBERAL ARTS COLLEGES*

A. Service to the Rest of Higher Education

1. Offering religious (or Christian) in<"ghts into the
nature of the objects of study

2. More complete view of the concept of human wholeness
and unity

3. More complete view of the unity of human knowledge

B. Service to its Students
1. Providing them with insignts of the faith

2. Cooperating with them in the search for an inte-
grative whole for them as persons

C. Service to the Church

1. Explores religious and moral questions in a scholarly
manner

2. Demonstrates to the world the church's concern for
higher education

3. Carries on research and writing concerning the mutual
implications that learning and faith have for each
other

4. Provides education to help the church's young adults
become dedicated and concerned individuals having
insights of the faith

*Abctracted from Jellema (1971, pp. 86-99).
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Figure 90
LIST OF DIMENSIONS OF EDUCATIONAL OUTPUT
PRESENTED BY GOODMAN*

DIMENSIONS CONTINUUM EXPLANATION
Instructional Noninstructionsl or
........... Ancillary (Service Outputs
of Schools) .

Observable Bchavioral Learning Not
Chsnge Observable in
..Behavioral Terms (In Cognitive, Affec.
tive, and Psychomotor
Domains)
BconomicC.coceeerccnccnns Noneconowic (Returns Both to Individusls
and Society)
Measurable........cc00.- Normeasurable (Learning, Socisl, and
Bconomic Outputs of
Education)
Immediate.......o000000 Long.Range (Both Economic and Noneconomic
Returns to Society anu
Ind{viduals)
Quantfitative............ Qualitative (Universal Dimensions of
Output Constructs)
Consumption......co0c00. Investment (Opposing Views of the
Economic and Social Nature
of the Educational Product)
GOOdS..vvvessvsvorsnonns Services (Products of Schools Fit into
Both Categories)
Personal Fulfillment....Capital Formation (Economic and Non.
economic aspects of
the Educatfional

Product)
Indfividual.............. Sociasl (Returns of Both Kinds Accrue
to Educated People)
Internal Returns to External Returns to
Individuals ..... Individuals (Yield Patterns
of Interest in
. Economics)
Intermal Returns to External Returns to
Public Bodies  ..... Public Bodfies (Returns to Invest.
ment in Public
Educstion)
Knowledge Preserva- Development of
tion, Transmittal ..... New Knowledge (Primary Service Dimen-
sfons of Learning
Institutions)
Entertafnment........ - Serious Scholarship (Needs No Explana-
tion)

*From Goodman (1971, p. 184). Copyright (©) 1971
by H.H. Goodman. All rights reserved. Reprinted with the
permission of the author.
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Figure 91
GOODMAN'S SERVICE MODEL OF THE OUTPUTS OF EDUCATIONAL INSTITUTIONS*

Level Primary Services and Ancillary or Noninstructional Services
Their Principal Outputs and Their Principal Ouctputs
Instructional Programs and Activitiea: Administrative Services: (subject to
(the principal output of which {a evaluation in terms of)
behavioral change reflected, and, (1) Leadership and Supervision of
to some extent, measurable in Students, Faculty, and the In.
terms of improved knowledge, structional Program
skills, attitudes, and competence (2) Community Relations
in the following areas) (3) School Organization and Scheduling
(1) Pupil Achievement in the Sub. (4) Records Keeping
ject Matter Fields (5) Coordination of Supplies, Materi.
(a) Literacy and the Language als, Equipment, and Activities
(b) Numeracy Pupil Services: (subject to evaluation
IS (c) General Knowledge and/or measurement in terms of)
E (2) Skills in the Independent (1) Guidance and Counseling
c Pursuit of Knowledge (2) Library Services, Study Materi.
E (3) Background and Readiness for als, and Equipment used to aid
— Future Learning learning
w (4) Socialization and the ability (3) Medical, Dental, and Psychological
to Adjust to Change Services (including testing)

(4) Attendance Supervision, Visiting
Teachers, and Social Worker
Servicea

Logistica and Phyaical Plant: (theae
aervices are highly meaaurable in
easily understood output unita)

(1) Food Service

(2) Pupil Tranaportation

(3) Building Maintenance and Repair

(4) Crounds Upkeep

(5) Utilities

continued

*From Goodman (1971, pp. 303-306). Copyright (© 1971 by H.H. Goodman.
A1l rights reserved. Reprinted with the permission of the author.
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Figure 91 (continued)

Instructional Programs and Activities: Adaministrative Services:
(1) Student Achievement in the Sub. (1) Leadership snd Supervision of
jest Matter Ficlds Students, Faculty, snd che Instruc.
(a) Literacy snd Communicating tional Program
Skills (2) Community Relations
(b) Numeracy (3) School Organizstion and Scheduling
(c) Ceneral Knowledge (4) Records Keeping
(d) CGrasp of the Structure of (5) Coordination of Supplied, Materi.
Knowledge..a View of the tals, Equipment, and Activities
Relationship of Separate Student Services:
Subjects to the Whole of (1) Guidance and Counseling
Knowledge (a) Personal and Group Problenms
(2) Skills in the Independent (b) Academic Counseling
> Pursuit of Knowledge (c) Vocational and Career Explora.
- (3) Background and Readiness for tion
2 Future Academic and/or Voca. (d) College Selection and Admis.
S tional Learning sion .
& (4) Socialization and the Ability (2) Library Services, Study Msteri.
to Adjust to Change sls, and Equipment Used to Aid
Learning
(3) Medicsl, Dental, snd Psychological
Services (including testing)
(4) Attendance Supervision, Visiting
Teachers, and Social Worker
Services
Recrestional and Enterteinment Ssrvices,
Student Activities, and Their Supervision:
(1) Athletics
(2) Drama and Musical Events
(3) Student Publications
continued
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Figure 91

(continued)

Adult

(3) Coordination of Research
and Development activities
between the University and
the Comnunity Beyond

Instructional Programs and Activities:
(in the areas of)
/1) Remedial and Developmental
Studies
(a) Literacy Training, i.e.,
Adulc Basic Education

(b) General Educational Develop.
ment Programs, i.e., Second.

ary Level Work Leading to
High School Equivalency
Examination

(c) Vocational Training and
Job Skill Upgrading

(d) On-the-job Vocational
Training

(e) Cooperative Vocational
Programs Involving Both
Business Firms and Educa.
tional Institurions

(2) Self Improvement and Personal

Interest Studies

(a) Liberal Adult Education

(b) Personal Skills and Handi.
crafts

225

logistics and Physical Plant:
(1) Buildings and Grounds
(2) Utilicies
(3) Transportation Facilitiea

Administratfon Services:
(1) Recruiting and Placement
(2) Records Keeping
(3) Public Relations
Sziude..t Services:
(1) Guidance and Counseling
(2) Library and Learning Materials
(3) Evaluation and Referral
Physical Plant: (use of building at a
time when facilities are under
used)
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Figure 91 (continued)

Higher

Instructional Programs and Activities:
(contributing to the development
of knowledge, skills, competency,
and attitudes among)

(1) Liberal Arts Graduates, and
Specialists in the Humanities
and Social Sciences. Also
Liberal Education for Techni.
cal and Scientific Specialists

(2) Vocational and Technical Per.
sonnel

(3) Professional and Scientific
Specialists

Research and Development Activities:
(1) Development of new Knowledge,

both pure and applied, through
research in all disciplines

(2) Develop ways to apply knowledge
in the solution of current and
future problems.

Service to the Non.University Community:
(1) Extens{.a Programs of Instruc.

tion and Leadership

(2) Training and Upgrading of on.
the. job Professionals

Logistice and Physical Plant:
(1) Food Service
(2) Student Transportation
(3) Building Maintenance and Repair
(4) Grounds Upkeep
(5) Utilities

Administration Services:
(1) Admissions
(2) Record Keceping
(3) Organizaticn, Coordination, and
Scheduling
(4) Scholarships and Student Aid
(5) Placement and Follow.Up
(6) Leadership of Faculty
(7) Public Relations
Student Services:
(1) Academic Counseling
(2) Library Services
(3) Medical, Dental, and Psychologi.
cal Services (including testing)

(4) Living accommodations and Residence.

related Services

(3) Food Service

(b) Laundry
Recreational and Entertainment Services,
and Student Activities:

(1) Athletics

(2) Dramatics

(3) Musical Activities

(4) Student Publications

continued




Figure 92

GOODMAN'S MODEL FOR SHOWING BENEFICIARY PATTERNS
OF THE DIRECT AND INDIRECT ECONOMIC RETURNS TO EDUCATION*

Direct (Internal) Returns: Indirect (External or Soctal)

Beneflciaries Returns: Beneficiaries

Individual

Pnployers and
Work Associates

*From Goodman (1971, p. 311). Copyright (© 1971 by H. H. Goodman.
A1l rights reserved. Reprinted with the permission of the author.




Figure 93

GOODMAN'S CLASSIFICATION OF THE BENEFICIARIES AND

BENEFITS OF THE ECONOMIC RETURNS TO EDUCATION*

Direct (Internal) Returns:
Beneficiaries and
Benetits ot Education

Individual..

(1) Direct Financial Returns in
the Form of Greater Annual and
Life Earnings Stretching Over
4 longer Working Lifetime

(2) Greater Economic Security Due
to Increased vocational Alterna.
tives and Options

(3) Ability to Hedge Against Low
Earnings and Unemployment

(4) The Option to Pursue Further
Education or Enter Labor Force

(5) "Non.Market Benefits"..Learned
Abilities and Competencies
Which Enable the Avoidance of
Certain Direct Costs, {i.e.,
Personal Typewriting or Complet.
ing One's Own Tax Forms

Family..
(1) Greater Income and Higher Standard
of Living
(2) Available Resources with Which
to Support Family Members in
Social and Educationai Accomplish.
ments

*From Goodman (1971, pp. 312-316).

Indirect (External or Social) Returns:
Beneficiarlies and

Benefits of Education

Individuala..

(1) Incremental Productivity Due to Im.
proved Personal Competence and Effi.
ciency, and Better Attitudes Toward
Work

(2) Complementarities Between Formal
Education and Non.Formal Learning
Activities of Economic Importance,
i.e., On.the.Job Training, Study and
Reading for Self.Improvement, and
Social and Civic Participation

(3) Greater Interest, Participation, and
Influence in Civic, Social, and
Governmental Affairs

(4) Upward Social and Economic Mobility;
Improved Chances of "Marrying Up"

(5) Psychic Sacisfactions, and the Eco-
nomics of Cultivated Tastes

Family..
(1) Social Products
(a) Upward Social and Economic
Mobility
(b) Access to Better Neighborhood,
and Opportunities to Influence
Civic and Community Affairs

2 2 8 continued

Copyright © 1971 by H.H. Goodman.

reserved. Reprinted with the permission of the author.
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Figure 93 (continued)

(&)

Greater Economic Security; In-

creased Ability to Adjust to

Change and Hedge Against Low

Income and Unemployment

(a) Geographic and Job Mobility

(b) Life Style and Social Adjust-
ment to Economic Change

Bmployers and
work Associates.-

0]

(2)

()]

%)

Educational Institutions Re-

cruit, Screen, and Train Work.

ers Who Are Later Employed at

Minimum Initial Costs to Firm

Direct Monetary Returns to In.

vestment in Firm.Sponsored Edu.

cational and On-the-Job Training

Programs

(a) Increased Worker Efficiency
and Productivity

(b) Better Attitude Toward Work
and BEmployer Has Motivating
Influence

Increased Holding Power of Fim,

i.e., Reduced Losses Due to

Hotker Turnover

Reduced Firm Losses Due to Ab.

senteeism, Tardiness, and Worker

Discord

229

(c) Ability to Participate More Effec.
tively and Contribute Toward the
Effectiveness of Others

(d) Wider Choice of Assoclates and
Marriage Partners

(2) Custodial and Child Care Services

Provided by Educational Institutions

(3) Avoidance of Need for Remedial and
Corrective Services in School and
Cozmunity

BEmployers and
Work Associates--

(1) Attitudes and Competence of Pro-
ductive Workers Spill Over to Other
Bnployees and Influence Their
Behavior

(2) Better Educated Bmployees Repre.
sent the Firm Well Through Their
(a) Family and Community Life

Styles
(b) Influence and Participation in
Civic and Community Affairs

(3) Improved Relations Between Workers
and Bnployer, and Between Workers
Themselves

continued




Figure 93 (continued)
(5) Enhanced Work Group Cooperation,
esprit de Corps, and Productiv.
icy
Commufiityae Communitya~.
(1) Broader Tax Base to Support Com- (1) Higher Taxes Paid by Educated People

munity Service Programs

(2) Increased Aggregate Community
Income Through
(a) Higher Earnings
(b) Higher Productivity

(3) Higher Disposable Income of
Mothers Free for Bmployment Due
to School.Provided Child Care and
Custody

(4) “"fvoidance Costs”--Direct Econouic
Benefits to Community When Educa.
tion Enables Reduction of Need for
Welfare, Police, and Family
Services, Freeing Public Funds for
Other Uses

(5) Spill.In of Economic Benefits from
Outside Communities
(a) Migration
(b) Fiscal Interdependence

O
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(3)

(4)

&)
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Benefit Entire Community Through

(a) Lower Taxes for Others

(b) Increased Public Services

Social Products or Benefits from an

Educated Citizenry

(a) Lend Stability and Encourage
Greater Civic and Social Partic.
ipation

(b) Exert Both Positive Social and
Productive Influence by Working
Closely with Others Who Are
Less Well Educated

Increased Human Resources and a Broad

Mix of Skills in the Community

(a) Vocational

(b) Technical

{c) Scientific

(d) Professional

Decrecased Incident of Personal and

Socisl Disorder among Better Educated

Members of the Community, Accompanied

by Less Need for Public Services of a

Welfare or Corrective Nature, Permit

Substantial Reallocation of Public

Resources to Other Ends

Schools Search Out and Cultivate

continued




ERI

Aruitoxt provided by Eic:

Figure 93 (continued)

Society in Ceneral.-

(1) Factors Supporting Economic
Stability and Growth
(a) Preductivity and Efficiency
of Workers and Industries
(b) Increased Economic Resources,
e., Higher Level Manpower
Fools Due to Humon Capital
and Manpower Development
(c) Improvement in Social Product
(d) Complex and Changing Skill Mix
in the National Work Force
i) Vocational
i1) Technical
11i) Scientific
iv) Professional
(e) Economic Mobility of Labor
Force
1) Geographic Mobility
ii) Employment Mobility
(f) Keeping Large Numbers of Young
People Out of .abor Force
(h) Preventing large Segment of
the Mopulation from 8lipping
Below the Poverty Line

)
(6)

Schools Search Out and Cultivste
Potential Abilities and Talents
Education Makes the Community Better
Able to Interact with and Participate
in Regional Economic Programs and
Developments

Society in General..

(1)

(2)

O]

Education Can Accelerate the Absorp.
tion and Adoption of Social and Eco.
nomic Change, and Orient the Population
Toward Economic Growth

Learning Institutions Foster Diversity
in the Population by Discovering and
Cultivating Potential Talents and
Abilities .

Education Develops a Population
Oricented Toward the Lominant Socisl
Values and, at the Same Time,

Builds Attitudes of Tolerance

An Enhanced Standing Among the
Nations of the World

(a) Leader.hip

(b) Cultural

(c) Trade and Economic

continued
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Figure 93 (continued)

(2)

3
(%)

(1) Higher Taxes Prid by Better
Educated Earners, {.e., Much
Broader Tax Base and Structure

(1) "Avoidance Costs”..Public Money
Freed for Reallocation

Research and Knowledge Production

in the Pure and Applied Sciences

Along with Advancing Technology

Factors Contributing to the Security

and Defense of the Nation

Spill.In of Highly Educated Foreigners

Attracted to the U, S. to Study,

Research, and Work
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Brown divided growth into three major types. For each type he then
listed a number of more specific growth objectives. His classification

is shown in Figure 94.

Plowman's Model for Desired Educational Effects. Figure 95 is a diagram

developed by Plowman (1971) to provide a framework for showing the inter-
actions among a student's educational experiences (both within ana outside
of the school setting), the educational environment and institutional
process, the student's natural developmental process (development having
no relationship to environmental, experience, and process variables), and
characteris ics of the vcudents and their result on self and society.
According to Plowman's model, the basic end outcomes are a happy, satis-

fied, fulfilled, healthy individual, and an effective resource for society.

The ETS Institutional Goals Inventory. The Educational Testing Service

made use of the Delphi consensus rendering technique to force as much
consensus as possible concerning college goals among students, faculty,
administrators, alumni, parents, and leaders of community groups associa-
ted '+ _h diverse collegiate institutions. A questionnaire called the
Institutional Goals Inventory resulted from this effort (Unhl, 1971;
Peterson, 1971). Over 100 institutional gocals are listed in this inventory
and responders react to each goal in two ways: (1) their perception of how
important the goal is at that institution, and (2) how important they think

the goal should be at that institution. For analytical purposes, the goals

are grouped inte the 13 output and 9 process goal areas shown in Figure 96.




Figure 94
BROWN'S "GROWTH" CLASSIFICATION*

Whole Man Growth

Learn to feel (e.g., compassion, love, concern)

Learn to retain facts

Learn to think (i.e., logic, methods of analysis)

Learn to decide (i.e., philosophy of life, value
system, methods of analysis)

Learn to act (e.g., do, create, communicate)

Learn to learn

Specialized Man Growth

1. Choose a career

2. Gain admission to next stage in career development
(e.g., medical school)

Develop skills reeded to fulfill career

Earn a 1iving for self and family

Fulfill society's manpower needs (including discovery
of talent)

OB w

Growth in the "Pool of Knowledge"

1. Identify new phenomena
2.  Synthesize and summarize in new ways
3. Communicate new knowledge to others

Growth in Society-at-Large

1. Create design for new society (e.g., design model
cities program)
2. Carry out design (i.e., provide manpower actually
to do the job)
3. Evaluate society's current attack on problems

The Joy of Growing and of Being in an Educational Environment

1. Provide dignity, self-esteem, and material goods to the
faculty and others c-~ the payroll

2. Provide enjoyment and wappiness to students and faculty
involved in the educational process

3. Provide benefits, both psychic and real, to citizens
of the community

*Abstracted from Brown (12 O, pp. 27-28).
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Figure 95
PLOWMAN'S MODEL FOR DESIRED EDUCATIONAL EFFECTS*

St SOCIETY

Real Self-Being
A Fully Functioning Member
Good Mental Health Self-Reahization y 8
of Society
An Entitv i its Own Right Self-Actualization
A Resource
Self-Fulfiliment

]

Self-Enhancement

: / /
" Basic Psychological Desires!

Secutty e— — Status - — o Participation «e————=e- Belonging

l Attitudes Irterests Feelings l

T

o= Values e e oo
_ alu -
- -
soowledge ~ Skills
8 \\ /
N\ //
N Personal — Soctetal Tasks //

"~ Developmental I~ ks* «~

$ ! 1
L
Guidance

Instruction

7
School Expernence
Qut-of-School Experience

I see reterences Abraham Maslow, Eric Fromnm, Victor Frankel, Sidney Jourard
Developmental tasks for the adolescent, for example, would be to become
emohonally ndependent ot his varents, to acquire a set of values, to form
a phidosophy of life, 1o scquire Jkalls of citizenship, and to take steps to
b e emnnionally independent  See references Edward Krug. Robert

Havighurst

*From thgyigrfl Objectives by Paul D. P1owman,
p. 26. Copyright 1971 by Science Research Associates,
Inc. A1l rights reserved. Reprinted by permission of
the publisher.
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Figure 96
THE ETS GOALS INVENTORY AREAS*

A.

OUTPUT GOAL AREAS
1. Academic Development
Intellectual Orientation

Humanism/Altruism
Cultural/Esthetic Awareness
Traditional Religiousness
Vocational Preparation
Advanced Training

9. Research

10. Meeting Local Needs

11. Public Service

12. Social Egalitarianicm

13. Social Criticism/Activism

0O N O O B w N
* e e e s e e

PROCESS GOAL AREAS

14.  Freedom

158. Democratic Governance
16. Community

17. Intellectual/Esthetic Environment

18. Collegisite Environment
19. Innovation

20. Evaluation and Planning
21. Accountability/Efficiency
22. External Relations

*Abstracted from Peterson (1971).
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The Carnegie Commission's Purposes of Hicher Education. The Carnegie

Commission on Higher Education, in its long deliberations, covered almost
every aspect of higher education. It used one entire volume (1973) to
discuss the five major purposes it perceived for higher education in the
United States during the last quarter of the twentieth century, and how
well higher education has been performing in each area. They defined
purposes as the end objects that higher education pursues. For each
purpose they listed a number of functions (acts) directly related to
carrying out those purposes. The purposes and directly associated functions
delineated by the Carnegie Commission are presented in Figure 97. The
Commission also mentioned the importance of functions that are indirectly
related to carrying out the purposes:

These direct functions are supplemented by support Yunctions such as

business services, library services, public relations services, and

"custodial" services like feeding and housing. Ancillary functions,

such as operation of a governmental laboratory, are also sometimes
carried out. [P. 65]

The NCHEMS Inventory of Higher Education Outcome Variables and Measures.

With the help of input from a design committee of educators and input
from other sources, Micek and Wallhaus (1973) developed a system for
classifying the outcomes of higher education. Also influential in the
development of their classification was Schalock's Epoch theory of
emerging human development that was discussed earlier in this document

(see pages 149-159).

Micek and Wallhaus developed their classification in order to establish

a framework for understanding and using outcomes information in higher
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Figure 97

THE CARNEGIE COMMISSION'S PURPOSES OF HIGHER EDUCATION*

PROVIDE INDIVIDUAL STUDENTS WITH EDUCATION AND DEVELOPMENTAL GROWTH

Providing Broad Learning Experiences (General Education)

Providing Specialized Academic and Occupational Preparation
Assisting Academic Socialization

Providing Interesting and Stimulating Campus Environments
Providing Advisory and Counsaling Support

Providing Time to Assess Options and Make Choices Before Having to
Make Commitments

YO BN —

ADVANCE HUMAN CAPABILITY IN SOCIETY AT LARGE

Bringing Abou: Research Advances and Developments
Providing Service to Off-Campus People and Organizations
Finding, Assessing, and Placing Talent

Training Skills

Providing Cultural Information and Opportunities

P20 N —

ASSIST THE REST OF SOCIETY TO PROVIDE EDUCATIONAL JUSTICE AND OPPORTUNITIES

1. Developing Adequate Numbers of Open-Access and Other Places Offering
Postsecondary Education

2. Developing Special Programs, Including Those That Are Remedial and
Cultural

3. Providing Essential Financial Support to Students

PROVIDE SUPPORT FOR PURE SCHOLARSHIP, ARTISTIC CREATIVITY, AND THE
ENHANCEMENT OF CULTURAL HERITAGE

1. Providing Facilities
2. Providing Personnel
3. Providing a Favorable Climate

PROVIDE AND STIMULATE EVALUATION OF SOCIETY THAT AIMS FOR SELF-RENEWAL

1. Providing Freedom for Such Evaluation
2. Providing Opportunities for Such Evaluation
3. Providing Reasonable Rules of Conduct for Such Evaluation

*Abstracted from Carnegie Commission (1973, pp. 13-67).

238

206




education planning and decision making. Their inventory was to serve as

a "communication base," as a tool for an institution to use in translating
goals into measurable terms, as a tool to help an institution develop a
list of priority outcomes, and so forth; and procedures for such use were

dicussed.

Two main guiding principles were used in constructing the inventory.
First was that the inventory "must be of service to as many kinds and
levels of planners and decision makers in higher education as possible."
The second one was that it "must provide a relatively complete character-
ization (of the outputs) of an institution's programs."” In addition, the
categories in the inventory were to have as little overlap as possible,
and the category names were to connote neutrality as to whether or not

it was a positive or negative outcome.
The framework of the Micek and Wailhaus outcomes inventory is shown in
Figure 98. Within each subcategory of the actual inventory are presented

definitions for, and potential concrete measures of, that outcome.

Gross' Approach to Classifying Objectives. Gross (1973) utilized two

dimensions in classifying university educational program goals: target
group and ease with which they can be operationalized or measured. The
target group delineation was his major focus, for reasons which are given

below:




Figure 98
THE NCHEMS INVENTORY OF HIGHER EDUCATION
OUTCOME VARIABLES AND MEASURES*

1.0 Studert Growth and Development
1.1.0  Knowledge and Skills Development
1.1.1.00 Knowledge Development

1.1.1.01 General Knowledge
1.1.1.02 Specialized Knowledge

1.1.2.00 Skills Development

1.1.2.01 Application of Knowledge and Skills
- 1.1.2.02 Critical Thinking and Reasoning Skills
1.1.2.03 Creativity Skills
1.1.2.04 Communication Skills
1.1.2.05 Motor Skills

1.1.3.00 Knowledge and Skills Attitudes, Values, and Beliefs
1.1.3.01 Intellectual Disposition
1.2.0  Social Development
1.2.1.00 Social Skills
1.2.1.01 Interpersonal Participation
1.2.1.02 Leadership
1.2.1.03 Citizenship

1.2.2.00 Social Attitudes, Values, and Beliefs

1.2.2.01 Political

1.2.2.02 Racial/Ethnic

1.2.2.03 Personal Ethics

1.2.2.04 Social Conscience
1.2.2.05 Socioeconomic Aspirations
1.2.2.06 Cultural Interest

1.3.0  Personal Development
1.3.1.00 Student Health

1.3.1.01 Physical Health
1.3.1.02 Mental Health

1.3.2.00 Student Personal Attitudes, Values, and __liefs
1.3.2.01 Religious and Spiritual
1.3.2.02 Change/Stability
1.3.2.03 Self-Concept

*Reprinted from Micek and Wallhaus (1973, pp. 39-41).
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Figure 98 (continued)

1.4.0 Career Development
1.4.1.00 Career Preparation

1.4.1.01 Academic Preparation
1.4.1.02 Vocational Preparation

1.4.2.0C Career Attitudes, Values, and Beliefs

.4.2.01 Achievement Orientation
02 Educational Aspirations
03 FEducational Satisfaction
04 Vocational Aspirations

. .

4.2,
.4.2.
4.2.

2.0 Development of New Knowledge and Art Form;

2.0.0.01 Discovery of New Knowledge
2.0.0.02 Interpretation and Application of New Knowledge

2.0.0.03 Reorganization of New Knowledge

Cormunity Development and Service
3.1.0 Community Development
3.1.0.01 Community Educational Development
3.1.0.02 Faculty/Staff Educational Development
3.2.0 Community Service
3.2.0.01 Extension Services
3.2.0.02 Personal Services
3.2.0.03 Extramural Cultural and Recreétiona1 Services
3.2.0.04 Financial Impact on the Community
3.3.0 Longer Term Community Impacts

3.3.0.01 Social Impact

3.3.0.02 Economic Impact




It would seem that we must delineate separate goals for society,
the individual, the employer, and the government. Until we under-
take this disaggregation exercise, it will not be possible to
discuss, in any meaningful sense, the appropriate criteria or mixes
of criteria that should apply in a given situation. [P. 187]

Gross' classification of goals is presented in Figure 99.

Raines' Taxonomy of Community Service Functions for Community Colleges.

Raines (1973) developed a Taxonomy of Community Service Functions for
Community Colleges and adopted it for use in gathering data to evaluate
community service programs of comunity colleges in and around Seattle,
Washington. His "taxonomy" was built around three major types of activity
in such community service programs: those designed to help individuals
within the community improve their own 1ives (se1f-development functions),
those designed to help community agencies establish “"cooperative alliances"
that could be directed toward community-wide needs (community development
functions), and those designed to procure or coordinate the human and
material resources required to implement an effective program (program
development functions). For each of these functional areas, Raines listed
a number of specific functions. A schematic diagram developed by Raines
for his taxonomy (which he emphasized was a tentative one) is presented

in Figure 100.

Derr's Combined Classification of School Purposes. Derr's Taxonomy of

Social Purposes of Public Schools (1973) was reviewed in a preceding

chapter (see pages 168-173). In the same work, he also spent some time
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Figure 99

GROSS' APPROACH TO CLASSIFYING OBJECTIVES*

Benefits to

Goals easily operationalized

Goals hard to measure

1. Scciety

2. Individuals

112

3. Employers

4. Government

5. Institutfons

N —
e s e

Improved equity (income, employment)
Increased GNP
Reduced unemployment
Increased social satisfaction
(a) social institutions
ib Jjob satisfaction
c) overall satisfaction

. Increased incomes

Reduced unemployment

. Increased satisfaction with

(a) work
2b) general conditions
c) social status

. Jobs of specific employers filled
. Jobs 1in particular areas filled

. Increased tax revenues through increased

tax base
Increased numbers of qualified persons for
public service

. Meet the need for quality undergraduate and

graduate level output

. Improve equity (income and educational

opportunity)

Improve the level of human capital for
industry, agriculture, business, government,
etc.

. Meet community adult education and continuing

education needs \

O BN —
e s s e s

PNy —
e s e o

p—y
.

Reduced asocial behavior
Reduced dependency on government
Improved family 1ife

Improved race relations

Improved health

Improved housing

Reduced dependency
Improved health
Improved family 1ife
Improved housing

Increased productivity of work force in
particular parts of labor force

Reduced cost of government questions
(health, welfare, law enforcement, etc.)

Improve levels and sensitivities in community
Improve chance of individuals reaching higher
levels of self-fulfiliment and competence

To advance knowledge through

(a) organization of learning

(b) research and publication

s

*From "A Gritical Review of Some Basic Considerations in Postsecondary Education Evaluation" by P.F.
Gross in Policy Sciences Vol. 4, No. 2 (1973), p.

Publishing Company, Amsterdam.
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Figure 100
A DIAGRAMMATIC PRESENTATION OF RAINES' TAXONQMY
OF COMMUNITY SERVICE FUNCTTONS FOR COMMUNITY COLLEGES*

THE COMMUINTY COLLEGE

expressing #*3 commitment to

Individual Equal
Self-Realization Opportunity

Economic Civic
Efficiency Responsibflfty

implements a

COMMUNITY SERVICES PROGRAM ,

to

Personal

Comunity
Development

Development

facilitate

by
focusing upon

NEEDS --- ASPIRATIONS --- POTENTIALITIES

of
Informa
Individuals Groups rganizationsy Institutions

through implementation of

PERSONAL DEVELOPMENT FUICTIONS COMMUNITY DEVELOPHEN, FUNCTIONS
* Career Development ' ? Community Analysis

* Leisure Time Activity * Inter-Agency Cooperation

* Cultural Development * Advisory Liaison

* Educational Extension * Public Forum

* Educational Expansion * Civic Actfon

* Social Qutreach * Staff Consultation

PROGRAM DEVELCPMENT FUNCTIONS

*Public Information *Professional Development
*Program Management *Conference Planning
*Program Evaluation *Facility Utilization

*Reprinted from Raines (1973).

o 212
ERIC 245

IToxt Provided by ERI




looking at purposes of the school for individua’s and divided them into

two major categories, individual-in-society ("the effect intended on the
individual is in terms of his praspect:ve membership in a particular
society" [p. 54]) and individualistic ("the intended effect has no implica-
tion for the individual's role in society" [p. 54], which he perceived 0
be important enough that they should be considered on the same level as

tne class “social purposes" in most contexts. The "individual-in-society"
class was further broken down into specific social roles of people, and
four major ones are listed in his taxonomy. (He made the point that his
subclasses at this level for this class were meant to be illustrative
rather than exhaustive.) For the "individualistic" class, Derr incorporated
the subclasses developed by Bloom (1956) and Krathwohl, Bloom, and Masia

(1964) in their taxonomies for the cognitive and affective domains.

Derr's combined taxonomy, which he called his "tentative classification of
school purposes," is presented in Figure 101. Figure 102 presents his
classification, u.ing this taxonomy, of the orientations in their

writings of various major educational philosophers during the twenthieth

century. \

Lenning and Associates' College Benefits Classification, Lenning and his

associates (1974, 1975) spent five years making a comprenensive search of
the literature for studies and theoretical works exploring the relation-

ship of nonintellective factors to outcomes that someone mig.t be expected

to view as a college benefit. (Since differr ' persons or groups have




Figure 101

DERR'S COMBINED CLASSIFICATION OF SCHOOL PURPOSES*
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Figure 102
CLASSIFICATIONS MADE BY DERR USING HIS COMBINED TAXONOMY OF
THE PHILOSOPHICAL POSITIONS OF MAJOR EDUCATIONAL WRITERS*

®STABILIZATION ® INDIVIDUAL-IN-SOCIETY
Havighurst and Neugarten Maritain
®REPRODUCTION SCITIZEN
Kandel Fantini and Weinstein
Maritain o
Havighurst and Neugarten WORKER

Smith, Stanley, and Shores
Fantini and Weinstein

*MODIFICATION .
FAMILY MEMBER
Kilpatrick
. Fantini and Weinstein
REPLACEMENT
Dewey .
Counts INDIVIDUALISTIC
Kilpatrick
Havighurst and Neugarten Maritain
Smith, Stanley, and Shores Fantini and Weinstein
®COGNITIVE
Hutchins
Whitehead
Friedenberg
SAFFECTIVE
Morris
Friedenberg

*Abstracted from Derr (1973, p. 169).
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different perspectives and viewpoints, such outcomes mey be seen as being
neutral or as having negative consequences by others.) Between five and
six thousand relevant published literarv sources were found, and these
were grouped into categories according to the type of college benefit
indicated by the content of the article or book. What resulted was a

classification of college benefits with broad categories and subcategories.

Although social benefits are included, few literary references were found
(except for income and standard of living) that discussed nonintellective
correlates of postgraduate benefits and benefits to society. Thus, only
three such categories are included (they are combined categories) and their
benefits are not very obvious in the classification. The Lenning and

associates classification is shown in Figure 103.

Lenning's "Benefits Pyramid." Based on previous study conducted by

Lenning and his associates at the American College Testing Program,
Lenning (1974) noted that there seemed to be three primary categories

of college benefits: student penefits, private postgraduate benefits,
and societal benefits. (A combination time and beneficiary dimension

s acknowledged by this 1ist.) Furthermore, it was noted that this 1ist
is in the same order as the amount of research conducted i1 each area
(and from the specific to the general), but that the order would be

reversed if the categories were ordered according to their importance

as seen by our society.




Figure 103
THE LENNING AND ASSOCIATES COLLEGE BENEFITS CLASSIFICATION*

1. Academic Benefits
A. Grades
B. Persistence
C. Academic Learning
11. Benefits Viewed as Intellectual Development
A. Development of an Intellectual Outlook and Attitudes
B. Development of Cognitive Creativity, Originality, Abstract Thinking, and
Analytic Skills
II11. Benefits Viewed as Personality Development and Adjustment
A. Development of Maturity, Responsibility, Autonomy, Flexibi 1ty, and Other
Personality Change
B. Development of Qptimal Psychological and Physical Health
C. Development of Self-Confidence, Self-Acceptance, and an Appropriate Self-Concept
D. Adjustment to and Satisfaction with the Collegiate Environment
IV. Benefits Viewed as Motivational and Aspirational Development

A. Development of Self-Appraisal Habits, Realism, and Appropriate Aspirations
B. Development of Motivation to Succeed

V. Benefits Viewed as Vocitional Development

VI. Benefits Viewed as Social Development

A. Development of Social Awareness, Popularity, Social Skills, and Interpersonal
Relationships

B. Development of Leadership Skills
C. Developwent of a Respect for Others and Their Views
D. Participation and/or Recognition in Extracurricular Activities

VII. Benefits Viewed as Aesthetic-Cultural Development

A. Development of Aesthetic and Cultural Interests, Apprec:ations, and Feelings
B. Development of Aesthetic Creativity and Artistic Skills

VIII. Benefits Viewed as Moral, Philosophical, and Religious Developrient

A. Development of Altruism, Humanism, Citizenship, and Moral Character
B. Development of Attitudes, Values, Beliefs, and a Particular Philosophy of Life

IX. Other Types of Social Benefits
A. Development in Jasic Educational Skills
B. Development of Student Power
C. Miscellaneous Benefits
X. Post-College and Social Benefits
A. Post-College Benefits to Individuals

B. Benefits to Society
C. Miscellaneous Benefits

*Abstracted from Lenning etal. (1974, 1975).
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Many societal benefits depend to a large extent on the aggregate of the
postgraduate benefits, which in turn are dependent on the tenefit to

these same persons when they were students. Therefore, particular upper-
level benefits could not occur if related lower-level (toward the student
benefits end of the continuum) benefits failed to materialize. Lenning
presented the relationships among these three types of benefits graphically
by a pyramid composed of three levels, with the societal benefits level

at the peak and the student benefits forming the base. His "Benefits

Pyramid" is presented in Figure 104.

The societal benefits level is at the apex, but it is undergirded and
neld up by the postgraduate benefits level. And the student benefits
level forms the foundation for the whole pyramid. Even such societal
benefits as social research, inventions, and the development of new
knowledge depend on the lower levels because the scientists and the
researchers were probably trained in the university. Why else would
there have Been such a crash program in revising the undergraduate pro-

gram during the years immediately following Sputnik?

Some of the potential benefits are located at more than one level. For
example, if intellectual curiosity is increased at the student level,

it plus other college student benefits might result in intellectual
curiosity increasing even more at the postgraduate level. Of course, if
this is prevalent amon~ college alumni, it could further result in a

variety of benefits for society as a whole. Most of the student benefits
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Figure 104
LENNING'S "BENEFITS PYRAMID"*

*Abstracted from Lenning (1974).
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are limited to trhat level, but there are numerous possible effects such
benefits could have on postgraduate success, which in turn could benefit

society.

Most student-level effects on the societal level happen indirectly by

way of the postgraduate level, but sometimes the effects are direct.
Therefore, a couple of connectors extending out of the base of the pyramid
to its apex were added to the picture. Direct changes brought about by
college students on society were more frequent during the 1960s than had
been true earlier. An example consists of the social protests that many
people think resulted in a more concerned and better society. Those
social protests occurred in large part because college students became

concerned enough to take action and lead the way.

Validation of the effects of student-level benefits on postgraduate and
societal benefits awaits research; very few studies have attempted to
explore such relationships. Most hypothesized relationships have thus
far resulted primarily from subjective self-report, theory, informal

observation, and from logic.

Bowen's Target Group Classification of Outcomes. In an article on "The

Products of Higher Education," Bowen (1974) divided higher education
outcomes into three groups according to "the three direct services" of
higher education. He acknowledged that instruction was the central

function of higher education, while the other two functions are "essential
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to the success of the main business, education" (p. 3). They are
definitely related, and "learning" is the activity which underlies all
three, according to Bowen. The distinguishing factor, he adds (p. 8),
is the group to whom the learning is being disseminated:

The three services of higher education--instruction, research and
scholarship, and public service--are all based on a single unified
activitiy: 1learning, defined as knowing the known and discovering
the new. The basic function of a professor, of a faculty, or of

an institution is to learn. A college or university is a center

of learning. The three services of higher education simply repre-
sent dissemination of learning to different groups. In the case

of instruction, the target group is students; in the case of research
and scholarship, it is the professional members of a discipline as
well as students and the public; in the case of public service, it

is various elements of the public or their representatives. But the
underlying function which provides the knowledge to be disseminated
is learning. This is the fundamental and unifying task, the stock-
in-trade, of higher education. . . . The two aspects of learning,
knowing the known and discovering the new, are extremes on a continuum.
At one end, learning consists simply of acquiring extant knowledge;
at the other, it consists solely of discovering new knowledge. But
in practice learning almost always consists of various mixtures of
the two. Existing knowledge is not learned by rote but is constantly
being reordered and reinterpreted, and new knowledge is not produced
in a vacuum but is closely linked to existing knowledge.

This classification of Bowen's is illustrated in Figure 105.
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Figure 105
BOWEN'S TARGET-GROUP CLASSIFICATION OF QUTCOMES*

LEARNING
INSTRUCTION
1. Student learning
2. Changes in human traits
3. Etc.
N
3 ! 3 1
RESEARCH AND SCHOLARSHIP PUBLIC SERVICE
1. Preservation, discovery and 1. Health
integration of knowledge 2. Agricultural productivity
2. Artistic and social 3. Contributions to the solution
criticism of social prcblems
3. Philosophical reflection 4. Etc.
4., Advancement of the fine arts
5. Etc.
i }
PROFESSIONAL STUDENTS PUBLIC
MEMBERS OF A
DISCIPLINE
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