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editorial and five articles focused on educology in relation to
socio—cultural factors, democracy, effective schools, and testing and
student attitudes about test formats. Volume 3, Number 1 contains an
editorial and five articles discussing teacher education, staff
development, teaching methods, and curriculum analysis. A guest
editorial and eight articles in Volume 3, Number 2 focus on various
issues related to educology, a national curriculum, and school-based
management. In Volume 4, Number 1, an editorial and five articles
consider curriculum and policy issues. Volume 4, Number 2 contains an
editorial and eight articles focusing on teacher education., Volume 5,
Number 1 contains an editorial and eight articles discussing such
aspects of educology, as an educological model for developing
countries, an educology for science, a philosophical educology, and
an educology of poverty. (SLD)
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EDUCATION, EDUCOLOGY AND EDUCOLOGICAL DISCOURSE:
THEORY AND STRUCTURE FOR EDUCATION AND
CONSTRUCTIVE ACTION IN EDUCATION

James E. Christensen
Riverina Murray Institute of Higher Education
Wagga Wagga, NSW

Language in Education and Language about Education

There is language in the forin of talk and writing within the
educational process. Consider this example. Michael is a single
parent who lives in Brisbane. He works as an insurance salesman,
and he has one child, a daughter, Janet, who is just over two years
old. Here is a conversation between them.

Janet Michael

Cat! Cart!
Did you see the cat? Daddy
doesn't see the cat. Whereisit?
Cat gone. All gone.
Daddy doesn't see the cat.
Did the cat go away?
See cat!

Where did the cat go? Drink
your juice now. ’

Juice!
That's right, drink your juice.
Drink? Cat! Cat!
Finish your juice.
Finish. Juice all gone.
Good. You've finished your
juice. Your juice is all gone.

Janet and Michael's conversation exemplifies language within
the educational process, or the language in education. There is also
language, again in the form of talk and writing, about the educational
process.  The language within the educational process constitutes
educational language, or educational discourse. The language about
the educational process constitutes educologicol language, or educo-
logical discourse.

The Educational Process

From an educological viewpoint, we can characterise the con-
versation between Janet and Michael as typical of the educational
process. Janet is playing the role of student, and Michael is playing
the role of teacher. The content which they are studying and teach-
ing is the syntax (order), semantics (meaning) and grammar (inflec-
tions) of the English language. The setting is the social milieu of
the single parent family and the cultural milieu of urban Australia.

b
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The teaching methods which Michael uses include modelling, asking
questions and giving directives. We can note that Janet's sentences
are much shorter than Michael's -- one, two or three words. Michael
extends the sentences and puts in all of the words required for cor-
rect grammatical, syntactical and semantic use of the language. This
provides a model for Janet to imitate, reduce, reconstruct and trans-
form into new sentences. Janet's study methods include imitation,
practice, reduction, reconstruction and transformation. Michael's
teaching style is fatherly, caring and supportive, while Janet's study
style is natural, unselfconscious and spontaneous. Michael does his
teaching as a matter of course, without being selfconscious of his
teaching. This is both an interesting and significant point, because it
illustrates that it is possible to act intentionally without being fully
selfconscious the whole time of the intentionality. This occurs especi-
ally when the intentional action has become integrated into a person's
patterns of conduct and of thought in the form of habits. The same
is true of Janet's studying. Intentional, unselfconscious performances
are what Janet and Michael are undertaking with each other in the
studying and teaching of language. It is part of Michael's set of
habits to expand what Janet saysinto full, syntactically, grammatically
and semantically correct sentences. His intention is to help fanet to
develop her ability to make such sentences, even though he may not
be selfconscious of his intentionality because it has become habit. In
turn, Janet accepts his guidance and uses it, sometimes unselfconciously
and sometimes consciously, to signify meaning with her words. All of
the elements for an educativnal transaction are present: teacher,
student, content and setting (social and cultural).

Educological Discourse and the Educological Perspective

The discourse in the above paragraph which characterises Michael
and Janet's conversation as an educational episode exemplifies language
about education. It exemplifies educologica! language, as distinct
from educotional language. It is discourse which classifies, describes
and explains human transactions in terms of teaching, studying and
coming to know with guidance and intentionality.

The same set of human transactions can be characterised from
many different points of view. Janet and Michael's conversation, for
example, could be characterised sociologically, with consideration
given to the patterns of socialisation, the formation of social class
identity, the development of notions of sexual role, the establishment
of sense of status. Their conversation could be characterised psycho-
logically, and such discourse might consider factors such as affection,
motivation, bonding, conditioning and control. These different view-
points are essentially arrangements of discourse. Each arrangement
has its special set of terms (vocabulary) for the discernment of salient
features of a situation, and each arrangement has its set of explana-
tory principles for organisation of the facts which the discourse estab-
lishes into systems and funds of warranted propositions.

Janet and Michael's conversation is a small part of a much
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larger field of phenomena to which we point with the term 'education’.
Not only Janet and Michael's conversation, but the entire field can
characterised from many different points of view (or arrangements of
discourse). Economics as an arrangement of discourse describes and
explains education in terms of the influence of the educational pro-
cess upon production and distribution of goods and services. The dis-
course which is anthropology characterises education from the point
of view of how it affects the process of enculturation, the mainten-
ance of a culture and the development of cultural change. Each of
these points of view (or arrangements of discourse) treats the educa-
tional process as an independen: variable. It is an adjunct concern.
The central concern is some other factor, e.g., social organisation,
cultural formation and maintenance, economic production and distri-~
bution, attitudes and behaviour.

In contrast to other viewpoints (in the sense of arrangements of
discourse), the educological perspective treats the educational process
as the dependent variable, and it is used to conduct research and
inquiry about the effects of other factors, such as social settings,
economic activity and political attitudes, upon the educational process.

Ot course, regardless of how a field of phenomena is described
or characterised, that field remains unchanged. Talk about the way a
plant uses sunlight, water and soil to grow does not affect the plant
in its use of those things. We can use that talk, however, to take
effective action in relation to a plant to influence its growth. And
so it is with the different arrangements of discourse (or viewpoints)
about the educational process. None of the arrangements (sociology,
anthropology, psychology, educology, etc.) changes the function of the
educational process. All can be used to take some kind of action in
relation to the educationai process.

Education and Educology

So, there is the educational process, and there is the set of
warranted assertions (propositions in the form of declarative sentences)
about that process. That set of warranted propositions which treats
the educational process as the dependent variable, and not some
adjunct concern (not as an independent variable), constitutes educolo-
gical discourse,

Within the educational process, we find people teaching and
studying some content within some physical, social and cultural milieu.
A Kamba child in Kenya shows his brother how to plant millet seed
at the proper depth and the appropriate time of year in the plot adja-
cent to their home, and his brother practises under his supervision
until he can do the job independently of his guidance. This exempli-
fies education. The teacher is the child, The student is his brother.
The content is principles of millet sowing and cultivation. The
physical setting is rural Kenya in the Kamba district. The social
milieu is the extended family. The cultural milieu is that of the
Kamba people within modern Kenya.

The characteristic form of the educational process consists of
the four components of teacher, student, content and setting. Other

8
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elements which derive from these basic four include intentions of
teachers and students, strategies and methods of teachers and stu-
dents, teachers' and students' styles, physical resources and language.
The characteristic functioning of education is teaching, studying and
(if all goes well) guided intentional learning. Teaching is essentially
the intentional provision of opportunities for someone to learn some
content.  Studying is essentially making use of opportunities to learn
some content. ‘The content may be propositions, such as, "All animals
may be classified as vertebrates or invertebrates." It may be atti-
tudes, such as competitiveness, cooperativeness, defensiveness, chari-
tability, individuality. It may be funds of knowledge (warranted
assertions) organised into systems of knowledge, such as virology,
toxicology, criminology . oceanography. It may be procedural knowing,
such as how to tie a square knot, drive a tractor, solve a linear equa -~
tion, prune roses, perform an appendectomy or find the area of a
square. The content may be how to conduct sound inquiry with due
regard for necessary and sufficient evidence. The social milieu in
which education might take place includes. for example, peer groups,
families. social parties, schools, universities, work places. The cul-
tural milieu for education might be, for example, Australian culture,
French culture, Canadian culture, etc. In short, education is a pro-
cess which has both form (teacher. student, content. setting) and
function (teaching, studying and intentional guided learning), and it
is to be discerned within the functions and transactions of all people.

In contrast to the process of education. there is recorded pro-
positional knowledge (warranted assertions) about education. It is to
be found in books, audio tapes and other media suitable for recording
propositions.  Examples of knowledge about education are the true
statements (warranted assertions),

(1). .. teachers are very active participants in classroom events
(Doyle in Wittrock, 1986:399),

(2) Any classroom contains two interpenetrating worlds: the offi-
cial world of the teacher's agenda, and the unofficial world of
the peer culture (Cazden in Wittrock, 1986:451).

(3) It is wrong for teachers to victimise their students.

Any assertion which can be shown to be warranted by adducing neces-
sary and sufficient evidence counts as a true proposition (or know-
ledge). Cf course not all warranted assertions are about the educa-
tional process, but those which are can be assembled and arranged
into a collection or fund of knowledge about the educational process.
That fund can be given system by arranging its assertions in relation
to explanatary principles. or theories.

Justification for the Term Educology

Within common usage of the English language and also within
special usages (i.e., technical usages) of that language, we employ
several terms to name the fund of recorded knowledge about educa-




Education, Educology and Educological Discourse 5

tion. Included among those terms are ‘pedagogy’, ‘'andrapogy’,
tethology', 'Education', 'Professional Education' and 'psychopedagogy'.]
However, there is one term which performs the job of naming the
fund of knowledge about education even better than these five, and
that is the term 'educology'.2 It suits the job best for three reasons:

(1) It names nothing less than the fund of knowledge about
education.

(2) It names nothing more than the fund of knowledge about
education.

(3) 1t avoids conflating the educational process with recorded
propositional knowledge about that process.

Educology implies the inclusion of the entire fund of recorded
propositional knowledge about the entire process, from early childhood
through senescence. It is not limited only to knowledge about the
education of children (pedagogy)? ¢r to that of male adults (andra~
gogy).4 1t is not recorded knowledg» about processes other than edu-
cation such as knowledge about chaiicter development (ethology)S or
a combination of gsychological knowle ige and the practice of teaching
(psychopedagogy). The name ‘'educulogy' eliminates the ambiguity
which is created by naming the process of guided study 'education'
and naming the fund of recorded propositional knowledge about that
process with the same term, 'education'.

The practice of capitalising the term 'education' and of adding
the term ‘'professional' to the term ‘education' are attempts to
remove this ambiguity, but the use of these two terms ('Education’
and 'Professional Education') are not nearly as cogent in dispelling
the ambiguity as is the use of the term ‘'educology'. This can be
illustrated with, for example, the sentence,

In their education to qualify as primary school teachers,
students study some psychology, sociology and education.

The ambiguity created in the meaning of the sentence can be reduced
with some substitutions of the second term 'education':

(1) In their education to qualify as primary school teachers,
students study some psychology, sociology and Education,

(2) In their education to qualify as primary school teachers,
students study some psychology, sociology and Professional
Education.

{3)In their education to qualify as primary school teachers,
students study some psychology, sociology and educology.

Each of the term substitutions reduces the ambiguity progressively.
The third term substitution reduces the ambiguity most efficaciously,
removes the anomalies in conventions for capitalisation and conforms
with the the convention for namirg funds of knowledge with the suffix
of '-logy': for example, 'psychology’ from 'psyche' (mind) plus *'-logy'
{knowledge about); 'sociology' from 'society' plus '-logy*; ‘educology"
from ‘education' and '-~logy'.

v
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There are at least three sound reasons for creating new terms
in the language. A new term is indicated when a new meaning arises
for which there is no satisfactory existing term. [t is indicated when
a4 meaning is mispamed by current usage. And a new term is called
for when current usage is ambiguous. The case for the term 'educo-
logy' is supported by all three reasons. The term 'education' func-
tions ambiguously to name the process and warranted assertions about
the process. It is a misnomer to name warranted assertions about
the educational process with the term 'education'. (It is like using
the term 'animals' to name zoology; it is a category mistake.) The
term 'educology' names a new meaning for which there is no satis-
factory existing term.

So, what is this new meaning? How is it related to the edu-
cational process? And how is it connected with already established
concepts such as those of 'educational psychology', 'educational phil-
osophy' and ‘'educational sociology'?

Educology: Its Meaning

The argument thus far is that educology consists of warranted
assertions about any and all aspects ot the educational process, and
educology is an arrangement of warranted assertions which charac-
terises the ceducational process as the dependent variable.  Warranted
assertions are intended in the sense of statements which have neces-
sary and sufficient evidence to affirm their truth value as either
necessarily true or highly probably true. That is, affirmation may
arise from a relationship between the assertion and the evidence in
which there is a high degree of correspondency. This correspondency
bullds the case for a high degree of confirmability for the assertion,
and the truth value of the assertion is one of high probability, Affir-
mation of an assertion cn also derive from necessary implication. An
assertion has a relationship of coherency with the evidence of another
assertion.  The truth value of the assertion is one of necessity, without
exception. Such warranted assertions are necessarily true.

Warranted eEducological assertions may be about those who nlay
the role of reachers (such as uncles, aunts, friends, university pro-
fessors, primary school teachers) or of students (such as children,
adults, clerks, bankers, university students, primary school pupils). They
may be about content which is taught and studied (such as how to
construct fences, the evils of war, mechanical physics, standard pro-
cedures for preparing an aircraft for takoff, how to repair a lawn-
mower). Educology also consists of warranted assertions about the
influences (constructive, destructive, reconstructive) of the milieu in
which teaching and studying take place upon the processes of teach-
ing and studying. That milieu includes physical, social and cultural
features.

Just as education (i.e., the process of teaching some content in
some social and cultural miliew) is not psychology, or sociology, or
anthropology, or philosophy, so it is with educolugy. Education is not
educology, any more than animals are zoology, plants are botany or




Education, Educology and Educological Discourse

music is musicology. Fields of phenomena are one thing. Recorded
funds of propositional knowledge (warranied assertions) about those
fields are another.

Forming Educology

Forming educology is essentially making warranted ass ‘rtions
about education, and educology is extended through the addition of
warranted assertions to the already previously established fund of
warranted assertions about education. We extend the fund of war-
ranted assertions about education through successful inquiry.  Such
inquiry implies the research activities of asking, answering and adduc-
ing the appropriate, necessary and sufficient evidence to support
answers to the questions asked. The search implied in the asking may
be directed towards finding propositions which are already affirmed
{a retro-searching). It may be directed towards reaffirming or dis-
affirming propositions which have already been affirmed (a re-search-
ing). Or it may be directed towards affirming or negating proposi-
tions which have not yet been affirmed (a neo-searching).? In either
of the three cases, well disciplined inquiry follows sound rules for
adducing necessary and sufficient evidence and for drawing supportable
inferences.  This set of rules, logical operations and procedures con-
stitutes the discipline for the inquiry. When the inquiry is successful

(and if the inquiry is a neo-searching), new propositions about educa-
tion are affirmed. The fund of knowledge about education is aug-
mented. Educology is extended.

Discipline Requisite for Forming Educology

Although related, a fund of recorded propositional knowledge
is not identical with the discipline used to produce that fund, no more
than a house is the same as sound rules for home construction, nor
the activity of playing tennis is the same as rules for tennis play.
The activity of asking, answering and verifying answers to questions
is inquiry. The rsules of proof (or the standards of verification)
which are followed in the inquiry constitute the discipline. The
inquiry can be a retro-search, a re-search or a ieo-search. The
product of the inquiry, if successful, is a set of warranted assertions
about education, i.e., a rediscovery, a revision or an addition to the
fund of knowledge about education.

fducology is formed by the use of at least three disciplines,
viz., those requisite for empirical, normative and analytic inquiry.
That is, the formation of educology requires the use of at least
three sets of rules for inquiry: those for forming empirical know-
ledge claims, those for normative ones and those for analytic claims,
Knowledge claims, here, are intended to mean propositions which are
asserted to be warranted.

Empirical knowledge about education is the set of propositions
or statements which is verified by observing actual events within a
field of phenomena and determining whether the statements match or
correspond with the events. Observation can be achieved by extro-
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spection and introspection.  Extrospection is observation by means of
the five sense organs. That which is detected by this process is the
evidence of physical entities, situations and processes, e.g., teacher
b.ohaviour, student behaviour, classrooms, equipment.  Introspection is
observation by means of other than the five sense organs. That which
is detected by this process is the evidence of mental objects, e.g.,
one's own emotions, one's own imagined images and sounds, one's own
anticipaticns, The statement,

The pupil dropped his penci! five times during the
teacher's five minute explanation,

is an empirical proposition which is verifiable by extrospection. The
statement,

The pupil who dropped his pencil su many times felt bored,

is an empirical proposition verifiable by introspection. Of course, the
pupil is the only one in a position to introspect into his own emotional
state to detect that boredom. Others might infer his boredom from
what they extrospect, but only he can introspect his own emotional
state.  Techniques of inquiry required for affirmation of empirical
assertions include experimentation, quasi-experimentation, surveys, par-
ticipant observation, ethnographic observation, naturalistic (non-experi-
mental) observation. By its nature, empirical knowledge is problema-
tic. It is probably true, not necessarily true, and it is true by virtue
of a high degree of confirmability, a high degree of corroboration and
the absence of disaffirmation. The relationship between empirical
assertions and the evidence which warrants them is one of correspon-
dence. Various statistical analyses can be made to compute to what
degree an empirical statement is probably true or corresponds with
its evidence. The statistical assertions which are produced from statis-
tical analyses, however, are not empirical assertions. They are analytic
assertions.

Analytic knowledge about education is the set of propositions or
statements which is verified by using necessity reasoning to infer whether
the statements are consistent with other statements. We examine the
meanings and necessary implications of a statement in relation to a
set of other statements and judge whether the statements cohere with
each other. The relationship between analytic statements and the evi-
dence which warrants them is one of coherency. Examples of analytic
propositions are the statements,

(1) Education implies teaching,

(2) Teaching implies the intention for someone to learn some-
thing, but !earning does not imply teaching,

(3) The correlation between teacher praise and student achieve-
ment of intended learning outcomes is 0.41.

(In the third example, the statement which describes the incidents of
teacher praise and the statement which describes the students' achieve-
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ment of intended learning outcomes would be empirical statements,
verifiable by observation; but the statement which describes the cor-
telation of 0.41 is one which results from computational analysis, and
therefore is an analytic statement.) Analytic inquiry, if successful,
produces analytic statements which are necessarily true (not probably
true).  Techniques of inquiry required for affirmation of analytic
assertions include concept isolation, definition, explication, model case,
contrary case, borderline case, term substitution, invented case, propo-
sitional analysis and statistical analyses (correlation, analysis of vari-
ance).

In addition to empirical and analytic knowledge, there is norma-
tive knowledge. Normative knowledge about education is the set of
propositions or statements which is verified by using evaluative reason-
ing to infcr whether the statements being asserted are consistent with
sound values. We form agreement with a normative statement by
establishing some set of norms or values and deriving some set of cri-
teria (either standards or rules or both) to which we are willing to
commit ourselves, or to live by. We observe whether behaviour, prac-
tices, events, goals, policies, relationships or situations conform to the
criteria, and we make inferences about the goodness or badness or the
relative goodness or badness of such behaviours, practices, etc. Examples
of normative propositions are the statements,

(1) Teachers should treat all students fairly and without
prejudice with respect to race, religion, gender, ethnic
identity or national origin,

(2) Teachers should never victimise their students, nor should
students victimise their teachers,

(3) A sitvation in which the teacher and the students are happy
with each other is a good state of affairs.

Normative assertions require two sorts of relationships between them-
selves and the evidence which warranis them. They require a relation-
ship of coherency between themselves and the evidence of other state-
ments. (In other words, there needs to be an absence of contradic-
tion.) They also require a relationship of adherency between the norms
or values from which the assertions are derived and the people who are
advocating or living by those norms. (In other words, there needs to be
an absence of hypocrisy and a genuine commitment to the norms.)
Normative inquiry requires the use of techniques such as value or norm
clarification, value validation, value vindication and rational choice among
alternative ways of life.8 If successful, normative inquiry forms norma-
knowledge about education. Such knowledge is warranted assertions
about good and bad (or relatively good and bad) states of affairs in the
field of educational phenomena.

Demands upon the Educological Rescarcher

The educological researcher must master all three disciplines in
order to conduct well disciplined inquiry about the educational process.
In order to settle questions of meaning, the educological researcher
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must be able to use appropriate analytic discipline. To settle ques-
tions of value (good or bad, better than or worse than, best or worst),
the researcher must be able to use techniques of normative inquiry.
To settle questions of what exists, what prevails, what works, the
researcher must be able to use techniques of empirical inquiry. During
the course of conducting any inquiry, the educological researcher will
have cause to use all three disciplines in a coordinated, systematic and
appropriate way, for the researcher will cunstantly be confronted with
questions of meaning, of value and of extant situations within the field
of educational phenomena.

Organisation of Educology

The fund of warranted assertions which constitues educology can
be organised from several viewpoints. These viewpoinis are essentially
arrangements of assertions. One possible organisation is the arrange-
ment of assertions so that they characterise (or are about) extant
educational phenomena. A second arrangement is one which character-
ises effective educational practices. The first arrangement of state-
ments consists of propositions about existing features, relationships,
conduct and situations within the process of teaching, studying and
guided intentional learning. The second arrangement consists of pro-
positions about educational praxis, i.e., praxis in the sense of the set of
activities which need to be performed and refrained from performing in
order to achieve the results which we want in the process of teaching
and studying. These performances may be studying activities as well as
teaching activities. The first arrangement of educology is scientific
educology. The second arrangement is praxiological educology.?

Praxiology is the same as the fund of recorded propositional
knowledge about effective practices, procedures or methods for doing
something. Praxiology includes technology and more than technology,
for it is also the recorded fund of knowledge about how to achieve
desired results which are other than a physical object. For example,
praxiology includes knowledge about how to maintain mental health,
how to argue effectively a legal case or how intentionally to increase
the probability that someone will learn something. There could be the
praxiology of health, legal praxiology ard many other categories of
praxiology, but out immediate concern is praxiological educology. It
addresses questions such as,

(1) What teaching methods are effective in maximising the
probability that 9 year olds will develop an understanding
of the relationship between vibration and sound?

(2) Which procedures will most likely engender motivation among
female pupils to engage enthusiastically in the study of
pbysics?

In contrast, scientific educology addresses questions such as,

(1) What teaching methods are most commonly used in language
arts?




Education, Educology ani Educological Discourse 11

(2) How do the different attitudes of teachers affect the moti-
vation of female students in the study of physics?

The focus of scientific educology is upon what is, what exists, what
prevails. It describes and characterises extant or existing states of
affairs, entities, relationships and situations within the educational
process. Existing states of affairs within the field of educational pheno-
mena contrast with effective practices in these ways. An educational
practice can be effective, yet not be in current use, thus not an extant
state of affairs. Educational practices, moreover, can be ineffective
and in current use, thus are an extant state of affairs. Scientific
educology is the fund of knowledge about extant states of affairs within
education.  Praxiological educology is the fund of knowledge about
effective practices for education, regardless of whether those practices
are currently extant within the educational process. Both arrangements
of warranted assertions, the scientific and the praxiological, are part of
educology. Both require the use of the same set of three disciplines
(empirical, normative, analytic) for affirmation of the truth value of
the assertions. The two arrangements of assertions differ with respect
to the feature or aspect of educational phenomena which they describe,
explain and characterise.

The effective practices which praxiological educology describes
and characterises have extrinsic goodness, but not intrinsic goodness.
For example, educologists might find that malicious and cruel treatment
are effective in maximising the probabilities that someone might learn
something.  Yet the effectiveness of these treatments would not be
sufficient justification to use them as educational practices. This dis-
tinction between extrinsic and intrinsic goodness within educational
phenonomena makes another arrangment of warranted assertions about
education possible: normative philosophical educclogy. It is the same
as normative knowledge about education or normative philosophy of
education. This arrangment of educology again requires the use of the
three disciplines (analytic, normative, empirical). Questions of what is
desirable and undesirable for and in the educational process (normative
questions) lead on to questions of meaning (analytic questions) and
questions of the actual consequences of actions or practices (empirical
questions). To settle normative questions competently, one must also
be able to settle questions of meaning and questions of actual conse-
quences. Philosphical educology addresses questions such as,

(1)Is an inquiry approach to the teaching of natural sciences
a better one than an expository approach?

(2) Should  corporal  punishment be forever banished from
schools?

Like scientific and praxiological educology, normative philosphical edu-
cology is part of educology. It requires the use of the same disciplines
for affirmation of its propositions. [t differs from the other two
arrangements of assertions with respect to the feature or aspect of
educational phenomena which it characterises. Its focus is upon
desitrable and undesirable or relatively desirable and undesirable states

16




12 International Journal of Educology, 1987, Vol 1, No 1

of affairs, relationships, entities, practices, situations and the like within
the educational process (and for the educational process).

Normative philosophical educolugy is closely related to philosophy
of education, but it is not identical with it. Often the term 'philo-
sophy of education' is used without distinguishing between normative
and analytic philosophy. This usage conflates different arrangements
of knowledge. Analytic philosophy of education (or analytic philosophi-
cal educology) is an arrangment of warranted assertions which des-
cribes and characterises the necessary implications of concepts and
sentences used in the language of education. Normative philosophy of
education (or normative philosophical educology) describes and char-
acterises that which has worth in education. The theorising of Dewey,
Bayles and Butler, for example, counts as normative philosophy of
education.10 The theorising of Ryle, Scheffler, Smith and Gribble, for
example, is analytic philosophy of education.11

Relevant to this explication of philosophy of education is the
concept of 'language of education'. The point has already been made
that the term functions ambiguously. It can mean (1) 'language which
occurs within the process of teaching and studying', and it can mean
(2) 'language which is about the process of teaching and studyirg'. In
its first sense, language of education means language in education. In
its second sense, it means language about education. These two senses
can be distinguished by subscripts:

(1) [language of education]; is language in education;

(2) [language of education]; is language obout education.

What a person says while engaged in the role of teaching or in the
role of studying under guidance are examples of [language of educa-
tion]y, or langu~ge in education. Educology is [language of education]y
or language about education, that is, educology is language about edu-
cation which is warranted with evidence. Not all langvage (or asser-
tions) about education is warranted with evidence.

Given the distinction between two senses of language of educa-
tion, a third meaning of philosophy of education is possible to discern.
Language about education can be an object of inquiry, or something
about which inquiry can be conducted. It can be analysed, and true
statements about it can be produced. This set of true statements, or
warranted assertions, constitutes a fund of knowledge. That fund
includes the logic, epistemology, ethics and praxiology of making war-
ranted assertions about the educational process. The fund includes
that which is named by the term ‘'research methods' or ‘'research
methodologies!, for research methodologies about the educational pro-
cess is included in the praxiology of educology (vs. the praxiology of
education).

In common usage, the logic and epistemology of forming warranted
assertions about the educational process is philosophy of education,
because in common usage, the term ‘'education' names (1) the teaching
and studying process and (2) knowledge about that process. But a name
which more adequately characterises the fund is the term 'philosophy
of educology.12 The substitution of the term ‘educology' for the term
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'education’ in the name of 'philosophy of education' clarifies the point
that the object of knowledge (i.e., that which the knowledge focuses
upon or describes) is language about education.

In summary, then, four meanings of the term 'philosophy of
education' can be discerned:

(1) analytic philosophy of education, or the fund of knowledge
about meanings of concepts and propositions in educational
language, or language in education; this fund is analytic
philosophical educology);

(2) normative philosophy of education, or the fund of knowledge
about worthwhile states of affairs in the educational process;
this fund is normative philosophical educology;

(3) analytic philosophy of educology, or the fund of knowledge
about the meaning of concepts and propositions in educolo-
gical language, or language about education;

(4) normative philosophy of educology, or the fund of knowledge
about worthwhile states of affairs in educology (in language
about education).

The first two are subfunds of educology. The third is knowledge about
educology, not about education. Therefore, it is meta-educology, or
knowledge about knowledge about education.13

Relationship of Educology to Psychology of Education, Sociology of
Education and Anthropology of Education

How is educology related to the psychology of education, soci-
ology of education and anthropology of education? In one sense, edu-
cology includes these three funds of warranted assertions, and in a
second sense, it excludes them. For example, the term 'sociology of
education' functions ambiguously. At times, it is used to mean 'know-
ledge about the effects of education upon society'. At other times,
it is used to mean 'knowledge about the effects of society upon edu-
cation'. Knowledge which treats society as the dependent variable and
which characterises the effects of other factors upon society is soci-
ology. Knowledge which treats education as the dependent variable
and which characterises the effects of other factors upon education is
educology. The first sense of the term 'sociology of education' implies
an arrangment of sociology (or a subfund of sociology). The second
sense of ‘sociology of education' implies an arrangement of educology
(or a subfund of educology). A better name for this second sense is
the term ‘educology of society'. The two senses of the term 'soci-
ology of education' can be distinguished by a set of subscripts:

(1) [sociology of education]y is

(a) warranted assertions (knowledge) about the effects of
education upon society,

{b) knowledge about society and

(c) an arrangement (or subfund) of sociology;
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(2) [sociology of education] is

(a) warranted assertions (knowledge about the effects of
society upon education,

(b) knowledge about education,

(c) the educology of society and

(d} an arrangement (or subfund) of educology.

The same argument holds for the terms 'psychology of education',
‘anthropology of education' and 'economics of education'. Where they
are intended to mean warranted assertions (knowledge) about the
effects of something upon education, they are better named the

(1) educology of mental processes,
(2) educology of cultural process and
(3) educology of economic systems.

The concept of the term 'educology of' extends to any object of know-
lege (i.e., to the phenomena to which warranted assertions refer) which
might be an aspect of the field of educational phenomena. For
example, all of the following are conceivable:

(1) educology of adulis

2) educology of children

(3) educology of classroom behaviour
(4) educology of classroom discourse
(5) educology of counseling

(6) educology of curriculum

(7) educology of peer relations

(8) educology of politics

See Appendix 1, "Categories of Phenomena within the Educational Pro-
cess for Educological Inquity," for other possibilities of the educology
of some aspect of education.

Some maintain that the terms 'educational psychology' and 'soc-
iology of education' name disciplines.14 In such claims, it seems to
make more sense to regard them as names for arrangements (or funds)
of knowledge which are not educology at all, in one sense, and as
subfunds of educology, in a second sense. In the second sense, the
subfunds imply the use of all three disciplines for asserting knowledge
claims about education, i.e., the disciplines for asserting analytic,
empirical and normative knowledge claims.

It has often been asserted that education (in the sense of edu-
cology) is not a discipline in its own right.15 Rather, it borrows from
other disciplines, such as sociology and psychology. This is not a war-
ranted claim, and indeed, it is not a sensical claim. It is not sensical
because the term 'discipline! is being made to malfunction (i.e., func-
tion ambiguously). In this claim, the term 'discipline’ is being made
to function in the sense of ‘'arrangements of warranted assertions'.
The term 'discipline’ can also be used to mean ‘rules, logical opera-
tions and procedures for warranting assertions'. To dispel confusion
created from the ambiguity of the term 'discipline', it is better to
let the first meaning be named 'funds of knowledge' and the second,
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‘disciplines'. The use of these conventions warrants the assertion that
sociology and psychology are not, themselves, disciplines. Rather, they
are funds of knowledge. Disciplined inquiry is required to develop and
form the funds, but the discipline used in the inquiry (i.e., the rules,
logical oeprations, procedures) is quite distinguishable and distinct from
the fund of knowledge which the inquirer or researcher produces as a
result of using the discipline. The funds of knowledge which are soc-
iology and psychology require the use of the same discipline for judging
the truth value of knowledge claims as educology, i.e., the disciplines
for empirical, normative and analytic assertions. An empirical know-
ledge claim remains empirical, regardless of whether the claim is about
society (and thus is an empirical sociological claim), about mental pro-
cesses (and thus is an empirical psychological claim) or about educa-
tional processes (and thus, an empirical educological claim). A distinc~
tion among sociology, psychology and educology can be made of course,
but the distinction is in relation to the object of knowledge (i.e., the
field of phenomena to which the discourse refers), not the discipline
required for producing the knowledge. Sociology characterises a dif-
ferent object of knowledge (viz., society) from psychology (psychoiogy
characterises mind), and both characterise different objects of know-
ledge from educology. VYet all three require the use of the same dis-
ciplines, viz., the disciplines requisite for making empirical, normative
and analytic knowledge claims. Metaphorical discourse about borrowing
obfuscates the relationship of the three funds of knowledge and the
disciplines requisite for producing those funds.

Educology and Comparative Education

Like educational sociology and educational psychology, compara-
tive education is closely related to educology. The term 'comparative
education' is made to function in the literature which uses the term
in two common senses. In one sense, the term means the teaching
and studying process as that process functions in any and all cultural,
ethnic and national settings. In its second sense, comparative educa-
tion is the fund of recorded knowledge (warranted assertions) about
two or more entitities in the teaching and studying process. More
precisely, it is the fund of warranted assertions which characterises
two or more features of the educational process with respect to those
features' similarities and differences. A paradigm case would be a
dissertation which compares and contrasts secondary schooling in, say,
Brazil, Australia and Japan.

The first sense of comparative education relates so closely to
the process of education to the extent that it is virtually identical
with education. The educational process includes all teaching and all
studying and all guided intentional learning of any content, everywhere,
regardless of national and cultural boundaries, and comparative educa-
tion in the sense of a process of teaching and studying includes the
same.

The second sense of comparative education is identical with
comparative educology. But then comparative educology is encom -
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passed by educology, for educology includes all warranted assertions
about educational phenomena in any and all cultural and national mili-
eux, and warranted assertions require comparison. That is, the disci~
pline which is required for the affirmation of warranted assertions
about education includes the logical operation of comparison. Compar-
ison is therefore part and parcel of the discipline required for pro-
ducing educology. Comparative education in the sense of comparative
educology is educology. It is identical with the fund of propositional
knowledge about the educational rocess.

Logic, Techniques and Products of Educological Inquiry

The nature of educology and educological inquiry can be further
clarified by considering how the following are related to educology:
(1) logic of inquiry, (2) techniques of inquiry, (3) products of inquiry.

The set of principles which is used in the verification of state-
ments (i.e., the warranting of assertions) can be called the logic of an
inquiry. At least three principles can be distinguished. There is the
principle of necessity reasoning, in which the logic requires that a
statement be judged true (i.e., warranted) when it is necessarily implied
by a set of premises (i.e., a set of preceding statements). The prin-
ciple of necessity reasoning is the same as the principle of deduction.
Ihere is the principle of evaluating reasoning, in which the logic requires
that a statement be judged true when it is necessarily implied by a
set of criteria (i.e., standards or rules or both). In addition, those
criteria must be consistent with a set of values or norms to which all
persons can reasonably adhere if they were in the same set of circum-
stances. The principle of evaluative reasoning is the same as the
principle of evaluation or the principle of normative reasoning. In
addition to deduction and evaluation, there is the principle of observa-
tion, in which the logic requires that a statement be judged true (i.e.,
an assertion be affirmed as warranted) if it is consistent with observ-
able evidence (i.e., evidence which can be adduced by extrospection
and/or introspection).

Besides the logic of inquiry, there are its techniques. The actual
behaviours performed and the procedures followed in adducing evidence
to verify a statement (warrant an assertion) can be called the tech-
niques of an inquiry. Examples include conducting surveys, experimen-
tation, drawing analogies, running simulations, locating documents, taking
notes, classifying objects, defining terms, clarifying concepts, etc.

In addition to the logic and the techniques of inquiry, there is
the product of inquiry. The product of successful inquiry about the
educational process is a set of warranted assertions (i.e., statements
which are judged to be true) about some aspect of the process of
teaching, studying and guided intentional learning. The set can be
classified into at least three categories, viz., analytic, normative and
empirical knowledge.

These three categories (logic, techniques and products of inquiry)
are critical for forming educology because they constitute the disci-
pline requisite for conducting educological research or inquiry, including
retro-search, re-search and neo-search. (See Diagram 1.)
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Critical Categories for Arranging Educology into Subfunds

Three additional categories are critical for the arrangment  of
the product of educological research.  They are (1° the phenomena
about which inquiry is conducted, (2) the purpose of the inquiry and
(3) subfunds of educology.

The something which is investigated in the act of research
(including retro-search, re-search, neo-search) can be called the pheno-
mena inquired about, or the phenomena of inquiry, or sometimes, the
object of knowledge. Phenomena in the educational process can be
classified into at least five categories:

(1) existing educational phenomena,
(2) effective educational practices,
(3) effective administrative and governance practices for education,
(4} verthwhile policies, practices and goals for and within education,
(5) implications of educational language (language within education).

The intended outcome of an inquiry can be called its purpose.
At least four purposes of inquiry can be distinguished. They are des-
cription, explanation, prediction and prescription. Description is a set
of statements which elucidates a state of affairs as it exists. Expla-
nation is a set of statements which provides reasons for why a state
of affairs is as it is. Prediction is a set of statements which tells how
a state of affairs will be. Prescription is a set of statements which
tells what, how and when to do something in order to achieve a desired
state of affairs.

An arrangement of educological assertions in relation to a nomin-
ated set of purposes and a specified set of features within the educa-
tional process constitutes a subfund of educology. Major subfunds of
educology include scientific educology, praxiological educology, political
praxiological educology, normative philosophical educology, analytic
philosophical educology, historical educology and jurisprudential educo-
logy. Other arrangements, of course, ate possible. Examples include
the educology of moral judgment, the educology of motivation, the
educology of play, the educology of social class and the educology of
women. (See Diagram 2 and also Appendix 1 for possible features of
the educational process which could be isolated as objects of inquiry
for organisation of subfunds of educology.)

Educology and Meta- Educology

In addition to educological inquiry and subfunds of educology,
there is meta- educological inquiry and meta-educology. The distinc-
tion between language within the educational process (what teachers
say to students and vice versa) and language about the educational pro-
cess (what is said about teacher and student) has already been made.
There can be warranted assertions about the educational process, i.e.,
verified statements about teachers and students. There can also be
warranted assertions about what is said about. teachers and students,
i.e., verified statements about statements about the educational process.
Warranted assertions about the educational process are educology. War-
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ranted assertions about statements about the educational process are
meta-educology. The statement,

(1} Compulsory schooling is a requirement which all contemporary
nations have stipulated in law,

is an example of educology. In contrast, the statement,

(2) The statement, "Compulsory school is a requirement which
all contemporary nations have stipulated in law," requires
ventfication by examining the statutes of every nation,

is an example of meta-educology. It is a warranted assertion about a
statement about educatiun.  Meta-educological inquiry includes research
about the necessary implications of discourse about the educational
process.  This kind of inquiry requires the use of the principle of
deduction (necessity reasoning) as its logic of inquiry. It produces
warranted analytic meta-statements as its product of inquiry. Its
techniques of inquiry include concept isolation, propositional isolation,
concept analysis, propositional analysis, definition (including classifica-
tory, synonymy, equivalent expression), identification of definition func-
tions (including reportive, stipulative, programmatic), explication, model
case, contrary case, borderline case, invented case, related concept,
unrelated concept, term substitution, subscripts, invented terms, social
context technique, results in language technique, practical results tech-
nique. (See Christensen and Fisher, 1979, for an explanation of the
application of these techniques.) Its phenomena of inquity (i.e., pheno-
nena about which inquiry is conducted) are all of the discourse about
the educational process. lts purpose of inquity is description and
explanition of the implications of all language about the educational
process. Meta-educology, of course, does not constitute a subfund of
educology. Indeed, educology is its phenomena of inquiry, just as edu-
cation is the phenomena of inquiry for educology. Educology is the set
of phenomena about which meta-educological research inquires. Edu-
cation is the set of phenomena about which educological research
inquires. (See Diagram 3.)

The Responsibilities of Educological Researchers

It is the responsibility of the educological researcher to he expert
in both educological inquiry and meta-educological inquiry, for both
ate required in the task of making warranted assertions about the edu-
cational process. It is the educological researcher's responsibility to
identify significant problems about the educational process and to solve
those problems. It is also the educological researcher's obligation to
clarify what kind of problem is being undertaken to solve, i.e., what
logic of inquiry the problem requires. what product of inquiry it implies,
what techniques of inquiry it indicates, which phenomena of inquiry
demand its focus and what purposes of inquiry it serves. To ask and
answer these five questions is to undertake meta-educological research.
If the educological researcher omits these questions, she or he risks
derailment at the very beginning of the inquiry. Much work can be
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wasted and 1nvalid results perpetrated if an analy.ic question is mistaken
for an empirical one, or an empirical one, for a normative question.
Each kind of question necessarily implies its appropriate logic, product,
techniques, phenomena and purpose of inquiry. Analytic questions must
be treated as analytic questions for the results to be valid, and so it is
for normative and empirical questions. This is why educological
researchers, in order to do their job properly and correctly, must be
able to undertake expert meta-anelysis at the second level of discourse.
(i.e., at the level of statements about the educational process). (See
Diagram 4.)

LEVEL 2 DISCOURSE: META-EDUCOLOGY (VERIFIED STATEMENTS ABOUT STATEMENTS ABOUT
THE EDUCATIONAL PROCESS)

LEVEL 1 DISCOUKSE: EDUCGLOGY (VERIFIED STATEMENTS ABOUT THE EDUCATIONAL
PROCESS)

LEVEL 0: EOUCATION (THE PHENOMENA OF TEACHING, STUBYING AND LEARNING
UNDER GUICANCE SCME CONTEN! IN SOME SOCLAL AND CULTURAL
MILIEY)

Diagram 4:

Education, Educology and Meta-Educology and
Corresponding Levels of Discourse

Knowledge about Education vs. Knowing about Education

Knowledge about educaiton is to be contrasted with knowing about
education. Knowledge is warranted assertions. Knowing is the realised
ability to function adequately. As has been argued, educology is the
fund of recorded propositional knowledge about the educational process.
It is located in the language of books or any other medium suitable for
recording statements (e.g., magnetic tape, microfilm, microfiche, com-
puters). Recorded propositional knowledge about the educational process
is related to knowing about the educational process, but it is quite dis-
tinct from it, as well.

Knowing about education is the realised ability to function ade-
quately in relation to the educational process. Knowing is located
within the function of people. It is their cognitive function in relation
to the educational process. Penple can study the recorded propositions
in educology in order to extend their educological knowing. In doing
so, they extend their cognitive function in relation to the educational
process. Through their study, they might improve their function with
respect to their conduct as teachers, students, counselors, curriculum
developers, educational administrators, or educological researchers (in-
cluding retro-searchers, re-searchets and neo-searchers).

Thrcugh the study of educology, persons can extend their ability
to speak adequately agbout education or to speak adequately while en-
qaging within the process of education as a teacher, student, counselor,
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administrator, or curriculum developer. They might extend their ability
to think to themselves, silently, about education, to write soundly about
education, or to draw supportable and warranted inferences about edu-
cation. Studying educology is a means by which one might extend one's
ability to recall educational states of affairs, anticipate educational
moments, invent educational occasions, or discern educational trans-
actions,

It is our fate that we are all mortal, and our knowing dies with
us. But educology does not die. While cognitive function ceases,
recorded propositions about education remain. Each person who comes
anew to the fund of educology has the opportunity to extend her or
his educological knowing. Through successful research (retro-search,
re-search, neo-search), one might even contribute to the revision and
extension of the fund of warranted assertions which constitutes edu-
cology.

The Range of Educological Knowing

Educological knowing may be of at least three kinds, and each
of the kinds may be manifested in at least five forms and at three
levels. The three kinds are qualitative, quantitative and procedural
knowing.16 The five forms are linguistic, physical, imaginal, emo-
tional and conative. The three levels are preconventional, conventional
and postconventional.17 The three kinds of knowing are distinguishable
with respect to the state of affairs in relation to which the knowing is
performed. The five forms of knowing are distinguishable with respect
to the manner in which the knowing is manifested. The three levels of
knowing are distinguishable with respect to the degree of expertise with
which the knowing is performed.

The combination of kinds, forms and levels of knowing consti-
tutes a range of knowing. A range of knowing may vary from restricted
to extended. It is possible for a person to develop qualitative knowing
without procedural or quantitative knowing. It is possible for a person
to develop, for example, procedural knowing in a linguistic form, but
not in a physical form. (See Diagram 5.)

Qualitative knowing about education is the ability to perform
adequately in relation to unique states of affairs within education. A
teacher recognises, is acquainted with and appreciates Michael's moods,
motivations, aspirations and capabilities, not as an adolescent or a
middle class child or a student in his 9th year of school, but as Michael,
in all of his uniqueness. This is an example of a teacher's qualitative
knowing. The teach. m—ight be able to manifest this qualitative know-
ing of Michael in talking with Michael (linguistic knowing), in antici-
pating Michael's behaviour (imaginal knowing), in making gestures to
Michael (physical knowing), in having a certain set of purposes in
mind for Michael (conative knowing). Qualitative knowing of education
gives the knower (e.g., teacher, student, counselor, administrator, cur-
riculum developer, researcher) sensitivity for the educational process
and for features within the process so that significant and important
aspects of the process can be discerned and appreciated by the knower.

Quantitative knowing about education is the ability to perform
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adequately in relation to states of affairs within education as members
of categories. A teacher can, for example, classify Michael's behaviour
as typical of 15 year olds. The teacher can categorise Michael's capa-
bilities as characteristic of middle level achievers and relate his aspir-
atioi.s and motivations to what one might expect of male, middle class
adolescents. The teacher this manifest theis quantitative knowing in
writing a report (linguistic knowing), in having a feeling of complacency
towards Michael's behaviour as typical of boys of his age (an emotional
knowing), in imagining how Michael will resemble his mates in a year's
time (imaginal knowing), in making gestures towards boys of Michael's
kind (physical knowing) and in forming purposes for instruction appro-
priate to Michael as a member of the category of male adolescents
(conative knowing). Quantitative knowing gives the knower adequacy
and power with respect to theory (i.e., quantitative knowing gives the-
oretical adequacy). The knower with quantitative knowing about edu-
cation can describe and explain (i.e., theorise) about the educational
process in terms of categories and classifications of features or aspects
of the educational process. The knower can do this, if she or he has
quantitative knowing, with appropriate evidence and sound inferences.

Procedural knowing is the ability to use a set of procedures to
achieve a desired result, A teacher, for example, starts class by having
the children line up outside the classroom, enter the classroom in
single file and take their seats as assigned seats. The teacher has
found that this set of procedures achieves an orderly entry into the
room and focuses the attention of the pupils upon what is to happen
next in the lesson. In this example, this teacher is manifesting pro-
cedural knowing. When the teacher is giving directions, the procedural
knowing is being manifested as linguistic procedural knowing. It can
also be manifested in gestures (physical knowing), in feelings (emo-
tional knowing), in anticipation (imaginal knowing) and in purposes
(conative knowing). Procedural knowing is the basis for effective
action within the educational process.

While the examples just given of qualitative, quantitative and
procedural knowing were ones in which a teacher manifested the three
kinds and five forms of knowing, of course others in the educational
process are capable of learning these kinds and forms of knowing about
education. These include students, counselors, adminstrators, curriculum
specialists and any one interested in knowing about education from a
professional viewpoint or from the viewpoint of broadening one's liberal
education. (One can develop educological knowing as a liberal study as
well as a professional study.)

In addition to kinds of knowing and forms of knowing, we can
distinguish levels of knowing. At least three levels of knowing aie
possible (preconventional, conventional and postconventional), and the
three levels relate to the distinctions of beginner, intermediate, expert
and expert innovator. One who has preconventional knowing is just at
the beginning of learning some kind and form of knowing about educa-
tion. The person has not yet achieved the conventions. At the conven-
tional level, the person has learned the conventions, and the level
includes both intermediate and expert performances. The postconven-
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tional level is being manifested when the knower is creating innova-
tions which have not yet become conventions. Innovative expert per-
formers within the educational process and researchers who are engaged
in neo-search about the educational process, if successful, are perform-
ing at the postconventinal level of knowing.  They are setting new
standards or conventions of knowing about education.

The Way to Rational Constructive Action in Education

Within matters educational, experience is highly prized.  While
it is true that experience within the educational process is important
for developing educological understanding, it alone is insufficient in and
of itself. All of us experience disease, but this does not qualify us as
medical practitioners. We occupy space and exist in time, but this
experience does not transform us into physicists. So it is with educo-
logical knowing.

In order to develop educclogical understanding, one must engage
in experiences with an educological perspective so that the significant
and important features of the experience may be discerned and reflected
upon. In order to develop a range of knowing about education, one
must study educology as well as have experience with the educational
process.  Rational constructive action within the educational process
requires educological understanding. Without that understanding, action
can be taken, of course, but not rational action. If such action is con-
structive, it will be by accident, for it will not be by one's qualitative,
quantitative and procedural knowing about education.

The way to rational constructive action within the educational
process is through coming to know as much as possible about education.
The full range of knowing (its three kinds, five forms and three levels)
is indicated for undertaking such action. Such knowing requires appro-
priate experience within the educational process, and that appropriate
experience is made appropriate when it is undertaken with an educo-
logical perspective. The development of the educological perspective
requires the study of educology, i.e., the reading and the comprehen-
sion, the reflection upon and the intelligent action in relation to war-
ranted assertions about the educational process. It is educology which
provides theory about education and cognitive structure for reasoning
about education and for taking rational constructive action in and for
education.

Footnotes

1. See M.S. Knowles, The Modern Practice of Adult Education: Andra-
gogy versus Pedagogy, New York: Association Press, 1970 and K.P.
Cross, Adults as Learners, San Francisco: Jossey-Bass, 1981, for the
argument that 'andragogy' is an appropriate name for knowledge
about adult education. See J.S. Mill, A System of Logic, New York,
1846, Book VI, Chapter 1II, Paragraph 4, for the argument for 'etho-
logy'. See E. Stones, Psychopedagogy: Psychological Theory and the
Practice of Teaching, London: Methuen & Co., 1979, for the argu-
ment for the use of the term, 'psychopedagogy’.
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2. The argument for the term ‘'educology' as an appropriate name for
knowledge about education was originally developed by Elizabeth
Steiner Maccia in "Logic of Education and Educatology: Dimensions
of Philosophy of Education,”" Proceedings of the Twentieth Annual
Conference of the Philosophy of Education Society, 1964. The history
of educology is recounted in ]J.E. Christensen (ed.), Perspectives on
Education as Educology, Washington, D.C.: University Press of America,
1981, and in J.E. Christensen and J.E. Fisher, Organization and Colleges
of Education: An Educological Perspective, Sydney: Educology Re-
search Associates, 1983.

. The argument for educology over pedagogy is cogently stated in
Elizabeth Steiner [Maccial, Educology of the Free, New York: Phil-
osophical Library, 1981, and it is iterated in J.E. Christensen, Cur-
riculum, Education, and Educology, Sydney: Educology Research
Associates, 1981.

. A more detailed argument for educology over andragogy can be
found in J.E. Christensen, Curriculum, Education, and Educoluogy, 1981,

. See Elizabeth Steiner [Maccia], Educology of the Free, 1981, pp. 50-
51, for the full argument for educology over ethology.

. See E. Stones, op. cit., for an elaboration of the concept of psycho-
pedagogy.

. These distinctions of retro-search, re-search and neo-search are made
by Elizabeth Steiner [Maccia] in "Educology: Thirteen Years Later,"
in J.E. Christensen (ed.), Perspectives on Education as Educology, 1981,

. See, for example, Paul Taylor's Normative Discourse, Westport, Conn.:
Greenwood Press, 1961, for an elaboration of the logic of normative
inquiry and evaluative reasoning.

. Elizabeth Steiner [Maccia] made the distinction of praxiology of edu-
cation in Elizabeth Steiner Maccia, "The Non-Identity of Philosophy
and Theory of Education," in John Martin Rich (ed.), Readings in
Philosophy of Education, second edition, Belmont, California: Wads-
worth Publishing Co., 1972. For other discussions of praxiology, see
Tadeusz Kotarbinski, Praxiology; An Introduction to the Sciences of
Efficient Action, translated from the Polish by Olgierd Wojtasiewicz,
London: Pergamon Press, 1965. Also, see James F. Perry, "Praxio-
logy of Education as a Branch of Educology, in J.E. Christensen (ed.
Perspectives on Education as Educology, 1981,

. See, for example, J. Dewey, Democrucy and Education, 1916; E,
Bayles, Pragmatism in Education, New York: Harper and Row, 1966;
and J. Butler, Idealism in Education, New York: Harper and Row,
1966.

. See G. Ryle, The Concept of Mind, New York: Barnes and Noble,
1949; 1. Scheffler, The Language of Education, Springfield, Illinois:
Charles C. Thomas, 1960; B.O. Smith and R.H. Ennis, Language and
Concepts in Education, Chicago: Rand McNally and Co., 1961; J.
Gribble, Introduction to Philosophy of Education, Boston: Allyn and
Bacon, 1969.
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12. The use of the term 'philosophy of educology' originated with the
work of Elizabeth Steiner [Maccial. See her chapter, "The Non-
Identity of Philosophy and Theory of Education,” in John Martin
Rich (ed.), op. cit. Her conception of philosophy of educology is
followed in this discourse, however she did not distinguish between
analytic and normative philosophy of educology, as is done here.

. Elizabeth Steiner coined the term 'meta-educology' in "The Non-
Identity of Philosophy and Theory of Education," op. cit. Her usage
of the term is followed in this discourse.

. See, for example, Jeane Pietig, "Is Foundations of Hducation a Dis-
cipline?" in Educational Studies, Vol. 6, No. 1/2 (1975), pp. 1-2.

. See, for example, "Report of the Task Force on Academic Standards:
Guidelines for Professional Academic Instruction in Foundations of
Education, Educational Studies and Educational Policy Studies, in
the American Educational Studies Association Newsletter, Vol. 3,

No. 3 (1977), pp. 2-6.

. These categories of qualitative, quantitative and procedural knowing
are derivative of George S. Maccia's categories of qualitative,
quantitative and performative knowing which he developed in a
series of papers (1973a, b, c; 1977).

. The concepts of forms of knowing and levels of knowing are treated
in more detail in "Cognition, Knowing, and Understanding: Levels,
Forms, and Range," Proceedings of the National Conference of the
Australian Association for Research in Education, November 23-27,
1983, Canberra: AARE, 1983.
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AN EDUCOLOGICAL EXAMINATION OF CURRICULUM
MODELS AND RELATED VARIABLES

Laurie Brady
Kuring-gai College of Advanced Education
Lindfield, NSW

Introduction

Goodlad (1979) referred to the '"substantive" elements of "cur-
riculum commonplaces" as basic to any conceptual system for the
development of curriculum. These commonplaces, also known as the
“curriculum elements,” are "objectives, '‘content,” "method" and
"evaluation." .

Although studies have examined the curriculum planning deci-
sions of teachers, they have tended to concentrate on the importance
given by teachers to particular curriculum elements, rather than to
study the elements as they relate conceptually in a model. For
example, Zahorik (1975) examined 194 teachers' use of the curriculum
elements in the U.S.A., but reported the findings in terms of quantity
of use of each, and how often it was the first planning decision.
Toomey {1977), with the declared aim of achieving a "detailed unra-
velling" of the teachers' views on the curriculum elements, compared
two groups of Australian teachers planning a social science unit: one
which started by stating objectives, and another which used principles
for the selection of content not dependent upon prior objectives.

The lack of an instrument which examines the curriculum ele-
ments as they are used in a model prompted the author to develop
such an instrument.

What follows is a report on the development of this instrument
and of a major study which examined how teachers use the models of
curriculum development. Relationships between the data gathered in
this major study in the early eighties were further investigated over a
number of years to add to an understanding of planning by using cur-
riculum models at the school level. These investigations, which exam-
ined the relationship between models and methods of decision making,
the relationship between models and organizational climate and the
differential perceptions of school staff in relation to models, are also
reported.

Models and Instrument Development

The theoretical literature reports on several models which dis-
play the relationship between the «rrriculum elements in the context
of curriculum planning. These inciude Tyler's (1949) "objectives" or
"means-end" model, the cyclic models of Wheeler (1976) and Nicholls
(1978), the process model of Hawes (1979) and the interaction model
(Taba, 1962; Cohen, 1974).

Two models were selected after an analysis which concluded
that the two represent and subsume the major approaches to develop-
ing curriculum. There were the objectives model and the interaction

model.
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The objectives model of curriculum development involves the
develuper starting with statements of objectives, planning content
which is consistent with realising the objectives, planning appropriate
teaching and learning activities and planning for evaluation, in that
order.

The interaction model of curriculum development involves the
developer starting at any point, moving in any sequence among the
curriculum elements and allowing the learning situation to determine
the method of development. The curriculum elements are regarded
as interactive and progressively modifiable.

ltems were written to relate to the characteristics of the two
specified models.  The instrument, named the "Curriculum Model
Questionnaire" (CMQ), originally contained 18 items which were
answered by using the reponse options of “"always," "often," "some-
times," "rarely" or "never It was refined over a period of five
months by consulting with teachers concerning the appropriateness of
language and concepts and by consulting with curriculum experts from
a university and a college of advanced education concerning the con-
struct validity.

In determining the construct validity, a zero per cent tolerance
on all items was required. Thus every item scored as "always" or
"often" for une model by all curriculum experts had to be scored as
"rarely" or "never" for the other model by the experts. The option
"sometimes"was permitted for the interaction model only.

The CMQ was refined in a pilot study and a major study which
involved the development of curricula in mathematics and social studies.
These two subjects were selected in the expectation that they would
involve different approaches to curriculum planning. The pilot study
sample comprised 50 primary and infants teachers (from kindergarten
through the sixth year of schooling) in the Sydney metropolitan area.
Two factors were extracted from the factor analysis for mathematics
and social studies. These two accounted for 71.7 per cent and 70.4
per cent respectively of the total variance. One factor related to
the objectives model, and the other, to the interaction model. The
elimination of certain items produced reliability coefficients for the
four scales (objectives and interaction models for mathematics and
social studies) between 0.72 and 0.82.

The major study involved 277 teachers from 20 schools in a
stratified proportional systematically selected sample of public schools
in the Sydney metropolitan area. The construct validity of the scales
was tested by two statistical procedures:

(a) Joreskog and Sorbom's (1978a) Efap Il Exploratory Factor
Analysis Program in which the items measuring the models were
analysed as one, two, three, four and five factors; examination
of the factor loadings revealed that the two factor solution
(objectives model and interaction model) was the most
appropriate.

(b) Joreskog and Sorbom's (1978b) Lisrel |V Program in which the
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various parameters in the different matrices were constrained
to test alternative models and an overall test of “goodness of
fit" for each proposed model was obtained.

The final standardised solutions for each model for mathematics and
social studies are displayed in Table 1. These reported solutions,
also published in Brady (1982 and 1986), demonstrate the feasibility
of developing an instrument to measure teacher use of the models.

Models and Their Use in Schools

{a) Schoo!l Scores. In the major study previously mentioned,
means for the objectives and interaction models were calculated for
each of the 20 schools in the sample. [t was found that scores for
the objectives model and interaction model were not very different.
A prima facie explanation is that respondents within each school,
whether as groups or as individuals, used a different model, and that
scores for each averaged out across the school staff. The other
explanation is that individual respondents did not have largely discre-
pant scores, even though the models were different conceptually.
A second finding was that for 10 of the 20 schools, the score for
the objectives model was higher than the score for the interaction
model, and a third finding relates to differences between mathematics
and social studies. Interaction model scores were higher for social
studies than mathematics in 17 of the 20 schools. This latter finding
may well be a reflection of the differences between the two sets of
curriculum documents issued by the N.S.W. Department of Education.
Social studies is a relatively open-ended guide which stresses the
nature of teaching and learning activities. It may therefore seem to
teachers to be more amenable to an interaction model.

(b) Individual Scores. To ascertain whether a high score on
one model, for an individual, was associated with a low score on the
other model, a program called Scattergram (Nie et al., 1975) was
used. The correlation coefficient for mathematics was 0.15, and for
social studies was 0.14, indicating that there was little or no rela-
tionship between the scores on the two models. This fact suggests
that respondents used the two models eclectically. However, a con-
tributing explanation for this finding may involve the use of the res-
ponse options of 'always," "often," "sometimes," "rarely" and "never,"
which were adopted in the expectation that they would better reflect
the reality of curriculum development than a dichotomous response
format. Some items which could be scored "always" for one model
could be scored "sometimes" for the other model. Thus the likelihood
of a high score for one model, and a correspondingly low score for
the other, is diminished.

Models and Staff Perceptions

Several studies have examined the effect of status on percep-
tion of organisational climate in schools (Marcum, 1968; Grassie and
Carss, 1972; Finlayson, 1973; Ogilvie, 1975), and teaching experience
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Table 1: Factor Loadings (standardised solution) CMQ

MATHEMATICS 0BJECYIVES  INTERACIION
MODEL MODEL

follows this order: objectives, content, method, *0.7% 0.00
evaluation

Allows for changes in the order of planning 0.25 *0.37
once underway

Starts with a different curcriculum ejement . *0.63
at different times

Regards stating objectives as the most 0.00
{mportant step

Considers that the order of curriculum . *0. 74
elements to follv varies

Begins with any one of the four curriculum . *0.70
elements

. Starts with stating objectives 0.00

Regards initial objectives as the bases for 0.00
selecting content and method

Allows for objectives to be stated after *0.38
method is determined

(onsiders that the learning situvation determines . *0.52
the order of curriculum elements

Regards evaluation as the extent to which the 0.08
initially stated objectives are achieved
SOCIAL STUDIES

1. Starts with a different curriculum element 0.7
at different times

2. Regards stating objectives as the most 0.00
important step

3. Considers that the order of curriculum . *0.77
elements to follow varies

k. Begins with any one of the four curriculum . *0. 94
elements

5. Starts with stating objectives 0.00

5. Regards inftial objectives as the bases for 0.06
setecting content and method

7. Considers that the learning stituation determines . *0.43
the order of curriculum elements

N.8. The "*" {ndicates the ftem and scale for which the higher loading was expected.
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has also been cited as an indicator of differential perceptions and
attitudes relating to schooling (Finlayson, 1973; Kensell, 1978). As
data on the attributes of resporndents had been collected, it was
decided to determine whether perceptions of models used in curriculum
planning were influenced by these arttributes.

The data were analysed by using a multivariate regression
analysis developed by Finn (1978). This procedure tests whether cer-
tain predictor variables are significantly related to the criterion vari-
ables. In this case the predictor variables were school department
(primary -- years 3 through 6 -- or infants -- kindergarten through
year 2), status of the respondent within the school, teaching experi-
ence, age and sex. The criterion variables were the models for both
subjects. It was found that the higher the respondent's status, the
more likely she or he was to perceive an objectives model in curri-
culum planning (p < 0.05).

A number of explanations are suggested. First, staff in posi-
tions of authority or higher status are more likely to be involved in
taking curriculum initiatives, and are therefore more likely to have
consulted texts in curriculum development. Most texts have tended
to provide a planning by objectives framework. In fact, the "planning
by objectives* movement (Logan, 1974; Nebauer, 1975; Sutton, 1978)
was a strong force in N.S.W. public schools in the late seventies.

Second, an objectives model may be seen to be the quickest
way to produce a curriculum. Its fixed sequence may be seen to
eliminate the time consuming process associated with more flexible
models. A third and more contentious explanation is the possibility
of a general flexibility factor. Does the nature of a higher status
position make its incumbent less flexible in an area broader than
curriculum development.?

Models and Methods

As data had been collected in relation to methods of curriculum
decision making in the major study, it was more recently decided to
examine the relationship between curriculum models and methods.
No other research in the area had been conducted, so any prediction
was speculative. Numerous classifications of methods had been con-
sidered from the research literature (Maddocks, 1973; Southworth,
1975; Knoop and O'Reilly, 1976; Harrison, 1979; Seddon, 1979).

Table 2 displays these methods of decision making. The cate-
gories are related across authors and represent an interpretation by
the author of the degree of decision making involvement, from mini-
mum to maximum involvement, in descending order. This table was
first published in Brady (1984).

An examination of Table 2 suggests several common categories.
One is the involvement of staff in shared decision making. A second
common category involves decisions which are made for the teacher.
A third common category finds its expression in decision making by
the class teacher. Although only Seddon (1979) used the category of
"individual in parameters," it was selected for the study because it
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Table 2: Methods of Decision Making - Overview of the Literature
SOUTHWORTH MADDOCKS KNOOP & SEODON HARRISON
0'REILLY
Egocentric Principal Static Unilateral
Departmental Individual Direction/
Head Request
Individual
Democratic Democr 2t ic Co~ordinator
Centralist Centralist Development
Group
Discussion
Individual
within
Parameters
Handclasp/
Hand shake
Subgroup
Collegial Parlia- Group In Consulta-
mentarian Decision tion/
8inding when Acquiescence
Majority Voting with
Agrees Majority
Decision
Silent,
Assumed
Consensus
Participant Group Makes Group Consensus
Determining Decision Planning Voting with
Consensus (Consensus) Unanimous
Required Deciston
Miscellaneous Unknown

[¥s Y
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seemed to be a method which might be used more often with the
greater involvement of school staff in curriculum decision making.
The four categories selected were:

- principal - the principal makes the decisions;

- class teacher - the class teacher acting alone makes
the decisions;

- group - a group of staff makes the decisions;

- individual in parameters - individual teachers working
within limits defined by the executive staff, make
the decisions.

An instrument developed to examine decision making methods according
to these categories was used in the major study. Curriculum decision
making subject matter was selected from categories used in the Cur-
riculum Action Project (Cohen and Harrison, 1978). Each item com-
prised a particular curriculum area (including content, teaching methods,
learning activities, grouping, objectives, content sequencing, classroom
space, assessment and curriculum evaluation), a listing of the four
"methods defined and the response options of "always," "often," "rarely"
or never."

The construct validity of the scales was confirmed by factor
analysis in a pilot study and the X Scale program (Bailey, 1976),
which measured both the reliability of each scale within the test, and
the correlation of items with those scales. An inter-item correlation
of 0.4 was adopted as the acceptable criterion, and the reliability of
the scales ranged form 0.87 ot 0.97.

The relationship between methods and models was measured by
using a multiple regression analysis. Only two of the predictor vari-
ables were significant, and both in relation to the use of the inter-
action model in developing mathematics. The analysis revealed that:

- the more an interaction model was used in mathematics,
the more likely it was that class teacher decision
making operated (p <0.01);

the more an interaction model was used in mathematics,
the more likely it was that group decision making
operated {p <0.05).

The apparent contradiction between these two results can be
explained. The relationship between group decision making and the
interaction model might be predicted, as a fixed and linear sequence
among the curriculum elements is less likely to be adopted as the
number of developers involved increases. The greater the number of
participants, the greater the likelihood of differences in preference
for a model. However, it is not inconsistent that individual teachers
may also prefer an interaction model. They may plan in a less sys-
tematic way, free from the limitations imposed by other sraff, and
this lack of method may be reflected in the use of an interaction
model.

The only significant results relate to mathematics and not to
social studies. The possible explanation is that the interaction model
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may be used appreciably more when developing social studies curricu-
lum, irrespective of the method used. This would decrease the like-
lihoud of obtaining a significant relationship of the model with any
one method.

Models and Organisational Climate

While organisational climate has been related in general to
educational innovation, it has also been cited as a factor which
should facilitate curriculum development in schools (Logan, 1974;
Nebauer, 1975; Kemp, 1977; Brewer, 1978; Smith, 1978; Walton, 1978;
Seddon, 1979). [t was therefore decided to investigate the relation-
ship between organisational climate and one aspect of school based
curriculum development, namely, the model used in curriculum devel-
opment.

To measure organisational climate, an adaptation of the 0.C.D.Q.
for Australian primary schools, developed by Thomas and Slater (1972)
was used. Thomas and Slater found a four factor solution. Abbrevi-
ated definitions of these factors follow:

Principal - supportiveness - a measure of the principal's involvement
in the school and of the principal's concern with the pro-
fessional and personal welfare of staff;

- operations emphasis ~ a measure of the principal's concern
with the operative aspects of the school and the principal's
close and sometimes burdensome supervision;

Teacher - intimacy - a measure of social cohesion among staff;

disaffiliation - a measure of the lack of cohesive pro-
fessional relationships among staff.

Factor analysis of data from the major study discovered that
the factor structure was very similar to that of Thomas and Slater,
with 70 per cent of items being identical. This marked agreement,
associated with the difficulties of redefining the factors, prompted
the adoption of the Thomas and Slater four factor solution, but with
slightly fewer items.

To determine the relationship between the organisational climate
factors and models, Finn's (1978) multivariate regression analysis was
applied.

Of (he predictor variables, three organisational climate factors
were found to be significant at the 0.05 level. Examiration of the
regression equations indicated that:

- the more supportive the principal, the more likely staff
were to perceive use of the interaction model;

- the greater the operations emphasis of the principal, the
less likely staff were to perceive use of the interaction
model;

« the greater the intimacy among staff, the more likely
staff were to perceive use of the interaction model.
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The reiationship between perceived principal supportiveness and
the interaction model might be explained by the fact that the inter-
action model is more flexible than the objectives model. Staff may
feel more encouraged to use the interaction model when the principal
is supportive. This explanation has further credence in view of the
finding that the interaction model was less likely to be used when the
principal was highly motivated toward task achievement (operations
emphasis). [f the principal is high on operations emphasis, staff may
feel that they do not have the time to develop a curriculum which is
more flexible and developed iess sequentially.

The relationship between intimacy and likelihood of perceiving
use of an interaction model! is consistent with the characteristics of
an interaction model. A model which is flexible, allows for constant
interaction of the elements and is possibly the result of more staff
interaction might be used more irn a school enjoying a high measure
of social cohesion.

Conclusion

Goodlad (1966:141) argued that "nowhere in education is there
grearer need for conceptual systems to guide theory building, research
and planning, than in the field of curriculum.” The development of
the CMQ contributes to meeting this need in demonstrating the feasi-
bility of designing instruments based on curriculum models and the
curriculum commonplaces to study the process of curriculum develop-
ment in a more dynamic way.

However, the CMQ is not a definitive instrument. The finding
that staff draw from both the objectives model and interaction model
in an eclectic way when planning curriculum indicates that no single
curriculum model is used. The development of further instruments
will shed more light on the process of curriculum development and
provide valuable information for developers and administrators.

Examination of other variables provides further information
about the use of curriculum models. For example, the emergence of
the status of school staff as a variable which explains differences in
perception of curriculum models underscores the need for a further
inquiry. There is a need for examination of status as a variable
which explains differences in perception of any aspect of curriculum
development.  The demonstrated relationship between models and
methods further illuminates the process of curriculum planning in
schools, but this finding should be tempered by the fact that a sig-
nificant relationship was not present for both school subjects. Finally,
the strength of the relationship between organisational climate and
curriculum models was surprising, and it further underlines the
importance of organisational climate as a factor in the facilitation
of curriculum development in schools.
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EDUCOLOGY IN THE INFORMATION SOQETY:
THE TEACHER-LIBRARIAN'S CONTRIBUTION

Joyce Kirk
Library Services
N.S.W. Department of Education

The Information Society

Many writers and commentators remind us that the information
society has arrived. Known variously as the post-industrial society,
the information revolution, the knowledge explosion, the IT age, the
electronic age or the telecommunications era, the present times are
being shaped by the advances resulting from the convergence of tech-
nologies in computing and telecommunications. The compu.er serves
in fact both as an information machine able to store and process
information, and with appropriate hardware and software, as a com-
munication device. Evidence of the convergence is apparent in every-
day living in the forms of the electronic transfer of funds through
streetside automatic tellers, cashless transactions made in stores and
petrol stations, reservation of airline tickets from home through
VIATEL, access to massive information databases both in Australia
and overseas, Medicare cards for the payment of some health services,
developments in scans and x-rays as diagnostic tools in medicine, bar
codes on goods in supermarkets to register prices and control stock,
manufacture of motor cars by robots, the processing of form letters,
and sophisticated temperature and humidity controls in public buildings.

Danie!l Bell, the eminent Harvard sociologist, is one of the
leading writers on the post-industrial society. As early as 1956, he
demonstrated that the number of white collar workers {(professional,
managerial, office and sales personnel) outnumbered the blue collar
workers (craftsmen, semi-skilled operatives and labourers) in the
occupational ranks of the American class structure. He described
the growth in professional and technical employment as startling and
used it to illustrate a change in knowledge itself.

The empirical knowledge of industrial society gives way in the
post -industrial society, according to Bell, to theoretical knowledge
based on the

codification of knowledge into abstract systems of symbols
that can be translated into many and varied circumstances
(Bell, 1967: 101)

as exemplified in econometrics, systems analysis, game and decision
theory, cybernetics and information theory. This theoretical know-
ledge, coupled with an orientation to the future, provides potential
for planning and forecasting. The reality, however, may be quite
different.

Although Bell has had a significant impact on the thinking of
librarians and others engaged in the acquisition, storage and dissemin-
ation of information, his views have not gone unchallenged by the
library profession. Blake (1978) compares the "information society

4y
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to a fairytale and points to the variety of social groups, including
illiterates, in the community. She argues that these groups are over-
looked in Bell's analysis, and she claims that

all people need information, but the kinds of information
most people need is different in form and content from
that required and made available by the educated elite.
(Blake, 1978:89-90)

The establishment of community information centres in Australia
strengthens Blake's central thesis. These centres meet a need for
their clients' information for everyday living.

In a recent issue of Awustralian Library Journal, the official
publication of the Library Association of Australia, which incidentally
is planning to change its name to one thought to be more representa-
tive of information specialists, Kans Lofgren (1985) presents a cri-
tiqgue of the post-industralists. He warns that the quality of the
information society is not necessarily different to what has preceded
it. In other words, although more and more information is being
generated, and one estimate is that by the year 2032 scientific
papers will outweight the earth itself (de Sola Price, 1963), there is
no evidence of the anticipated effects of better decision making, a
better quality of life or a more humane society.

Bell and the post-industrialists have had their critics from
other quarters. In an address to the Library Association's Biennial
Conference in 1984, Professor Stephen Hill, Director of the Centre
for Technology and Social Change at the University of Wollongong,
argued that the

values and social arrangements of production in post -industrial
society are not new but represent a point further down the
continuum of bondage to instrumental technique that the
society entered two hundred years ago. (Hill, 1984:4)

The information-rich and the information-poor are members of a two
class system within the information ecosystem where technique main-
tains pride of place ahead of the quality of interpersonal relations.

Australia:  An Information Society

Using the shift in employment from manufacturing to services
as a benchmark, Australia seems to be on the way to joining the
post-industrial society. In an analysis of the Australian labour force
of 1981, Lamberton (1984) suggested that the information sector
comprised forty-one per cent of the work force. Included in this
sector were researchers, information gatherers, scientific and techni-
cal consultants, administrative and management personnel, clerical
staff, educators, librarians, communications and media workers, tele-
phonists, machine operators and technicians. Lamberton also demon-
strated an increase in the percentage of the Gross Domestic Product
of the primary information sector in the period 1968-69 and 1977-78.
It will be interesting to see what further information about the com-
position of the Australian workforce can be gleaned from the June
1986 census.
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One of the more challenging aspects for education arising from
the impact of technology in Australia has been highlighted in the
Report of the Committee of Enquiry on Technological Change in
Australio (1980). It suggested that new technology will effectively
increase the number and range of intellectual tasks while at the same
time decrease the number of skilled tasks. (Committee of Enquiry,
Vol. 1, 1980, 7.15) This trend is in line with Bell's identification of
the centrality of theoretical knowledge, and it is one of the basic
reasons for structural unemployment. One example from a submission
to the Committee of Enquiry illustrates the impact of technology on
employment. The Australian Mutual Provident Society employed 4042
people in 1974 and 3387 in 1979, a fall of 655 over a fiveyear
period. The fall can be broken down further: thirty-six per cent of
those employed at Grade 1 level or clerical and administrative
employees, thirty-two per cent of those employed at Grade 2 level
and ten per cent of those employed at Grade 4 level or first line
supervisors (Committee of Epquiry 1980, Submission Reference 231).

The Report demonstrated that technological change has no one
single effect on employment. It can render some jobs unnecessary;
it can alter the skills required for some jobs; and it can create com-
pletely new jobs. The Report considered that of all activities, infor-
mation processing, storage and dissemination are probably the most
vulnerable to the impact of the technologies of the microprocessor
and microcomputer. The advent of the paperless or electronic office
is a case in point. It demands the restructuring of office staff as
the need for typists is reduced in favour of keyboard operators, and
clerical functions are changed because of the storage of information
in data banks. New skills are required for keyboard operation, com-
puter program development and the maintenance and servicing of
equipment.

These shifts in employment are of course important in terms
of the social and economic context within which schooling takes
place, especially as students' perceptions and expectations of the
world in which they live are formed and refined. Choices in subject
study are often made by students in senior high school on the basis
of the careers they intend to pursue.

Information Literacy

One writer whose ideas reflect a developmental view of tech-
nological and social change is Eugene Garfield. He argues that pro-
gress to a fully fledged information society is preceded by a phase
of information consciousness, where

people realize the importance of rapid access to information

. . . but do not necessarily have the information they need.
(Garfield, 1979:88)

It is rapid delivery of needed information which is the distinctive
characteristic of the information itself.

A precondition of the information society is information
literacy, defined by the Information Industr' Association in the United
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States as knowledge of

the techniques and skills for using information tools in
molding solutions to problems. (Garfield, 1979:210)

A somewhat broader definition has been developed by Tessmer:

the ability to effectively [sic] access and evaluate informa-
tion for a given need. (Tessmer, cited in Breivik, 1986:10)

For Tessmer, the characteristics of information literacy are

.an integrated set of skills and knowledge . . .
.developed through acquisition of attitudes . . .

.time and labour intensive

.need~driven . . .

.distinct but relevant to literacy and computer literacy
(Tessmer, cited in Breivik, 1986:10)

Information literacy is a challenge to educators and to educa-
tion authorities in Australia where the Adult Liberacy Council (cited
in Jones, 1983:13) has estimated an adult illiteracy rate of ten per
cent. In New South Wales, one study of young people suggested that
seventeen per cent of fifteen year olds are sub-literate or illiterate
and that a further thirty-two per cent of fifteen year olds are semi-
literate (cited in Jones, 1983:13).

Young people are becoming increasingly computer literate as a
result of the national Computer Education Program which seeks to

provide students with the resources to learn about and to
use computers and computing. (National Advisory Committee
on Computers in Schools, 1984:18)

The New South Wales Department of Education's Computer Awareness
Course, Years 7-10 (1984) is one example of a broadly based program.
It aims to

develop in students those understandings which give them

a greater measure of control over their lives in relation to
their changing environment, individually and collectively,
now and in the future, The computer is used as one
significant example of wider technological change. (New
South Wales Department of Education, 1984:3)

The minimum goals for computer awareness go beyond the technology
of computers. They state that

. Every student should have an awareness of the implications
of computers for the individual and society

. Every student should experience and be able to assess the
use of a computer as a tool for investigation and discovery
. Every student should have an understanding of the wide
range of areas in which a computer may be used

. Every student should have practical experience in using
appropriate computer programs in simple, well structured
problem -solving situations
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Every student should be made aware of the way in which
a computer is instructed to carry out a task (New South
Wales Department of Education, 1984:3)

Education for the Information Society in Australia

One educational agenda for the new order is summarised in
Education in Western Australio (1984), also known as the Beazley
Report (1984). While it acknowledges:the growing importance of
technology and argues that students need to understand and use com-
puters from their early years at school it establishes life-skills as a
major focus of schooling designed to meet the immediate and future
needs of students. It places

increased emphasis on skills for locating, analysing, inter-
preting and applying knowledge and on investigative and
evaluative skills. (Committee of Inquiry, 1984:2.19)

The life-skills identified include personal skills, social skills, intellec-
tual skills, knowledge acquisition skills, environmental skills, mathema-~
tical skills, creative skills, general living skills and computer manage-
ment skills.

The Western Australian response to information technology is
appropriate to the information society for several reasons. Firstly,
the use of technology is subsumed in life-skills, and it does not
become an end in itself. Secondly, it does not view student use of
technology only as a preparation for work. Thirdly, technology takes
its rightful place alongside other teaching and learning materials, with
the result that computer education becomes a whole-school responsi-
bility integrated into the curriculum. Fourthly, the emphasis on life-
skills should enhance information literacy. Finally, but perhaps most
importantly in the light of recent initiatives toward equity and parti-
cipation in education, the selection of life-skills which are basic to a
school's education program changes according to student needs.

Another agenda is suggested by McShane and Dyson, both com-
puter education consultants in Tasmania. They propose two goals:

to provide tomorrow's adults with a knowledge of computers
which will enable them to function effectively in an Infor-
mation Society . . . to provide them with computer-based
learning opportunities which will not only improve their
learning but also help with the students confidence in using
computers. {McShane and Dyson, 1984:99)

The development of information literacy, albeit in terms of automated
information storage and transfer systems, is implied in both goals.
Students need to know where intormation is stored and how to retrieve
it. It is crucial that educators are not blinded by the flash of elec-
tronic gadgetry and lose their concern for students as people. There
is a mandate in the living skills approach for educating the whole
person, and it is imperative that students' learning programs accom-
modate information technology in the same way as they embraced
audiovisual technology some twenty years ago. The aims of education
as expressed by the New South Wales Department of Education in
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in 1973 and 1977 are still sound in 1986.

The central aim of education, which with home and commun-
ity groups the schools pursues, is to guide individual develop-
ment in the context of society through recognisable stages of
development toward perceptive understanding, mature judge-
ment, responsible self -direction and moral autonomy. (New
South Wales Departiment of Education, 1973:14-15)

This student-centred statement makes few assumptions about the
future of society, and in this respect it has a basic commonality
with the living-skills approach.

Libraries too have a broad educational purpose and Hill force-
fully affirms their potential as "health giving agents in an age when
encroaching anonymity and meaninglessness are very real dangers." He
argues that each library can be "a home for the human spirit, rather
than a steely-eyed reflector to silicon-chip morality." (Hill, 1984:12)
The future should be worthwhile, and education has a vital role in
assuring that it is so.

Resource Based Learning

One of the approaches to learning which ensures the develop-
ment of the potential of individual students is resource-based learning.
The underlying assumption for such learning is that

the student will learn from his own direct confrontation,
individually or in a group, with a learning resource or set
of resources, and activities connected to them, rather than
by conventional exposition by the teacher. (Beswick, 1977:ix)

Resource-based learning is essential to the development of
students as independent and autonomous learners. It assumes that
learners are active participants in their education, and it underlies
life-long learning. Success in managing the information explosion at
a personal level, meeting the likely need for vocational retraining and
understanding the changing patterns of knowledge, are all predicated
on independent learning.

The shift in emphasis from the content of what students learn
to the processes of learning how to learn emphasises the use of
information, and the sources, print, non-print and human in which it
is stored. In a resource rich learning environment students can select
resources appropriate to their learning styles, abilities and interests.
Skills in the location, retrieval and use of information can be devel-
oped within the context of the school curriculum.

Information Skills

These are the skills underpinning information literacy and
resource-based learning. They are those skills which allow an
individual to

. define an information task or problem to be solved, then
. locate
. select
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. interpret and
. use information to complete the task or solve the specified
problem

Information skills have a broader base than instruction in using
the library. Over the past ten or fifteen years there has been a
growing awareness among educators that the ability to locate, retrieve,
manipulate, synthesise and use information is a key element in all
curriculum areas. Information skills, unlike some library skills pro-
grams of the past, cannot be taught in isolation from the school's
curriculum.

United Kingdom. Most of the research and development pro-
jects associated with information skills have taken place in the United
Kingdom. They have been an outcome of the resource-based learning
movement as well as the demand for information literacy hastened by
technological developments. The initiative for most of the projects
has come from the British Library, and it has been assisted by various
education authorities including the Schools Council, the Council for
Educational Technology, universities and higher education institutes.
Current activities include the development of whole school information
skills policies and program, studies of the role of the school librarian
and teachers in information skills programs, and an investigation of
the information needs of students (British Library, 1985).  These
activities have been given a high priority by the British Library's
Research and Development Department which has also assumed a
responsibility for disseminating information about the projects them-
selves and any learning and teaching materials developed from them.
As part of the dissemination process, reports of seventeen completed
projects are available.

Another research organisation, the National Foundation for
Educational Research in England and Wales has acknowledged the
significance of information skills by appointing a liaison officer for
schools. The foundation has similar aims to the British Library's
Research and Development Department, and it is involved in fostering
the implementation of information skills programs and in disseminating
the research results to schools, education authorities and teacher
education institutes.

Conoda.  Canada too is prominent in its information skills
activities and progress. One of the leading exponents is Ken Haycock,
who is involved in curriculum development with the Vancouver School
Board. He is well published, and he has received recognition in his
home country for his work. He is internationally known as well, and
he recently led workshops with Carol-Ann Haycock in Australia (July-
August, 1986) on information skills and cooperative teaching and
planning.

The Ontario Ministry of Education has adopted resource-based
learning as its preferred model for curriculum development. It des-
cribes a partnership among principal, school board services, teachers
and teacher-librarian. A successful partnership requires knowledge of,
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and respect for, the skills of others, their philosophies of education
and their responsibilities, The partnership operates within an environ-
ment of cooperation, support and communication. Each partner needs

a belief that the personalizing and individualizing of programs
for students are essential to the development of lifelong
learners and self-confident, resourceful citizens;

an understanding of the impact that learning resources can
have on learning;

a willingness to use the variety of resources that are
available from within the school and the community;

an understanding of various teaching techniques, including
a willingness to experiment and try new or alternative
methods;

an understanding of how technology can be used to
advantage in meeting many learning needs and in helping
to personalize and individualize both the instruction and
the learning experience designed for students;

a positive attitude towards innovations and change;

a desire to become involved in co-operative planning,
teaching, and evaluation;

a willingness to communicate openly and effectively;

a willingness to know and respect each other's skills,
knowledge, and responsibilities. (Ontario Ministry of
Education, 1982 :10)

Australia. Information skills are being addressed by education
authorities in Australia. One Catholic Education Office has applied
Bloom's taxonomy of skills to the development of resource-based
learning and has identified strategies appropriate for student develop-
ment at all levels of the taxonomy. (Barton and others, n.d.) The
point is made that resource-based learning is one approach to the
learning of information skills.

A different approach is presented in Information Skills in the
Primary School. (Northern Territory Department of Education, 1984)
Although the identification and location of resources, and the inter-
pretation and reporting of information are given as a rationale for
teaching information skills, the tables of skills for Transition to Year
7 assume a timetabled library lesson, which may contradict the effec-
tive teaching of information skills within the school curriculum.

The Western Australian Beazley Report (1984) has been referred
to already, and akthough no firm policies for information skills have
been developed as a consequence, it is important to note that several
living skills it lists have direct application to information skills. For
example, some of the intellectual skills are critical analysis and
problem-solving; knowledge acquisition skills include information seek-
ing, organizing, analysis and synthesis; one mathematic skill is inter-
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preting information presented in mathematical tasks; and one compu-
ter management skill is communicating by computer keyboard skills.
(Committee of Inquiry, 1984:2.19).

Teaching Students How to Learn: [Ideas for Teaching Informa-
tion Skills (1984) was published by the Education Department of Tas-
mania. It offers a teaching approach, examples of the implementa-
tion of the approach in the classroom, ideas for developing a whole-
schoo!l approach, and materials for use in teachers' seminars. Infor-
mation skills are grouped according to locating, selecting, interpreting,
evaluating and communicating information. The document is an inter-
esting one for its emphasis on teaching as opposed to learning.

In November 1985, the Education Department of Victoria
released a draft framework for teaching information skills, which
encompass study skills, library and locational skills and research skills.
Four categories of information skills are identified: identifying and
locating sources, information intake, organising information and com-
municating information. The framework follows nine questions for
students, adapted from the work of Michael Marland and others (1981)
in the United Kingdom.

What do 1 need to do?

Where can I ger the information?

How do | get at the resources [ want?
Which resources shall I use?

How shall I use them?

What information shall | record?

Do | have the information I need?

How shall I present my information?

How have | done?

(Education Department of Victoria, 1985 :8)

In New South Wales, a working party has been established 1o
produce a guidelines document for information skills for years K-12.
The working party consists of several prominent educators with
expertise in curriculum design, one of whom is also a member of the
Commission on the Future, as well as a number of teachers and
teacher librarians. The aim of the guidelines is to provide teachers
and administrators with a structured and comprehensive framework
for students developing information skills within the context of the
school curriculum. The guidelines, while not prescriptive, assist in
identifying appropriate processes and student behaviours involved. A
process continuum has been suggested, beginning with Process Phase A
Definition of Purpose and ending with Prccess Phase E Use of Informa-
tion. Each phase is subdivided into process steps, for example,

Process Phase A: Definition of Purpose

Process Step 1: Clarify the task
Process Step 2: Review personal knowledge and skills

and each process step has its specified learning outcomes espressed
as behaviours, for example,
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Process Step 1: Clarify the task

Behaviours: 1. Clarify the meanings of words
2. Ildentify and interpret key words and
ideas in the task

An explanation which includes teaching and learning strategies
is suggested for each behaviour, for example,

Process Phase A: Definition of Purpose

Process Step 1: Clarify the task

Behaviours Explanatory Note

Students should be able to:

1. clarify the meanings of words Students may need to consult
a dictionary, a thesaurus or a
person in order to set the
context of the task.

2. identify and interpret Key words or concepts may
key words and ideas in the need further investigation by
task students either individually or

in groups. Students should
understand what a question is
asking, e.g., how? when?
where? why?

Information Skills in Schools

It is possible to identify from the literature three key elements
in effective information skills programs in schools, and each element
has particular implications for principals, teachers and teacher librar~
ians. These elements are

1. the adoption of an integrated approach to information skills
2. the cooperative planning and teaching of information skills
3. effective resource selection and management

1. The Adoption of an Integrated Approach to Information
Skills. A range of skills, knowledge and attitudes can be built into
the existing or planned curriculum in such areas as science, language,
art, mathematics, social studies and so on. Information skills then
are not ends in themselves, but are part of processes concerned with
meaning, understanding, knowing, doing, thinking, imagining, expressing
and communicating. Information skills are embedded generally in
education programs in schools.

The integrated approach is based on the following principles of
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the systematic teaching and application of skills, developed by Fraser
and Johns.

1. The skill should be taught functionally, in the context of a
topic of study, rather than as a separate exercise.

The learner must understand the meaning and purpose of the
skill, and have motivation for developing it.

The learner should be carefully supervised in his first attempts
to appy the skill, so that he will form correct habits from the
beginning.

The learner needs repeated opportunities to practise the skill,
with immediate evaluation so that he knows where he has suc-
ceeded or failed in his performance.

. The learner needs individual help, through diagnostic measures
and follow-up exercises, since not all members of any group
learn at exactly the same rate or retain equa! amounts of what
they have learned.

Skill instruction should be presented at increasing levels of
difficulty, moving from the simple to the more complex; the
resulting growth in skills should be cumulative as the learner
moves through school, with each level of instruction building
on and reinforcing what has been taught previously.

The student should be helped, at each stage, to generalize the

skills, by applying them in many and varied situations; in this
way maximum transfer of learning can be achieved. (Fraser
and Johns, 1963 :311)

There are many librarians who would attest to the failure of
school library skills programs of the past. These highly structured,
content-packed series of lessons usually took the form of activities or
assignments on such topics as "Using the card catalogue." The lessons
were supported by skill building kits, and more recently computer
programs, which served to reinforce the isolation of library lessons
from the class programs. Sometimes, efforts were made by teacher
librarians to relate library lessons to the class program through a
series of parallel library and classtroom lessons, or by building lessons
around questions which students had asked the teacher librarian.
These efforts were hit and miss at best and were not based on a
planned developmental sequence of learning experiences designed to
meet student needs.

The experience of Brake (1980), a British Library researcher,
is a familiar one. The Need to Know project, which he coordinated,
aimed to develop a teaching program for 14-15 year olds which
would alert them to the importance and use of community informa-
tion in the management of their everyday living. A library skills
program had been taught twice to the students in school, yet they
lacked such basic skills as understanding alphabetical and numerical
order in relation to information retrieval, the use of reference
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materials, and the ability to use indexes.

Marland (1981) argues persuasively in favour of a spiral curri-
culum and confirms the Bullock Report finding that there is noc one
school subject or activity in which information skills can be effec-
tively taught and developed. A spiral curriculum is most appropriate
for a didactic and contextual approach focussed on skills and on pro-
cess. Skills are introduced, explained, and practised, and pursued in
greater depth as students proceed through school, refining the pro-
cesses of handling and using information in a range of curriculum
areas and subject disciplines.

The school principal is a significant factor in a truly integrated
whole-school approach to information skills. If the development of
independent learners is a goal of a school's program, the principal
can contribute to its realization by involving staff in the development
of school policies, by arranging for professional development and
inservice courses for staff where necessary, by demonstrating leader-
ship within the school and supporting staff initiatives, and by encoura-
ging a school climate conducive to open communication and successful
teaching and learning. Marland and others (1981) argue that the
principal must take responsibility for the development and implemen-
tation of an integrated information skills program.

Research supports this view of the role of the school principal.
In a study of six schools in an outer l.ondon borough, Sneath (1985)
found that the factors which should be considered when implementing
infurmation skills across rhe curriculum were the enthusiasm of the
principal, the enthusiasm and interest of staff and librarians (not
always teacher librarians in British schools), the school environment,
the swability of the staff and the resources available. In more general
terms, McDonald (1985 :vii) identified a principal who is aware of the
importance of the school library and who organises the school's staff,
teaching, space, time and finances accordingly, as common to quality
school libraries involved in integrated information skills programs.

2. The Cooperative Plonning and Teaching of Information Skills
Programs. The teachers' and teacher librarians' contributions to a
whole-school information skills policy rest on cooperative planning
and teaching for effective development. While the principal is most
influential in policy development across the curriculum, teachers and
teacher librarians (so called because of their qualifications in both
teaching and in school librarianship) are influential in the planning
and teaching of information skills programs or in translating policy
into practice. Haycock goes so far as to claim that

the single most important role of the teacher-librarian
is cooperative program planning and teaching with
classroom teachers. (Haycock, 1982 :5)

As the focus moves from determining what students are to do to
what they are to learn, so programming for information skills moves
from the teacher librarian alone to the teacher librarian and teacher
as equal partners in the educational enterprise. The principal of
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course has a continuing commitment to cooperative planning and teach-
ing, but the role is one of administrator rather than practitioner.

The Ontario Ministry of Education's Portners in Action (1982)
identifies the teacher's contribution to the planning and teaching
partnership as the knowledge of the abilities, learning styles, and
educational needs of students as well as subject experience and know-
ledge of particular curriculum goals and objectives.  The teacher
librarian's contribution to the planning and teaching partnership stems
from knowledge and experience of classroom teaching and skills in
resource selection and management.

More detailed suggestions for the contributions of teachers
include

(a) participating in the planning and implementation of the school's
total curriculum;

(b) involving the teacher-librarian in all stages of planning, teaching,
and evaluating units of work;

(c) accepting prime responsibility for the learning experience of the
students assigned to them;

designing relevant activities for students to ensure the integra-
tion of content, attitudes, and skills in all subjects;

(e) actively selecting resources in cooperation with the teacher-
librarian. (Lundin, 1983 :11)

Teacher librarians can contribute by

(a) participating in the planning and implementation of the school's
total curriculum, particularly by advising on the use of resources;

(b) selecting with the involvement of teachers, acquiring organizing
and operating a collection of resources and services appropriate
to meet the needs of the school;

(c) cooperating with teachers in the planning, teaching, and
evaluation of units of work;

(d) coordinating with teachers to determine what will be covered
for particular groups of students, when and who will accept
prime responsibility for the teaching and application of skills;

(e) teaching some of the skills as mutually agreed upon;

(f) giving incidental, follow-up support and reinforcement to
individual library users;

(g) extending children's interests and skills beyond the traditional
subject areas of the school's curriculum;

assisting students to make transitions from one setting or
stage to another, i.e., primary to secondary school, secondary
to university, college or work;

provide any service which will help improve the quality of
the experience which teachers and childien have in schools.
(Lundin, 1983 :12)

L1
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One of the services which teacher librarians can provide to
improve the quality of learning experiences involves the professional
development of teachers. Studies in the United Kingdom (Brake,1979;
Hounsell, Martin, Needham and jones, 1980; Vincent, 1980) and Aus-
tralia (Juchau, 1980; Bunbury, Finniss and Williams, 1981) _indicate
that many teachers themselves are not sophisticated users of informa-
tion, nor have they developed a broad range of information skills.
Professional development activities for teachers which can be initiated
and coordinated by the teacher librarian include inservice sessions,
current awareness, listings of new materials, bibliographies, and
involvement of administrators and teachers in establishing new informa-
tion services. Without the professional development of teachers, for
which education authorities as well as teacher librarians have a res-
ponsibility, it is likely that information skills will not be adopted
across the curriculum and will be developed either by interested
teachers or as a separate skills course, reverting to library skill
lessons which have been shown to be ineffective.

The active involvement of teacher librarians in whole-school
information skills programs represents a significant change from their
previous role in offering curriculum support, essentially a reactive
role.  Curriculum development, in all its phases of design, implementa-
tion and evaluation, offers teacher librarians an opportunity to initiate
change in schools within the conrext of information skills programs.

The move by teacher librarians into school library services for
teachers has been accompanied by a growing realisation that teachers
are part of the clientele of the school library. This makes sense in
terms of the maximum diffusion of the teacher librarian's expertise
and energies: through one teacher, the teacher librarian can reach a
whole class of students. One consequence has been that duplication
of programs has been reduced. This is perhaps more relevant in
primary schools where it was not uncommon to find in the one school
a reading program based in the classroom and a literature program
based in the library. Developments in the teaching of reading suggest
that reading and literature programs should be integrated, operating on
some occasions from the classroom and on others from the library and
other learning spaces. Another consequence has been that teachers
and teacher librarians can plan together a developmental sequence of
learning experiences based on information skills. Haycock (1985) is
critical of those teacher librarians who believe they are either lan-
guage arts teachers working in an enriched classroom or reference
librarians responding to students' information needs on demand.

Cooperative planning and teaching presupposes flexible use of
the school library. It seems that at present, space and time are used
more flexibly in classrooms. It is not unusval for a classroom to be
devoted to a theme for a period of time, for tables and chairs to be
rearranged, for activity comners to be established, for the timetable,
especially in primary schools, to be varied according to the needs of
students. The school library should be used in a similar way, recog-
nising of course that it houses a considerable proportion of the
school’s collection of information resources and associated equipment.
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It reeds to provide space for individual, small group and large group
activities as well as for the display of student work. Work stations
devoted to particular information sources, say periodical indexes, a
fiction collection or film strips, may be established as appropriate to
class programs in information skills. In this way, the school library
becomes an extension of the classroom, with teacher and teacher
librarian working in both the classroom and the library. Timetabling
for the use of school library facilities should be similarly flexible to
take account of the use of information resources in information skills
programs.

3. Resources Selection and Management, A whole school
approach to information skills with its emphasis on resource based
learning implies that a wide range of information resources will be
available to students and to teachers.

For students, the resources will be characterised by a range of
formats, readability levels, content and curriculum applications. The
variety of resources will ensure that studemis' learning styles match
the resources to improve, reinforce and enrich their learning. Activi-
ties in which resources are matched to students interests and abilities
will individualise learning and provide opportunities for students to
develop independent learning skills.

For teachers resources related to curriculum development are
most important particularly when based on school experience. (Juchau,
1981 :182) Teachers need current, reliable and comprehensive informa-
tion and resources should be selected accordingly. (Broadbent, 1981:96)

Given the impact of information technology on schools and the
consequent emphasis on microcomputers it is necessary to consider
their impact on students and the implications of that impact for
information skills programs. Sinclair (1985) contends that the most
impressive feature of microcomputers is their potential for changing
the way people think, particularly in terms of higher level cognitive
skills. He claims that

The activity of handling information in the classroom through
the use of data management and processing programs and
activities, simulations and word processing may be expected
to encourage flexible, and adaptive and independent thinking
.« .. It will help stimulate the development in students of
skills in analysis, synthesis, decision-making, problem-solving
and evaluation. (Sinclair, 1985:3)

Skills such as these are at the core of information skills programs and
are involved in all the processes of defining the purpose of an informa-
tion task, locating sources, selecting data, interpreting and presenting
information.

The outcomes of the Schools Information Retrieval (SR) Project
in Britain also highlight the improvement in the quality of students!
work. Trialled over a two year period the SIR project met its objec-
tives in assisting students in their research for assignments and in
demonstrating to students the underlying principals of computerised
information organisation. The SIR program allows teachers and stu-
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dents to build their own databases and to retrieve information from
them. One important finding from the project in terms of schools
providing resources matched to a range of student ability levels is
that the less able students were able to cope well with what is a
complex and sophisticated computer program. (Rowbottom, Payne and
Cronin, 1983 :3)

Several research studies have concentrated on the use of micro-
computers as communication tools and have looked at online searching
in information skills programs. Wozny (1982) demonstrated that online
searching introduced a world of information to students and that their
assignments reflected the use of current materials such as government
documents and conference proceedings. The teacher and the teacher
librarian were found to be a major influence on student use of infor-
mation, and in this instance, had planned a goal to draw students'
attention to the diversity of information and information agencies.

A different student and teacher relationship in manual and
online searches was identified by Levinson and Walcott (1985). The
online process stimulated more interaction among teacher, teacher
librarian and students as the search was formulated and the informa-
tion retrieved. Levinson and Walcott make an interesting point that
because technology often causes teachers to reevaluate their tradi-
tional strategies, there is a chance that the same level of interaction
can be achieved through more traditional manual searching. There
seems to be no sound reason for assuming that manual and online
searches are essentially different from each other in terms of the
processes which students use in their information tasks.

Fiebert (1985) has extensively described the effect of online
searching on students' information skills. Two new skills have
emerged. One is the reading and interpreting of print-outs, and the
other is the writing of abstracts. More ambitiously, Fiebert claims
that the student has not always been able to express an information
need adequately when encountering traditional, printed and indexed
sources, and that online searching provides another tool for approach-
ing a topic which is more specific, more flexible, faster and more
current. For some students, it is one way of taking control of some
of their own learning.

The online industry is aware of the potential use of its products
in schools. Summit (1986), President of CIALOG Information Services
Inc., the host for ERIC, has called for the introduction of a fourth
"R, Retrieval, in schools, arguing that students or "baby end-users"
as they are known in the industry are encouraged to think more pre-
cisely about the formulation of research strategies when accessing
information online. He suggests that teachers and teacher librarians
will be prime movers in developing instruction programs with an edu-
cational rationale. Similarly, George Maltby (1986), Managing Director
of Overseas Telecommunications Corporation, claims that it makes
sense to teach students at school how to search databases. Remote
databases are a relatively new resource for schools, and possibilities
for exploiting databases, especially for downloading them into inhouse
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databanks have not yet been fully explored.

The teacher librarian has expertise in resource selection and
management. The information skills program will be strengthened if
the teacher librarian builds a functional resource collection appro-
priate to the ynique needs of the curriculum, the students, teachers,
school executive and the school community. In building the collection,
the teacher librarian consults with staff and with students and coop-
eratively evaluates the resources objectively according to criteria
documented in a school based library policy. There should be an edu-
cational rationale for all the resources in the collection.

The Ontario Ministry of Education's Partners in Action: the
Library Resource Centre in the School Curriculum (1982) lists the
following areas of responsibility for the teacher librarian in the selec-
tion of resources:

reading current reviews of materials and equipment and keeping
teachers informed about new resources;
visiting displays of new materials;
previewing resources such as videntapes, multi-media kits, film-
strips, and audiotapes;
working with teachers to select appropriate print and non-print
materials for purchase;
developing and maintaining materials that will assist teachers in
the selection of textbooks and reference texrs for classroom use;
. developing a useful collection of reference materials, periodicals,
popular fiction. and other resources not specifically geared to any
one subject program;
. assisting with the establishment of the school's learning resources
selection policy;
discussing with teachers the needs of exceptional students in the
school and making a special effort to ensure that the library
resources centre collection contains appropriate materials to
meet these needs;
evaluating the use of various types of print and nonprint resources;
using appropriate aids for the selection of resources;
participating in board-sponsored evaluation committees;
adapting and developing learning resources to meet specific
program objectives and learner needs;
adapting and extending the basic research-skills program to meet
the special needs of individual students. (Ontario Ministry of
Education, 1982:36)

The teacher librarian needs to be aware of new learning
materials and equipment. Selection tools may need to be extended
to include resource review information online on the Australian Schools
Catalogue Information Service { ASCIS) database, and curriculum infor-
mation on the New South Wales Curriculum Information Network
(NCIN) database.

New technology should be explored with a view to improving
teachers' and students' access 1o information through commercial
inhouse and remote databases. Information can be printed or ordered
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online. Some information, such as ASCIS records. can be obtained on
disk and used for cataloguing and indexing the school's resource collec-
tion or compiling resource bulletins and bibliographies for teachers.

It is reasonable to expect that the nature of resource collec-
tions in schools will alter, expecially when current information is
required. For example, the AAP database, a news service, is updated
daily. In some instances as in the case of the New South Wales cur-
riculum Information Network (NCIN) database, information is available
only online. New periodical titles may be added to the collection in
response to frequency of citation in online searches. Reference mono-
graphs such as the Macquarie Dictionary, Australian ond New Zealand
Encyclopedia, directories and yearbooks may be replaced by their
online counterparts. Such a shift in the nature of the collection and
a reallocation of funds has occurred already in the Montgomery County
Public Schools in the United States. (Pruitt and Dowling. 1985)

Resource management involves budgeting and forward planning.
It is crucial that the teacher librarian adopt an advocacy role and
interpret the function of the library in the school curriculum to the
principal. teachers, parents, students, consultants and regional officers
so that realistic funding priorities can be established on a school wide
basis,

Access to resources is one aspect of the school's resource
management plan and is described by Leisener {(1985) as intellectual
and physical access to the collection of print, non-print and human
resources. It can include shelving arrangements whether integrated
or not; the format of indexes to the collection, whether on cards.
microfiche or online; the arrangement of indexes to the collection,
whether dictionary catalogues, subject indexes. KWOC lists; the indexes
to collections beyond the school, whether community files, local union
lists; the resource sharing networks and interlibrary loan services to
which the school library belongs.

Document delivery is an essential part of access to resources
beyond the school and will be enhanced by videotext and electronic
mail systems. Citations produced by an online search are to docu-
ments of all types, many of which will not be in the school's resource
collection, and there is considerable interest in resource sharing in
schools. The Australian Library and Information Council (ALIC) has
commissioned a study to determine the use of networks and informa-
tion retrieval systems by schools. In addition. schools in most Aus-
tralian states are participating in a current study of interlibrary
lending.

Access relates also to equipment. Student use of audiovisual
equipment does not seem to be widely accepted. Information skills
programs highlight the need for student access to equipment. irres -
pective of its cost. Instruction manuals and maintenance sheets for
equipment may need to be located in the collection or at least with
items of equipment so that students can use them to develop their
skills in independent learning. Circulation policies and borrowing pro-
cedures equipment may need to be reviewed in the tight of those
related to materials.

66




Educology in the Information Society 63

Conclusion

The impact of information technology on society has been far-
reaching, and one area of the school curriculum which has been
affected considerably is information skills. So that students can
function effectively in the Information Society. it is essential that
they develop the knowledge. skills and attitudes necessary for infor-
mation literacy. Schools in the past have responded to resource
based learning by developing library based programs. The challenge
now is to reshape and extend those programs so that they are infor-
mation based. In additi n to learning how to learn. students will
learn how to specify an iaformation task. locate information sources.
select data and interpret and use information to complete a task or
solve a problem.

Successful information skills programs are characterised by a
whole school approach in which the school principal has a vital role.
These programs rely on cooperative planning and teaching hetween
teacher and teacher librarian, each bringing a specific expertise to
the design, implementation and evaluation of information skills pro-
grams. Effective resource selection and management is a key factor
in developing students' independence in learning. It is in this area
that the teacher librarian has a unique and significant contribution to
make. Information technology enhances information skills programs
while at the same time providing teacher librarians with opportunities
to expand the range of resources available to teachers and students
and to ensure that they have access to those resources. Teacher
librarians know how to exploit information and information technology.
It is imperative that schools use that knowledge for the benefit of
their students.
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THE EDUCOLOGY OF INTEGRATING HANDICAPPED STUDENTS:
PROBLEMS IN DEFINITION AND EVALUATION

David Thomas
School of Education, Flinders University
South Australia

Introduction

It is now eighteen years since Lloyd Dunn (1968) wrote his
seminal paper, "Special Education for the Mildly Retarded: Is Much
of it Justified? In the meantime, there has been major legislation in
the USA in the form of Public Law 94-142 (1975) which has been
widely interpreted as a blueprint for improved services for the handi-
capped and for their integration into ordinary schools. In Britain,
Section 10 of the Education Act (1976), the Warnock Report (1978)
and the Education Act (1981) have provided, in varying degrees, offi-
cial encouragement for integration. In Australia, there has been no
equivalent federal legislation, but policy statements and departmental
reports at state level, notably Victoria's Ministerial Review of Educa-
tional Services for the Disabled (Collins, 1984), suggest an official
climate of opinion which is at least overtly favourable to integration.

Yet integration remains a key issue in special education
throughout the English speaking world. It seems that the euphoria of
the late seventies has given way to informed concera about the appro-
priateness of the wholesale adoption of integration policies. A survey
of attitudes to integration in New South Wales has, for example, indi-
cated that principals of government and nongovernment schools do not
believe that current support services in that state are sufficient for
successful integration (Center, Ward, Parmenter & Nash, 1985). In
Britain, an eminent special educator has suggested that much of the
inertia which delays the process of integration there is based upon
recogmtion of the achievements of special schools in contrast to the
limit)ed services for handicapped children in ordinary schools (Brennan,
1982).

American reservations have tended to be more subtle, focusing
attention on the dynamics of mainstreaming, especially the problems
of acceptance experienced by mainstreamed handicapped students
{Sabornie, 1985), the lack of preparation of nonhandicapped students
to receive the handicapped (Strain, Odom & McConnell, 1984), the
consequences of the handicapped students’ limited social skills
{Gresham, 1982) and the need for the retraining of ordinary teachers
to bring about attitudinal change favourable to successful integration
(Meyen & Lehr, 1980; Kunzweiler, 1982). Recent reminders that at
least for the intellectually handicapped, there can be no single solution
to the question of placement have been sounded on both sides of the
Atlantic, by MacMillan (1982) in the USA and Fish {1985} in Britain.

A further reason for integration remaining a current issue is
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that the pace of integration within the schools has not matched the
generally favourable climate of official opinion. This has been high-
lighted in Britain by Booth (1981) and Swann (1984), who have shown
that while the number of students in special schools has fallen, it has
actually increased as a percentage of the total school population. In
fact it has been claimed that many professionals outside the schools
contrive to thwart parents' legal rights to participate in decision
making about placement, consequently reducing the number of students
integrated intu ordinary classrooms (Sharron, 1985).

A recent study of identification and integration rates in the
USA indicates variations in practice there (Noel & Fuller, 1985).
These authors undertook an analysis across states on the basis of
varying levels of federal vs. state and local school aid. They found
that states providing the highest level of local funding tended to have
a higher proportion of learning disabled students in special classes.
Since a mere eight per cent of the excess costs of educating a handi-
capped student come from federal funds, poorer school districts,
according to Noel and Fuller, tend to opt for the cheapter option:
full integration. The situation is complicated by variation in what
passes for mainstreaming. For example, Stobart (1986) reports that
many Californian students are considered mainstreamed even though
their integration with nonhandicapped students is restricted to assemb-
hies, recess, lunch and physical education.

The concern generated by such findings is shared by committed
integrationists in Australia, and there are undoubtedly parents who feel
that many more handicapped children than are currently the case could
be successfully educated in ordinary classrocms. [t is difficult to
gauge the validity of such claims or even to determine whether there
is, in practice, with the possible exception of Victoria, a significant
move to integration here. One admittedly crude indicator is the
number of children in government special schools as a proportion of
the total school enrolment, taken over successive years. Analysis of
the dara published by the Australian Bureau of Statistics for the
period of 1981 to 1984, the only years for which figures are available,
does not show any significant change. In fact none of the six states,
nor the Australian Capital Territory nor the Northern Territory record-
ed a change of more than 0.08 per cent in the percentage of students
enrolled in special schools, with the national percentage falling by a
mere 0.005 per cent.

These and similar details guarantee that integration remains in
the forefront of dehate in special education, a position which is some-
times reinforced by the dramatic language of writers in this area, e.g.,

In the 1980s educators and parents are witnessing a reversal of
the educational pendulum. Just as the best intentions of
special education idealists have led us astray, so the hounds of
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revenge are trying to revert to times past ( Ammer,1984:15).

Such polemics tend however to lead to a polarisation of views making
it necessary to identify sources of ambiguity and avenues of construc-
tive research. Over the last decade the flavour of the discussion has
shifted to include the dynamics of integration and teachers' attitudes
to mainstreaming, but much of the debate remains superficial and
confused. What is needed so as to allow the debate to progress con-
structively and fruitfully is clarification of critical issues within spec-
ial education. Two of those critical issues are definition and evalua-
tion.
Definition

A major source of ambiguity relates to vanations in defining
integration. Some interpret it as a complex of services to support the
ordinary teacher which is so far reaching that student progress or

adjustment is virtually ensured. The definition of Kaufman, Gottlieb,
Agard and Kukic (1975:3) is a good example:

the temporal, instructional and social integration of eligible
exceptional children with normal peers based on an ongoing
individually determined, educational planning and programming
process and requires clarification of responsibility among
regular and special education, administrative, instructional and
supportive personnel.

Birch (1974) went even further in outlining fourteen features in
his definition, including the provision of a withdrawal room for the
special education teacher and the notion that selection of handicapped
pupils for ordinary classes should be based on matching their educa-
tional needs to the capabilities of the school's programme rather than
on the severity of their disability. More recently Bowd (1986) has
added that integration invokes the idea of a range of educational set-
tings and a change in the education of the handicapped students' peers.

Rather than definitions, these are in the nature of praiseworthy
objectives which tend to reject any integration practices as integration
unless they are successful. To define integration or mainstreaming in
terms of the conditions for its successful implementation is to confuse
definition with objectives.  Such an approach is likely to be self
defeating since it discourages analysis of the factors which adversely
affect the practice of integration. Clearly any broad definition must
accept the possibility that integration can go wrong too.

There are of course other definitions which overcome this diffi-
culty by simply equating integration with placement in the ordinary
classroom. Those of McNeil (1977) and Solomon (1977) are examples
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of this. The problem is then more subtle. Such definitions describe a
state of affairs which has always been with us, namely those class-
rooms which bhave one or more handicapped students either because
there is no vacancy for the children in segregated classes or because
their disability has been recognised only by the classroom teacher and
sometimes not even by the teacher. This is very different from a
classroom where a handicapped child has been placed as a matter of
deliberate policy. It is the difference between the accidental and the
intentional. In the latter case, the handicapped child's interactions
with her or his peers and the curriculum are likely to receive signifi-
cantly more attention than in the case of a child unintentionally placed
in the ordinary class. To call both circumstances by the same term is
misleading, yet placement definitions do not distinguish between them.

A further complication in definition arises when we accept as
integration a situation in which a handicapped child does not spend all
her or his time in the ordinary classroom. For example, in one of the
high schools in the Adelaide metropolitan area, there are several visu-
ally impaired students who are withdrawn for counselling and tuition by
a specialist teacher for an average of only two lessons a week. For
the rest of the time they follow the ordinary timetable. Are these
students integrated? In another local school mildly mentally retarded
students in a special class join their nonhandicapped peers for physical
education and craft work for just four lessons a week. Are these
students integrated too?

It is obviously unsatisfactory to use the same term to describe
these two examples as though they were equivalent. At the same time
we would not want to reserve the term '‘integration' only to describe
situations where the handicapped child spends the whole of her or his
time in the ordinary classroom since this would rule out what some
consider ideal mainstreaming, namely withdrawal restricted to individual
or small group remedial teaching for two to five periods a week. In
short, we need within our definition a precise reference to the mini-
mum proportion of time a student must spend in the ordinary classroom
to be considered integrated. Any less time constitutes partial or
minimal integration.

The time dimension has naturally been recognised as an impor-
tant consideration in decisions about integration and has figured in
some definitions. There are however major differences to be found in
these definitions. At one extreme 'integration' has been used to des-
cribe placement in a special class in an ordinary school, where associ-
ation with the nonhandicapped is restricted to nonacademic subjects
(Bricker, 1978). Bricker's intention was to force a distinction between
'integration’ and 'mainstreaming'. Birch (1974) includes in his com-
plex definition attendance by the handicapped child for at least half
of her or his time in the ordinary classroom. The Massachusetts
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regulations regard a student as fully integrated only if she or he
spends seventy-five percent of schoo! time in the ordinary classroom
(De Leo, 1976). The figure of seventy-five per cent, while being arbi-
trary, is practical since it allows us to distinguish between full, partial
and minimal integration. In fact the Massachusetts regulations specify
50 to 75 per cent as the proportion of time which the handicapped
student must spend in the ordinary classroom to be deemed predomi-
nantly integrated and less than 50 per cent for partial integration.

This categorisation parallels distincticns found in Scandinavian
special education and in the Warnock report (Warnock, 1978). That
report recognises three levels of integration: functional, social and
locational. Functional integration is broadly equivalent to full integra-
tion, with the handicapped child participating for the most part in the
educational programmes of the ordinary class. Social integration is
the placement in a special class sited in an ordinary school with occa-
sional participation in the activities of nonhandicapped students on both
a formal and an informal basis. The salient feature of locational
integration is the handicapped child's placement in a special class or
a special schoo! sharing the same campus as the ordinary school and
is more akin to minimal integration than partial integration. In the
latter case, interaction with normal peers is limited to recess, travel-
ling to and from school and the infrequently organised shared activity.
For many integrationists, locational integration is mere tokenism: for
others, a necessary chain in a continuum of services for handicapped
children.

These distinctions, whether directly linked to a time dimension
or not, are not merely elaborations, but describe quite different edu-
cational circumstances, and therefore have to be taken into account in
formulating a definition. They are important too because of the com-
plex nature of teacher reactions to integration. Opponents of integra-
tion differ widely in the extent to which they would willingly integrate
handicapped students (Thomas, 1982). Some would be ready to accept
moderately handicapped students on a halftime basis while others would
be opposed to any contact. These variations necessitate a precise
definition which would guarantee that discussants are at least talking
about a clearly prescribed set of circumstances. At the same time,
for the reasons given earlier, it must not be unduly complicated by a
set of conditions deemed necessary for successful implementation, nor
must it confuse the unintentional placement of a handicapped child in
a regular class with her or his deliberate transfer there. Similarly,
because the time the handicapped child spends in the mainstreamed
class has become a significant variable in decision making, it must be
incorporated in a number of related definitions, rather than in any
single one.

The following definitions attempt to meet these requirements.
To distinguish between a situation in which a child spends nearly half
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her or his time in the ordinary classroom and one in which she or he
spends less than an hour a day or simply makes occasional visits, a
further distinction between partial and minimal integration is necessary.

df. A student, designated as handicapped, is fully integrated when she
or he spends at least seventy five per cent of school time in the
ordinary classroom as a matter of deliberate policy, made known
to the entire staff.

A student, designated as handicapped, is predominantly integrated
when she or he spends between fifty and seventy five per cent of
school time in the ordinary classroom as a matter of deliberate
policy, made known to the entire staff.

A student, designated as handicapped, is partially integrated when
she or he spends between twenty five and fifty per cent of shool
time in the ordinary classroom as a matter of deliberate policy,

made known to the entire staff.

A student, designated as handicapped, is minimally integrated when
she or he spends between nil and twenty five per cent of school
time in the ordinary classroom as a matter of deliberate policy,
made known to the entire staff.

The advantage of such value free definitions incorporating the
notion of a continuum of integration is two fold. First, they do not
confuse practice with objectives and allow for an analysis of unsuc-
cessful as well as successful integration programmes. Secondly, they
fit in with a model of educational services, now familiar to special

education, ranging from home tuition or institutionalisation to full
integration.

Evaluation

A Timely Need. An examination of the literature on integration
suggests that the question of evaluation is especially problematical.
While this is generally true across educology (the literature about edu-
cation) and the literature of the social sciences, in the case of integra-
tion it is largely because there has been little systematic evaluation.
This may be partly explained by a reluctance of many academic
reseachers, with some notable exceptions such as Kaufman, Agard and
Semmel 11978), to undertake lengthy, complex studies in the wake of
the much criticised efficacy studies of the sixties and seventies. The
process of evaluation in integration has inspired, until recently, scant
interest beyond the level of description and therefore has remained
penerally superficial. Some of the implications of this comparative
neglect have been highlighted by Brennan (1982:9):

Carefully organised projects are often restricted to descriptive
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surveys . . . they are of little assistance when choices must be
made. Perhaps it is this scarcity of relevant and objective
evaluation which keeps the subject of integration alive as an
almost unrestricted area for the projection of philosophical,
social and political ideas and theories.

Pragmatists, who believe the search for the most appropriate educa-
tional environment for each handicapped student should take prece-
dence over commitment to any particular philosophy, will recognise
these sentiments. At the same time, the unfulfilled promise of inte-
gration does not constitute proof of its impracticality, but simply
reflects how little has been learned about the dymamics of main-
streaming.

This situation is now changing for the better as a result of a
spate of interesting studies, facilitating detailed appraisal of the con-
ditions which favour or mitigate against the successful practice of
integration. Undertaking such an appraisal is now opportune in the
light of the hardening criticism of mainstreaming. It would also
serve to question at least some of the generalisations which are taking
on the status of fact rather than opinion. One such example is a
recent statement of the Australian Association of Special Education
(Maartens and Blue, 1986) that

if the integration of children with special education needs is to
be successful, then regular classroom teachers must receive basic
training in special education.

The clear implication here is that ordinary teachers can not success-
fully integrate handicapped children without such training. While its
logic is appealing, there is no empirical evidence to support this view,
and furthermore it is contradicted by those regular teachers who
have successfully integrated handicapped students, without specialist
training. Systematic evaluation should, in considering what constitutes
teacher effectiveness in mainstreamed settings, tell us something about
the relationship between such training and the outcomes of integration.
A more subtle reason for regarding evaluation as timely relates to
the matter of teacher "burn-out." It appears that many teachers who
were cooperative in the early stages of integration in their schools are
now resisting further participation (Scott, 1982; Thomas, 1985). Some
of these believe that integration is an added burden which ought to be
shared by all members of staff and not shouldered only by the willing
souls. Such a phenomenon raises questions about the ethics and organ-
isation of mainstreaming which become critical after a few years into
the life of an integration project. These questions cannot be properly
answered without a careful appraisal of the phenomenon itself.
Problems in Evaluating Integration: The Efficacy Studies. There
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is of course nothing new about evaluation in the organisation of
special education. The efficacy studies which aimed to see whether
students in special classes, with the benefit of specialised teaching
and greater individual attention, made better progress than integrated
students were initiated in the early sixties. Reviews of these studies
have been generally critical, pointing to inadequate sampling and
research design (Kavale, 1979). The opinion expressed by Cronbach
(1975) that the changing nature of schools prevents meaningful con-
clusions from the results of such studies has also discouraged repli-
cation and improvement of research design, with the notable
exception of Project Prime (Kaufman, Agard and Semmel, 1978).

Some lessons, however, can be learned from an analysis of the
efficacy studies. Firstly, studies which concentrate on outcomes in
the sense of the relative gains made by an experimental and a control
group tell us nothing about how either integrated or segregated
classes may be improved. Only when the dynamics of teacher-student
and student-student interactions are included do we learn about that.
Secondly, there is no consensus among special educators with regard
to what constitutes measurement of social development. In some
studies (Schurr and Brookover, 1976; Budoff and Gottlieb, 1976) the
criterion has been self-concept. In others it has been acceptance or
rejection by peers measured by sociometric techniques (Gottlieb and
Davis, 1973; Markus, 1978), and in others it has been observation of
easily recognised behaviours such as aggression or time-on-task
(Guerin and Satlocky, 1974; Westwood, 1982).

All three approaches are measuring adjustment, not social
development, but this distinction has been generally ignored.  The
significance of this relates to the belief of some special educators
that it is the handicapped student's social and not her or his aca-
demic progress which should determine judgements about the preferred
environment, a view sustained partly by expectations that academic
progress will be slow for many handicapped students, wherever they
are placed, and partly by the notion that it is the individual's social
progress which determines quality of life after leaving school. Unless
we are clear about whether social adjustment is a reasonable proxy
for social development, the significance of social skills training, to
which much attention is being currently paid, in integrated and
segregated classes, will be difficuit to calculate. The precise state-
ment of the important characteristics of social progress would allow
us to monitor the development of appropriate skills and their teaching
implications for both settings.

Problems in Evaluating Integration: Teachers' Attitudes. In the
last decade teachers' attitudes to integration have also been the sub-
ject of research, and here too there are problems of interpreting data.
Many of these relate to the manner in which attitudes have been
measured. In some cases, teachers have been asked about their posi-
tion on integration, and the aggregated responses have been taken as
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an accurate reflection of their attitudes. In most studies however
attitudes have been measured by questionnaires, and then the degree
of support is substantially less. In the former case, there is little
control of interviewer bias, the acquiescence response set and the
social desirability factor. In other words, in face-to-face interview,
there is the strong possibility that teachers will understate their
opposition to integration either because this may be seen as an indi-
cation of negativism or simply because of an inclination to modify
their views according to what they think the interviewer would like
to hear. The impossibility of judging the intrusion of these factors
makes the face-to-face interview an unsatisfactory method of assess-
ing teachers' integration attitudes.

A further complication in this area of research has been the
tendency of researchers to use unstandardised instruments or mea-
sures, like the "Attitude Toward Handicapped Individuals" (ATHI)
(Lazar, 1973), which were not specifically developed to measure inte-
gration attitudes. The most frequently used instrument, the "Rucker-
Gable Educational Programming Scale (RGEPS) (Rucker and Gable,
1974), has also been criticised for assessing attitudes on the basis of
the teacher's ability to make decisions about appropriate placements
afrer reading short descriptions of handicapped students.

Valuable instruments do exist, notably the "Learning Handi-
capped Integration Inventory" (Watson and Hewett, 1976) and the
"SBS Inventory" (Hill-Walker and Rankin, 1980), but at least to the
author's knowledge, no scale has yet been published which recognises
the need to assess teachers' priorities in terms of the order of sig-
nificance of mainstreaming issues as well as the strength and direc-
tion of feeling which teachers have to the many issues in integration.
While it is usual for an individual to rate highly, in order of priority,
those jssues about which she or he feels most strongly, the correlation
is far from perfect. An individual may believe a particular issue
should be regarded as highly significant in decisions affecting the
placement of a handicapped student, but at the same time feels she
or he knows too little to form a definite opinion or that individual
differences among a group of handicapped students make it difficult
to generalise. An example of this occurred in arecent pilot study
(by this author) of teachers' attitudes to integrating intellectually
disabled in a South Australian primary school. Only one of nine
members of staff believed that in a list of twenty one issues there
was anything more important than the students' self respect in deci-
sions about integration, yet half had no clear opinion on whether
self respect was enhanced or diminished by integration.

It can be argued that first we need to identify the basis for
the teacher's position on integration by isolating those factors to
which they attach the greatest importance before measuring the
strength and direction of feelings on relevant issues. In this way we
can avoid exaggerating the value of an individual's response to an
issue which in her or his opinion is relatively trivial.
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The limitations of these instruments affect not only the validity
of their data about the degree of support for integration in the
teaching profession as a whole, but also reduces the value of those
studies which go beyond measurement of attitudes to identifying
factors associated with support for or opposition to integration. These
studies have their own particular difficulties in that they have fre-
quently restricted investigation to those variables for which data are
easily gathered. Thus much has been written about the correlation of
age, sex and length of contact with the handicapped, but little of
personality factors, influences within the respondents' families,school
variables, including leadership and special educational facilities or
perceived teacher competence. Generally there has been little attempt
to provide a comprehensive coverage of the factors which could have
a bearing on attitude formation drawn from the relevant psychological
and sociological literature {Thomas, 1985a). Nor has much attention
been given to identifying interaction among variables along the lines
advocated for social research by Sonquist, Baker and Morgan (1973)
and Blalock (1968). As a result, the significance of a variable is
much harder 1o gauge since its effects may be due, at least in some
degree, to a separate, but interrelated factor. A consequence of
these limitations is that attitude studies have told us little about
what are the best predictors of support for or opposition to integra-~
tion among the teaching profession. Yet this constitutes important
information for administrators in selecting schools and teachers to
participate in integration projects.

While teachers' integration attitudes remain a major ingredient
in any comprehensive model of integration, the assertion that they are
the key to the outcome of mainstreaining projects has encouraged the
belief that a positive attitude to integration is a pre-condition of
successful integration and, by the same token, that teachers who have
reservations about the wisdom of initegration provide a classroom
environment which mitigates against success. These assumptions hold
only if there is an exact consonance between teachers' attitudes and
their classroom performance. This is not however supported by
empirical evidence. In fact, there are grounds for arguing that some
opponents of integration make a valuable contribution to the success-
ful integration of a handicapped student, especially when their oppo-
sition stems from a strong sense of professional responsibility (Thomas,
1985b). At the same time there are some supporters of mainstreaming
who offer little assistance to handicapped children in their classrooms
because they believe that interaction with non-handicapped peers is
sufficient jusiification for integration. The implication is of course
that the proper study of teachers' attitudes needs to encompass the
relationship between those attitudes and teacher performance in the
class.  This author has found only one such study in the research
literature, namely that of Bolden (1978).
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Curriculum in Integrated Studies

The curricular implications of integration generate particular
tension in the teaching profession. There are no clear indications or
empirical evidence about what areas of the curriculum should be
modified to accommodate the handicapped student. The degree to
which the ordinary curriculum must be adjusted depends on the nature
and severity of the student's disability, and this in turn is affected by
the student's age. Generally, the problem becomes more acute the
older the student, simply because in subject-based learning teachers
have to take so much prior learning for granted. Cursory assessment
of integration practices in high schools underlines a recurring dilemma
facing many teachers who believe the value of integration rests in
sharing learning experiences with ordinary students but at the same
time find that major adjustments to the curriculum are necessary
before many handicapped students can meaningfully participate. These
teachers frequently complain that they have neither the time nor the
training to operate what amounts to two syllabi and that assistance
from special education teachers does not, or probabiy cannot, meet
the demands of every subject.

Cn the other hand, in the author's own experiences, there is
wide variation in the capacity of teachers who have no special edu-
cational training to accommodate handicapped children in their
classes, suggesting that any bland generalisation about the impracti-
calities of integration misrepresents a complex tesponse. It would
assist those having the responsibility of deciding whether a handicapped
child should be integrated, and into what subjects at secondary level,
to know more about the curriculum implications. Ordinary teachers
and special educators tend to assume that the technical subjects.
woodwork, metalwork or domestic science, and physical education and
drama tax the academic ability of handicapped children less than
other subjects and therefore are the most appropriate for integration.
Such assumptions need to be checked along with the interaction of
the teachers' attitudes and the subjects they teach before we can
draw any conclusions.

Criteria for Evaluation

Determining criteria for evaluating integration is of course the
most fundamental problem and yet has received scant attention. The
efficacy studies were based on the assumption that the appropriate
yardstick should be the acadewnic progress or social adjustment of the
handicapped student, thus discounting the student's happiness or accep-
tance by peers as significant criteria. [t can be argued that all these
are important as are the earlier comments relating to teachers' atti-
tudes and the curriculum. 1t can also be claimed that whatever the
suitable criteria are, they should not relate only to the handicapped
student. In other words, evaluation should take into account the
interests of all the participants including regular teachers, non-handi-
capped students and the parents.
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What seems equally important is to recognise that integration
is part of a decision-making process in which the special class or
special school is a valid alternative. The evaluator should bear in
mind that the progress or adjustment which the handicapped child
could be expected to make in a special setting remains a necessary
point of comparison despite the inadequacies of the efficacy studies.
Such a comparison is of course beset with major difficulties, including
the doubtful reliability of our predictions about the progress of handi-
capped students and our limited understanding of the effects of
teacher expectations on such progress. We do not know for example
whether the self-fulfilling element of these expectations operates to
the same extent in integrated classes and segregated settings, nor do
we know how the nature and extent of the student's disability inter-
acts with teacher expectations. The research of Babad (1977) has
demonstrated that we cannot assume that the relationship between
achievement and teacher expectations found in some studies of non-
handicapped pupils can be generalised to special education. Despite
these complications, the evaluator, in assessing an integration project
must consider whether the handicapped student is benefitting as much
as the student would in a special class.

As a corollorary of this comparison, the concentration of the
last decade on formative evaluation needs to be complemented by
carefully designed summative evaluation techniques if we are to heed
the criticism of Brennan (1982) that integration studies have been
restricted to description.  In their review of impact evaluation tech-
niques in the study of mainstreaming, Gerston and Hauser (1984) have
shown that the ethical and logisucal argument against the random
allocation of handicapped students to experimental and control groups
cannot be sustained if both groups have the chance of participating in
different but attractively designed programmes where there is genuine
uncertainty about the efficacy of the experimental programme.

The significance of this point lies in the power of a random
design to check both the efficacy of integration and the quality of a
particular programme. Gerston and Hauser's analysis implies too that
there is a need to develop instruments which are closely based on the
experimental programme because of the greater error and insensitivity
of norm-referenced tests at the tails of the normal curve. This
means that, in developing criteria for evaluating integration pro-
grammes, measures of academic and social gains in a pre-test and
post-test design must remain an integral part of assessment, and they
should follow as exactly as possible the programme's objectives.

Comprehensive evaluation of integration must however go beyond
the immediate environment of the handicapped student to include some
notions of systems analysis since the outcome and practice of integra-
tion depends not only on the interactions of students and their
teachers, but on matters of identification and selection, morals in the
teaching profession, the availability of resources and the way in which
legislation and policy are enacted by administrators and principals.
Some of these factors have been highlighted in a study of identifica-
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tion and labelling practices in California (Forness, 1985). The latter
showed that a 30 per cent decrease in the number of registered intel-
lectually handicapped students and an increase of 156 per cent of
registered learning disabled students between 1976 and 1982, brought
about by a combination of state policies, has led to a large number
of students in the 1.Q. range of 70 to 80 being deprived of both a
special class education and the support services associated with inte-
gration because they could no longer be categorised as either Educable
Mentally Retarded or Learning Disabled.

Similarly in Sheffield, England, the growth in support services to
facilitate integration has, according to Goodwin (1983), had the oppo-
site effect by creating another channel for referral to separate
classes. These findings along with those statistics relating to the
United Kingdom and Australia, mentioned earlier, demonstrate a need
to monitor at regular intervals changes in the numbers of students
integrated into ordinary classrooms. Such statistics are a necessary
part of the evaluation process since they act as a check on the rhe-
toric of administrators claiming a trend to greater integration. There
is also an urgent need to change the presentation of the data provided
by the Australian Bureau of Statistics to allow the reader to discrim-
inate between the numbers of students who experience different
degrees of integration and to record the numbers of students moving
into special schools from hospital or home-care environments as part
of 2 move to greater normalisation.

Examination of tha school and classroom environment in terms
of its physical resources, morale and organisation is a further require-
ment of a comprehensive evaluation. Some aspects are particularly
difficult to assess because judgements of the quality of an educa-
tional environment, no matter how objective and sensitive the evalua-
tor is, incite anxiety and defensiveness from many teachers who resent
inspection. Because of this predictable reaction, little research has
been undertaken in identifying and assessing those school and class-
room attributes which affect the outcome of integration programmes.
The development of such criteria are vital if correct decisions about
placement are to be made. The improvement of integration is closely
linked to their development.

Conclusion

Implicit in the argument for more precise definitions of inte-
gration and for an explication of a suitable strategy for evaluation is
the belief that these factors have a bearing on the eventual status of
integration. Clarification of what we mean by integration and how it
is best appraised is germane to our better understanding of the main-
streamning process, which in itself is a precondition of an improved
service for handicapped students,

In establishing appropriate evaluation criteria, it must be borne
in mind that those found relevant to the education of children with
certain disabilities may nut be equally applicable to all categories of
handicapped. At the same time there is one principle which must
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underpin all attempts at evaluation, namely that the raison d'etre of
integration is to normalise as far as possible the academic and social
environment of the handicapped child. The challenge to all those
whose actions bear upon the education of the handicapped is to marry
the normalisation principle with a genuine concern to understand the
reactions of each handicapped child to his educational environment.
Comprehensive evaluation, unfettered by the rhetoric of integrationists
or segregationists, should be designed to meet this aim. Its imple-
mentation will eventually affect not just the quality of integration
practices, but resolved the more important challenge of matching
handicapped children with the best available educational alternative,
whatever that is.

References

Ammer, J.J. (1984): "The Mechanics of Mainstreaming: Considering
the Regular Educators' Perspective," Remedial and Special
Education, 5, 6:15-20.

Australian Bureau of Statistics, National School Statistics Collection,
Australia, 1983.

Australian Bureau of Statistics, National School Statistics Collection
Australia, 1984,

Babad, E.Y. (1977): "Pygmalion in Reverse," Journal of Special
Education, 11, 1:81-90.

Birch, J.E. (1974): Mainstreaming: Educable Mentaoily Retarded
Children in Regulor Closses. Reston, Va.: Council for
Exceptional Children.

Blalock, H.M. (1968): "Theory Building and Causal Inference," in
Blalock, H.M. and Blalock, A.S., Methodology in Social Research.
New York: McGraw-Hill.

Booth, T. (1981): "Demystifying Integration," in Swann, W. (ed.),

The Practice of Special Education. Basil Blackwell.

Bolden, B.M.]. (1978): The Relationship Between Teacher Attitudes
and Observed Classroom Behavior. Doctoral Thesis. Ann Arbor,
Michigan: University Microfilms International No. 78-6674.

Bowd, A. (1986): Exceptional Children in Class. Melbourne: Hargreen.

Brennan, W.K. (1982): Specral Education in Mainstream Schools. The
Search for Quality. National Council for Special Education.

Bricker, D.D. (1978): "A Rationale for the Integration of Handicapped
and Non-handicapped Pre-school Children," in Gu «inick, M.J. (ed.),
Early Intervention and the Integration of Handicapped and
Non-Handicapped Chriidren, pp. 191-206.

Brinker, R.P, and Thorpe, M.E. (1985): "Some Empirically Derived
Hypotheses about the Influence of State Policy on Degree of
Integration of Severely Handicapped Students' Remedial and
Spectal Education, 6, 3, 18-26.

Budoif and Gottlieb, J. (1976): '"Special Class EMR Students Main-
streamed: A Study of an Aptitude (Learning Potential) X
Treatment Interaction," American Journal of Mental Deficiency,
81:1-11.




Educology of Integrating Handicapped Students 81

Center, Y., Ward, ]., Parmenter, T. and Nash, R. (1985): "Principals’
Attitudes Towards the Integration of Disabled Children into
Regular Schools,” The Exceptional Child, 32, 3, November, 149-161.

Collins (1984): Integration in Victorian Education. Report of the
Ministerial Review of Educational Services for the Disabled.
Melbourne: Office of the Director-General, Victoria.

Cronbach, L.J. (1975): "Beyond the Two Disciplines of Scientific
Psychology,* American Psychologist, 10:116-127,

De Leo, A.V. (1976): The Attitudes of Public School Administrators
and Teachers Toward the Integration of Children with Special
Needs into Regular Programs. Unpublished doctoral dissertation.
Boston College.

Dunn, L.M. (1968): "Special Education for the Mildly Retarded -- Is
Much of it Justifiable?" Exceptional Children, 35:5-22.

Fish, J. (1985): "Effects of Public Policy at the State Level: California's
Impact on M.R., L.D. and E.D. Categories,” Remedial and
Special Education, 6,3, 36-43.

Gerston, R. and Hause:r, C. (1984): "The Case for Impact Evaluations
in Special Education,* Remedial and Special Education, 5,
2:16-24.

Goodwin, C. (1983): "The Contribution of Support Services to
Integration Policy," in Booth, T. and Potts, P. (eds.),

Integrating Special Education. Blackwells.

Gottlieb, J. and Davis, J.E. (1973): "Social Acceptance of EMR
Children During Overt Behavioral Interactions," American
Journal of Mental Deficiency, 78:141-143.

Gresham, F.M. (1982): "Misguided Mainstreaming: The Case for
Social Skills Training with Handicapped Children,"” Exceptional
Children, 48, 422 433,

Guerin, G.R. and Satlocky, K. (1978): "Integration Programs for the
Mildly Retarded," in Readings in Mental Retardation. Connecticut:
Special Learning Corporation.

Kaufman, M.]., Gottlieb, J., Agard, J.A. and Kukic, M.B. (1975):
"Mainstreaming: Towards an Explication of the Concept,"
Focus on Exceptional Children, 7, 3:1-12.

Kaufman, M.]., Agard, J.A. and Semmel, M. (eds.) (1978): Main-
streaming: Learners and their Environment. Baltimore: Uni-
versity Park Press.

Kavale, K. (1979): '"Mainstreaming: the Genesis of an Idea," The
Exceptional Child, 26, 1.

Kunzweiler, C. (1982): "Mainstreaming Will Fail Unless There is a
Change in Professional Attitudes and Institutional Structure,"
Education, 102, 284 -288.

Lazar (1973): The Attitude Toward Handicapped Individuals Scale.
Cited and reproduced in Rouse, H.W., Teacher Control Ideology
and their Attitudes toward the Handicapped. Ed.D. dissertation,
Rutgers University.

Maartens, H. and Blue, L. (1986): Circular letter to Australian tertiary
departments of education. Canberra: Australian Association for
Special Education.




82 international Journal of Educology, 1987, Vol 1, No 1

MacMillan, D.L. (1982): Mental Retardation in School and Society.
Second edition. Boston: Little, Brown and Co.

McNeil, J.D. (1977): Curriculum: A Comprehensive Introduction.
Boston: Little, Brown and Co.

Meyen, E. and Lehr, D. (1980): "Least Restrictive Environment:
Instructional Implications," Focus on Exceptional Children, 12,1-8.

Noe!, M.M. and Fuller, B.C. (1985): 'The Social Policy Construction of
Special Education: The Impact of State Characteristics on
{dentification and Integration of Handicapped Children,' Remedial
and Special Education, 6,3,27-35.

Rucker, C.N. and Gable, R.K. (1974): Rucker-Gable Educational
Programming Scale Manual. Storrs, Connecticut: RCA.

Sabornie, E.J. (1985): "Social Mainstreaming of Handicapped Students:
Facing an Unpleasant Reality,"” Remedial and Special Education,
6,2:12-16.

Schurr, K.T. and Brookover, W.B. (1967): The Effect of Special Class
Placement on the Self-Concept-of-Ability of the Educable Mentally
Retarded Child. East Lancing, Michigan: Michigan State University.

Scott, D. (1982): Personal Communication. Tucson, Arizona.

Sharron, H. (1985): '"Needs Must," Times Education Supplement,
22nd Feb., p. 20.

Solomon, E.L. (1977): "New York City's Prototype School for Educating
the Handicapped," Phi Delta Kappan, 59(1), 7-10.

Sonquist, J.A., Baker, E.L. and Morgan, J. (1973): Searching for
Structure. Ann Arbor: University of Michigan Press.

Stobart, G. (1986): "Is Integrating the Handicapped Psychologicalily
Defensible?" Bulletin of the British Psychological Society,

39, 1-3.

Strain, P.S., Odom, S.L. and McConnell, S. (1984): "Promoting Social
Reciprocity of Exceptional Children: Identification, Target
Behavior Selection and Intervention,” Remedial and Special
Education, 5,1, 21-28.

Swann, W. (1984): "Statistics of Segregation," Childright, London:
Children's Legal Centre.

Thomas, D, {(1982): Teachers Attitudes to Mainstreaming the
Intellectually Handicapped. Unpublished doctoral thesis. Flinders
University of South Australia.

Thomas, D. (1985a): "The Determinants of Teachers' Attitudes to
Integrating the Intellectually Handicapped," British Journa! of
Educational Psychology, 55, 251-263.

Thomas, D. (1985b): "The Dynamics of Teacher Opposition to
Integration," Remedial Education, 20, 2, 53-33.

Walker, H.M. and Renkin, R. (1980): The SBS Checklist: Correlates
of Child Handicapping Conditions. Eugene's Center on Human
Development, University of Oregon.

Warnock, H.M. (1978): Special Educational Needs. Report of the
Committee on Inquiry into the Education of Handicapped Children
and Young People. London: H.M.S.O.

Watson, P.C. and Hewett, F. (1976): The Learning Handicapped
Integration Inventory: Assessing Regular Classroom Teachers’
Perception of the Effect of Integrating Mildly Handicapped




Educology of Integrating Handicapped Students 83

Children. Technical Report SERP, Graduate School of Education,
University of California, Los Angeles.

Westwood, P. {1982): The Integration of Handicapped Children in South
Australia. Adelaide: Magill Papers, Volume 1, Monograph
Supplement No. 1.




ISSN 0818-0563

87/L1THOGRAPHED BY ClLARADEN PRINTING & DESIGN COOLAMON

318!




INTERNATIONAL

JOURNAL OF
EDUCOLOGY

A Journal of Research, Inquiry and Development
about the Educational Process

from an Educological Perspective
1987, Volume 1, Number 2

Educology Research Associutes

8J




INTERNATIONAL JOURNAL OF EDUCOLOGY
1987, Volume 1, Number 2

Editors

James E. Christensen, Riverina Murray Institute of Higher
Education, Wagga Wagga, NSW, Australia

James E. Fisher, University of South Carolina, Columbia, South
Carolinra, USA

Consulting Editors

John Afe, Bendel State University, Abraka, Bendel State, Nigeria

Laurie Brady, Kuring-gai College of Advanced Education, Lindfield,
Sydney, Australia

William Georgiades, University of Houston, Houston, Texas, USA

Thomas J. LaBelle, University of Pittsburgh, Pittsburgh,
Pennsylvania, USA

Robert Lawson, University of Calgary, Calgary, Alberta, Canada
Margaret Marks, Riverina Murray Institute of Higher Education,
Wagga Wagga, NSW, Australia

Theo Oudkerk Pool, Leiden State University, Leiden, The
Netherlands

Val Rust, University of California, Los Angeles, California, USA
David Thomas, Flinders University, Bedford Park, South Australia

John Williamson, Curtin University of Technology, Perth, Western
Australia

Bevis Yaxley, University of Tasmania, Hobart, Tasmania, Australia

The Journal

The International Journal of Edutology is a refereed journal (ISSN
0818-0563). It is published biannually (January and july) by Educology
Research Associates. The Journal publishes works which examine the
various features or aspects of the educational process (e.g. curriculum,
supervision, administration, counseling, teaching, studying, learning)
from an educological perspective. The educological perspective treats
the educational process as the dependent variable. [t views other
factors (e.g. social expectations, economic arrangements, political
situations, governmental policies) in terms of how they influence the
educational process. The educological perspective leads one to think
about education, not in terms of the sociology of education, but in
terms of the educology of society; not the psychology of education,
but the educology of mental processes, not the economics of educa-
tion, but the educology of economic arrangements and relationships;
not the politics of education, but the educology of political processes;
not the anthropology of education, but the educology of cultural
processes.




International Journal of Educology, 1987, Vol 1, No 2

The tein ‘'educology’ means knrwledge about education, and it
derives from the terms 'education' and '-logy’. The term has been
in use since the seminal work in educology by Professor Lowry W.
Harding at Ohio State University in the 1950s and by Professors
Elizabeth Steiner [Maccia]l and George Maccia at Indiana University
in the 1960s. The discipline requisite for forming educology includes
that which is necessary for conducting apaiytic, empirical (experi-
mental and non-experimental) and normative (or evaluative) inquiry.
The educological perspective is inclusive of scientific, praxiological,
historical and philosophical discourse about the educational process.
Rational, constructive action within the educational process derives
from sound educological understanding. Through studies of educology,
one can develop educological understanding towards the ends of
heightened sensitivity for educational situations, effective participation
within educational situations and the articulation of sound theory
about educational situations.

Advice to Contributors

The editors invite submission of manuscripts from contributors for
publication. The Journal publishes works which focus upon the edu-
cational process (or aspects of the process, such as educational goals,
educational policies, teaching processes, cognitive development, curri-
culum, counseling, educational administration) and which use a variety
of appropriate approaches to research and inquiry, including: norma-
tive, analytic and empirical; experimental and non-experimental; his-
torical and philosophical; interpretive, critical and evaluative; scien-
tific and praxiological. Contributers seeking publication of manu-
scripts should submit four copies of each manuscript. They should
assure that manuscripts are typed with double vertical spacing on
one side of A4 sized paper (210 x 297 mm. or 8 $ x 11 in.) with uni-
form margins (3 cm. or 1in., both sides, top and bottom). The
author's name, professional title and affiliation, address and tele-
phone number should appear only on a separate title page to ensure
anonymity in the reviewing process. The subsequent pages should be
numbered consecutively, and only the title (not the author's name)
should appear on page 1. No specific length of manuscript is pre-
ferred. Manuscripts, editorial correspondence and inquiries about
submission should be sent to: The Editors, The International Journal
of Educology, Educology Research Associates, Box 383 GPO, Sydney,
NSW 2001, Australia.

Copyright

Copyright @ 1987 is retained by FKducology Research Associates
and the contributors. All rights are reserved.




International Journal of Educology, 1987, Vol 1, No 2

SUBSCRIPTIONS

The annual subscription for the [JE is $35, or the
equivalent, in Australian dollars. Payment may be by
Visa Card, Master Card, Bankcard, cheque or money
order. If paying by a credit card, please cite the
kind of card, the number of the card and the expiry
date. Make cheques payable to "Educology Research
Associates" and send subscription orders or renewals to

Subscriptions

The International Journal of Educology
Educology Research Associates

Box 383 GPO

Sydney, NSW 2001

Australia




International Journal of Educology, 1987, Vol I, No 2

CONTENTS

Mainstreaming Momentum in the U.S.A.:
Educological Inquiry
Ellen Ursula Williams

Competence as an Aim of Education
Wolfgang Brezinka

Agora Through Education for Freedom
Elizabeth Steiner

A Problem in Historical Educology:
Neoconservative and Neo-Marxist Interpretations
of American Schooling Reform
Malcolm B. Campbell

An Educology of Economics: Education and
Development in the Third World

Ibrahim Alladin




International Journal of Educology, 1987, Vol 1, No 2

MAINSTREAMING MOMENTUM IN THE U.S.A.
AN EDUCOLOGICAL INQUIRY

Ellen Ursula Williams
Bowling Green State University
Bowling Green, Ohio, U.S.A.

ABSTRACT

In 1973, the United Stotes federal government passed Public Law
93-112, The Rehabilitation Act of 1973. Section 504 of this act,
sometimes called the civil rights bill for the handicapped, prohibited
discrimination of the handicapped in employment practices, program
accessibility ond postsecondary education. Additional protective leg-
islation came under the Education Amendments of 1974 (Public Law
93-380) in which all states within the United States were directed to:
plan education for all handicapped children; protect their rights ond
their parents' rights in relation to placement; and to provide as much
of the handicapped child's education as possible in the "mainstream"
of education, rather than in segregated classes or schools. In 1975,
landmark federal legislation under the titie of "The Education for All
Handicapped Children Act" (Public Law 94-142) was passed to further
ensure the educational rights of the handicopped. PL 94-142 provided
the following for all hondicapped children: free appropriate education;
nondiscriminatory testing; individualised education programs; due pro-
cess procedures for the handicapped child and the child's parents; and
educational placement in the least restrictive environment with handi-
capped children being educated with nonhandicapped children to the
greatest extentpossible. These legislative acts were part of a main-
streaming momentum brought about in part by judicial practices, edu-
cational practices, economic considerations, advocacy movements and a
heightened societol sensitivity to civil rights. An educological inquiry
into the variables which contributed to this mainstreaming momentum
offers a scenario of the past, present and future relative to this main-
streaming.

INTRODUCTION

The quest for free appropriate public education for handicapped
children in the United States has often been named "the quiet revolu-
tion” (Dimond, 1973). Some leaders in the field of special education
speculate that this quiet revolution may have ended in victory with the
passage of Public Law 94-142, The Education for All Handicapped
Children Act of 1975 ( Abeson and Zettel, 1977). This federal legisla -
tion is a public policy which affirms every handicapped child's guaran-
teed right to a free appropriate public education regardless of how
severe a handicapping condition the child might have. Public Law 94-
142 (PL 94-142) also mandates that the handicapped child be educa-
ted in the "Least Restrictive Environment." This Least Restrictive
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Environment (LRE) has been described by the Act itself as follows:
Each local educational agency must ensure:

That, to the maximum extent appropriate, handicapped children,
including children in puodlic or private institutions or other care
facilities, are educated with children who are not handicapped;
and

That special classes, separate schooling, or other removal of
handicapped children from the regular educational environment
occurs only when the nature or severity of the handicap is such
that educarion in regular classes with the use of supplementary
aids and services cannot be achieved satisfactorilty. FPublic Law
94-142, Section 121a.550-121a.556) Federal Register, August 23,
1977.)

Although this provision for Least Restrictive Environment never formally
mentions the term 'mainstreaming', it does support the concept that
handicapped children should not be excluded from the mainstream of
normal educational settings. [t should be noted that, while main-
streaming had been practised in numerous American public schools
prior to the passage of PL 94-142, this reintegration phenomenon
received so much national visibility following the act, that the legis-~
lation has been frequently dubbed "The Mainstreaming Law."

While numerous definitions have been developed for mainstreaming,
they all have common threads -- the desegregation of education for
the handicapped and the inclusion of the handicapped in as normal an
educational setting as possible. There are those who would describe
mainstreaming as an educational movement as did Renolds and Birch
in 1977:

The whole history of education for exceptional children can be
told in terms of one steady trend that can be described as pro-
gressive inclusion (p. 22).

Others such as Sarason and Doris (1979) indicate that mainstreaming
cannot be viewed as merely an isolated educational phenomena, but
rather as part of a complex historical phenomena of how society at
large deals with the handicapped or the deviant. [f one were to make
an educological inquiry into this mainstreaming phenomenon, it would
be essential to conduct research on the events and activities that pro-
vided impetus to this movement. Such an inquiry would reveal that
some of the major influences leading to Public Law 94-142 and the
mainstreaming movement include the following: societal attitudes
toward the handicapped, judicial practices related to the handicapped,
educational practices for the fandicapped, economic considerations,
advocacy movements and a leightened societal sensitivity to civil
rights (Colley, 1981; Hardman, Drew and Egan, 1984; Hargrove, Graham,
Ward, Abernethy, Cunningham and Vaughn, 1983; Heward and Orlansky,
1980; MacMillan, 1982; Sarason and Doris, 1979). If the "quiet revol-
ution'" has truly been a victory for the handicapped, then it behooves
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us to review the military strategies employed to gain such a victory.
If the "quiet revolution" is but a battle won in the face of a contin-
uing war over equal rights and protections for the handicapped, it
behooves us to plan our strategies for future encounters by understand-
ing past and present battlegrounds.

Societal Attitudes Toward the Handicapped

Since the advent of man, the human race has had the problem
of dealing with those among them who, through disease, accident,
or inheritance, were not endowed with the ability to learn and
function in society as well as the majority of people (Love, 1973,
p. 40).

While mainstreaming may appear to be a more recent phenomenon
in the United States, historical accounts of how society has dealt with
the handicapped might well be considered a chronicle of mainstream-
ing practices for the disabled. Throughout history, societal attitudes
toward the handicapped have inevitably culminated in the practice of
either including or excluding this population from the mainstream.
Hewett and Forness (1977) note that societal attitude and treatment
of the handicapped has covered practically the entire range of human
reaction and emotions including extermination, superstition, ridicule,
pity, exclusion of services and as objects of scientific study. Society
has also treated the handicapped with respect, viewing them as human
beinze first and handicapped persons second. Hewett and Forness
further note that the plight of the handicapped throughout history has
been dictated by the following four aspects:

. . . sutvival, or the threat of harsh treatment or annihilation
by the physical and social environments; superstition, or the
wide range of beliefs related to the appearance and behavior
of the handicapped; science, or attempts to understand and
approach exceptionality in a natural, lawful, and objective
manner; and service, or the provision of human treatment, care,
education and societal acceptance (pp. 3-4).

In early global history, the plight of the deviant or handicapped
was often predicated on the survival concept. Early Greek and Roman
history offers accounts of infanticide and abandonment as ways of dis-
posing of the burdens of handicapped children. Diseased and disabled
persons were often viewed as having no value because they could not
contribute to society. Plato's belief that each class in society must
fulfill its definite assignment led him to endorse the Greek laws which
ordered the killing of defective children (Ross, 1979). Aristotle circa
355 B.C. stated, "Let it be a law that nothing imperfect be brought
up" (Moores, 1978). These attitudes of the early Roman and Greek
societies led to practices of defective infants being drowned, thrown
off cliffs, abandoned in the wilderness or left by the roadside (Gear-
heart and Weishahn, 1976). In Athens, for example, newborns who
were of doubtful parentage, weak, or deformed were left in large
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earthenware vessels near a temple where they would either perish from
exposure or animal attack or be rescued for adoption by passersby
(Hewett and Forness, 1984). The Greeks also were known to sell the
handicapped or unwanted infants at slave markets. The Spartans prac-
tised the custom of having the oldest member of the community check
each newborn for physical fitness to determine if the child should live.
In Rome, the fathers of defective infants were given the responsibility
of gaining approval from five neighbours prior to practising infanticide
by means of exposure. Small reed baskets were sold in the markets
for the purposes of abandoning defective babies on the Tiber River
(Ross, 1979). While it should be noted that there were some examples
recorded of humane treatment of the disabled during these early years,
the more common practice appeared to be the eradication of the
handicapped. As Abt (1965) points out, these practices were expres-
sions of a utilitarian philosophy deemed by these cultures as necessary
to their survival. At a somewhat later time, society came to view
some handicapped as sources of amusement. This exploitation is demon-
strated in the following historical accounts: Commodur, a Roman ruler,
using crippled individuals as targets for bow and arrow practice; a mar~
ket place in Rome where citizens could purchase the legless, or armless,
or three eyed men, or giants or dwarfs; and the Roman, French, Ger-
man and English practices or using retarded or deformed individuals as
buffoons or objects of amusement at social gatherings or as court
jesters (Durant, 1944; Kanner, 1964; Wallin, 1955).

Religion also had its influence on how society viewed the handi-
capped. Siddartha Gauthama offered the Buddhist philosophy of love,
helpfulness, charity and generosity. Confucius admonished that one
should help those of weak mind. Mohammed preached of the care
and maintenance of the weak in understanding. The Christian apostle
Paul exhorted Christians to comfort the feebleminded. The Christian
accounts of Jesus offered examples of love and compassion for the
blind, deaf, crippled, epileptic, dumb and paralytic (Cegelka and Prehm,
1982). As Christianity spread its doctrine of compassion for the unfor-
tunate, the plight of the handicapped improved as they were provided
with food, clothing and shelter.

During the medieval era, societal attitudes toward the handicapped
were manifested in the following ways. They were tolerated as fools.
They were revered as "infants of the good God" who could use their
meaningless utterances to communicate with ‘the Supreme Being and,
consequently, were allowed to roam freely on the streets to offer
devine revelation through their garbled speech. They were persecuted
as witches or objects possessed by evil spirits (MacMillan, 1982).
During the Protestant Reformation, both Martin Luther and John Calvin
viewed the intellectually retarded as evil people who were filled with
Satanic forces. As a result of this superstitious societal attitude, the
mentally handicapped were scourged and physically tortured as a form
of exorcism to drive out the evil spirits. These purgings were followed
by a period of protection in the mid-sevenieenth century as shelters
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were established such as the Bicetre in Paris. The Bicetre, founded by
St. Vincent de Paul, offered shelter, clothing, food and protection from
abuse for the homeless, outcast and bodily and mentally handicapped
(MacMillan, 1982). According to Gearheart and Weishahn (1976), the
manner in which society interacted with the handicapped prior to the
sixteenth century was bleak.

The handicapped were not accepted as totally human and were
misunderstood, mistreated, and in many cases put to death.
Leading philosophers, nationa! governments, and the organized
church all shared responsibility for this attitude (p. 5).

Beginning with the 1600's, there were societal attempts to under-
stand the handicapped and provide services for them. In the late
1500's, Ponce de Leon, a Spanish monk, began to provide care and
education for the deaf. In France, Valentin Huay, who associated
with such intellectuals as Voltaire and Rousseau, became interested in
improving the plight of the blind after he had witnessed ten blind men
being exploited for public entertainment. In 1784, Huay founded the
National Institute for Young Blind People in Paris., Louise Braille, who
was blinded as a child, was a student and later a teacher at Huay's
school. It was here that Braille mei Charles Barbier, a cavalry officer
who had developed a system whereby messages using raised dots could
be read under battle conditions in the dark of night. Braille expanded
on this concept and developed the present Braille communication system
for the blind.

In 1801, Jean Gaspard Itard, a French physician, began working with
Victor, "the wild boy of Aveyron," who was found wandering in the
woods of Southern France. Victor, who was thought to be abandoned
as a child, grew up wild. He was declared as an incurable idiot by
Phillipe Penel, a renowned French scientist. Itard gained custody of
Victor and attempted to civilise and educate him. The records which
he kept on the educational progress of Victor were complied into the
bock, The Wild Boy of Aveyron, which has become a classic in the
annals of education for the retarded. Although ltard felt that he had
failed with Victor, the French Academy of Science viewed his work as
successful in that Victor had become more civilised and more educated.
One of Itard's students, Edward Seguin, continued working with the
retarded and established a school for intellectual retardates in Paris
in 1837. In 1848, Seguin emigrated to the United States where he
helped establish a number of institutions and programs such as a day
training school for the mentally retarded in New York City. Seguin
later became superintendent of the Pennsylvania Training School for
Idiots and was selected as the first president of a professional organ-
isation, now known as the American Association of Mental Deficiency
(Cegelka and Prehm, 1982; Gearheart, 1980; Gearheart and Weishahn,
1976; Hewett and Forness, 1984; Love, 1973), )

These investigations of ways to "cure" or "remediate" the handi-
capped carried with them the hope of posrible full reintegration of the
disabled back into the community as useful members ot society. In
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order to rehabilitate the handicapped, numerous residential institutions
were developed throughout Europe and the United States during the
nineteenth century. The period of the 1800's became known as the
era of institutions. Institutions for the blind, deaf and mentally
retarded were in operation in France, England, Scotland, Germany,
Italy and the United States. Johann Jacob Guggenbuhl, a Swiss phy-
sician interested in cretinism, has be credited with the popularisation
of the institutional concept. In the late 1830's Guggenbuhl established
Abendburg Institution for cretins.  Abendburg became internationally
known, and it was a model for numerous institutions in Europe and the
United States (Kanner, 1964). In the United States, the Asylum for
the Deaf was established at West Hartford, Connecticut, in 1817. In
1831, Perkins School for the Blind in Watertown, Massachusetts, was
founded by Samuel Gridley Howe, a Boston physician who had worked
with Edward Seguin. In 1851, Dr. H.B. Wilbur founded the State
Asylum for Idiots in New York. The Institution for Feebleminded
Youth in Ohio was opened in 1857, and the School for Imbeciles began
operation in Connecticut in 1858 (Gearheart and Litton, 1975). While
the founders of these institutions were optimistic that the handicapped
could be rehabilitated, or "cured," their expectations were met with
failure, especially with the mentally retarded. Public confidence in
the institutions began to decrease, and institutions began to lose
their prestige (Love, 1973). By the close of the nineteenth century,
however, hopes for normalisation of many of the handicapped waned.
Residential schools, which had been seen as training institutions, were
replaced by custodial facilities for handicapped children who were
perceived as needing lifelong care and dependency.

The eugenics movement in the late 1800's and early 1900's also
influenced societal attitudes toward institutions for the handicapped.
During this period, the institution was viewed as a means of protect-
ing society from the handicapped rather than protecting the handi-
capped from society. Reports from Dugdale in 1875 on The Juke's:
A Study in Crime, Pauperism, Disease and Heredity and from Henry
Goddard in 1912 on The Kallikak Family: A Study in the Heredity of
Feeble-Mindedness frightened society into believing that mental retar-
dation was inherited. W.B. Pitkin (1928), in.his book, Twilight of the
American Mind, stated that some preventative measures needed to be
taken to stop this genetic transmission which would weaken the race.
A similar line of thinking was developed in 1940 in Nazi Germany
where mental defectives and handicapped who might contaminate the
race were put to death (MacMillan, 1982).

In the 1920's and 1930's, societal attitudes toward the handicapped
shifted again as the nation dealt with its feelings about the handi-
capped soldiers returning from World War 1. The Great Depression
which followed also forced the American society into a position where
many of the "normal' population experienced being needy. This
impoverished status seemed to make society become more empathetic
toward the needs of the less fortunate, including the handicapped.
Until the 1950's, the United States seemed to be in a period of
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“"guarded enlightenment" where the alannist climate was fading and
people were again trying to understand more about the handicapped
(Patton, Payne and Beirne-Smith, 1986). The era of the 1950's and
60's became one of legislation and popular concern for the retarded.
Presidential support for assisting the handicapped and disabled came
from President Dwight Eisenhower in 1954, from President John F.
Kernedy in the early 1960's and from President Lyndon B. Johnson in
the late 1960's (Gearheart and Litton, 1979). The following speech
by President Kennedy addressed the need for public sentiment to change
in the 1960's:

The manner in which our Nation cares for its ¢itizens and con-
serves its manpower resources is more than an index to its con-
cern for the unfortunate. It is a key to its future. Both wis-
dom and humanity dictate a deep interest in the physically han-
dicapped, the mentally ill, and the mentally retarded (President's
Committee on Mental Retardation, 1962).

The 1970's and 1980's found the American public endorsing concepts
like rainstreaming and normalisation of the handicapped. Presently,
the American society seems to be exhibiting attitudes of compassion
and care for the handicapped as well as a willingness to reintegrate
them into the community. There appears to be a progression toward
societal recognition that the individual with a handicap is a person of

worth and dignity who should share the same rights as the nonhandi-
capped in the mainstream of society.

This historical overview of societal attitude towatd the handicapped
recounts a pendulum swing from inclusion to exclusion dependent on
the forces dominant in the society during any given era. The main-
scream momentum which evolved from this historical pendulum swing
presently finds a society willing to include the handicapped.

Civil Rights Movement and the Handicapped

We hold these truths to be self -evident, that all men are created
equal, that they are endowed by their Creator with certain
inalienable Rights, that among these are Life, Liberty and the
pursuit of Happiness (Declaration of Independence, 1776).

From its inception, the United States government has extolled the
virtues of human rights for all people. In order to preserve these
civil rights, the American government has enacted national legislation
to safeguard these cherished liberties. The constitution of the United
States, considered the Law of the Land, reaffirmed the national belief
in human rights and offered protection of these rights under the Four-
teenth Amendment.

No State shall abridge the privileges of immunities of citizens
of the United States; nor shall any State deprive any person of
life, liberty, or property, without due process of law; nor deny
to any person within its jurisdiction the equal protection of the
laws { Amendment XIV, The Constitution of the United States,

July 28, 1968). :
Tuy
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Thus, it would appear that all citizens of the United States had
been equally guaranteed these constitutional rights. While declarations
of belief and constitutional laws may offer guarantees in written form,
the practices emanating from these tenets are the true indicators of
equal opportunity. American history provides examples of practices
which endorse equal rights for the majority but often discriminate
against the minority. Among the minority groups which experienced
discrimination were those who differed from the majority in race,
ethnicity, sex, age and handicap. Reactions to these discriminatory
practices against minority groups provided the impetus for the civil
rights movement in the United States during the 1950's, 1960's and
1970's. ,

The civil rights movement might be described as an advocacy move-
ment for minorities seeking to reconfirm their constitutional rights. At
the heart of this movement, characterised by public speeches, demon-
strations and marches, was a challenge for the courts and legislatures
to establish or re-establish and protect the rights of all people includ-
ing the minorities. Outcomes of the civil rights movement included
federal legislative acts and executive orders which offered some of the
following remedies to discriminatory practices (Clelland, 1978).

- The Egual Pay Act of 1963 provided for equal pay for men and
women performing similar work.

The Civil Rights Act of 1964 prohibited any discrimination based
on race, colour or national origins.

Executive Order 11246, issued by President Johnson, required
affirmative action programs for minorities and females.

The Age Discrimination in Employment Agt of 1967 prohibited
discriminatory employment practices against persons aged 40 to 65.

Title IX of the Education Amendments of 1972 prohibited dis~
crimination on the basis of sex against employees or students in
educational institutions.

The Vietnam Era Veteran's Readjustment Assistance Act of 1974
prohibited discriminatory employment practices against disabled
veterans and instituted affirmative actions programs for govern-
ing employment practices relative to these veterans.

Most of the minority groups achieved some degree of success in restor-
ation of their civil rights by the early 1970's.

The Civil Rights Act of 1964 offered protection of civil rights to
most minority groups, but it overlooked the handicapped. There were
numerous attempts to amend the Civil Rights Act by extending coverage
to the handicapped, but these proposed amendments never were approved
by the United States Congress { Sheppard, 1978). Certainly the handi-
capped were a minority, and certainly they had been discriminated
against unfairly and injustly.

The denial of rights for the handicapped might be viewed as an
abridgement of their guaranteed constitutional rights. Drew, Hardman
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and Bluhm (1977) posed the following scenarios depicting this task of
equal protection for the mentally retarded under the Constitutivnal
law.

The right to be human based on the princir es of equality is
applicable to all individuals. However, this democratic principle
is too often violated in relation to the mentally retarded citizen.
. . . concerned individuals are advocating the "establlshment" of
basic human rights, when in reality the nghts of the handlcapped
should be no different than those of the nonretarded citizens.
Consequently, the issue confronting socuety is not the establisn-
ment of basic human nghts, but the enforcement of the rights
guaranteed every individual (p. 101).

Why were the handicapped still taing denied equal protection of
their constitutionai rights? Reginald jJones (1978) offered the follow-
ing supposition.

It is apparent that handicapped persons are an undervalued minority
group. They have been segregated in schools and isolated in
communities.  Their accomplishments and potential have been
minimized and their limitations highlighied. They are victims of
negative stereotyping. . . . It has been speculated that these
attitudes are linked by an hypothesized aversion to groups per-
ceived as weak and powerless. If so, it is highly probable that
powerful negative attitudes, in latent form a_ least, are held
towards the handicapped. As with certain racial miniority
groups, through vaious segregationist practices we have accommo-
dated society's attitudes by excluding bandicapped persons from
full participation in American life (pp. 67-68).

Regardless of any, societal reason for withholding full civil rights from
the handicapped, it did not halt the endeavours of advocate groups in
seeking legal resoluiion fo this mequxtable treatment.  In_ the Ilate
1960's and early 1970's, there was a prohferanon of htlganon lodged
in the courts on behalf of equal rights, equal treatment and equal
education of the handlcapped The outcome of this massive h(lngauon
movement resulted in the passage of two major pieces of legislation
which would serve as the Civil Rights laws for the handlcapped Public
Law 93-112, the Rehabilitation Act of 1973, contained a section (504)
whlch became heralded as the Civil Rights Act for the handicapped.

Section 504 of the Rehabilitation Act offered the following protection
for the handicapped.

. no otherwise qualified handicapped individual in the United
States shall, solely by reason of his handicap, be excluded from
the participation in, be denied the benefits of, or be subjected
to discrimination under any program or activity receiving Fed-
eral financjal assistance (Public Law 93-112: Section 504 of the
Rehabilitation Act of 1973).

Two years after the passage of Public Law 93-112, Public Law 94-142,
the Education for All Handicapped Children Act of 1975 was passed.
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This act provided further safeguards to protect the rights of handi-
capped children. The law was designed to assure the following:

. all handicapped children have available to them . . . a free
appropriate public education which emphasizes special education
and related services designed to meet their unique needs, to
assure that the rights of handicapped children and their parents
or guardians are protected, to assist states and localities to
provide for the education of all handicapped children, and to
assess and assure the effectiveness of efforts to educate handi-
capped children (Public Law 94-.42: Education for All Handi-
capped Children Act of 1975).

With the passage of the Rehabilitation Act of 1973 and the Educa-
tion for All Handicapped Children Act of 1975, the handicapped were
finally recognised by the federal government as bonafide citizens with
basic human rights which are guaranteed to every individual. After a
history of being excluded as recognised American citizens with full
civil rights, the handicapped were now included under the Declaration
of Independence guarantee that ". . . oll men are created equally,
that they are endowed with certain inalienable Rights, that among
these are Life, Liberty, and the pursuit of Happiness" (Decloration of
Independence, 1776).

Advocacy Movements and the Handicapped

We therefore declare . . . that physically handicapped people

. ought to be free and independent, and . . . have the
power to live as independent and full human beings. We who
subscribe to this declaration shall do all things in our power to
secure these rights . . . (Westie, 1976, p. 169).

The previous citation, taken Jrom " A Bicentennial Declaration of Human
Rights for Handicapped Persons,” (Westie, 1976) echoes the sentiments
of advocacy movements on behalf of the handicapped. Advocacy for
the handicapped has been described as "an independent movement of
consumers (e.g., parents, people with disabilities, and children) and
their allies to monitor and change human service agencies" (Biklen,
1976, p.309). The primary goal of advocacy is to ensure that the
rights of a particular individual or group are protected (Davis, 1980).
Advocacy for the handicapped may be undertaken by corporate groups,
lawyers, parents, educators, handicapped people, or concerned citizen
volunteers.

Although examples of citizen advocacy have existed for numerous
years in America, it was only recent!y developed as a formal type of
advocacy. Dr. Wolfe Wolfensberger (1973) defined citizen advocacy as
.. . a mature, competent citizen volunteer representing, as if they

were his own, the interests of another citizen who is impaired in his
instruniental competency or who has major expressive needs that are
unmet and that are likely to remain unmet without special intervention."
Examples of citizen advocates for the handicapped included Edward
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Sequin, Samuel Howe, Dorothea Dix, Franklin Delano Roosevelt and
John F. Kennedy. In 1843, Dorothea Dix, who had sought imptroved
treatment for America's institutionalised people, described her role as
an advocate in the following speech to the Massachusetts Legislature:

I come to present the strong claims of suffeting humanity . . .
| come as the advocate of the helpless, forgotten, insane, and
idiotic men and women; of beings sunk to a condition from
which the most unconcerned would start with real horror . . .
(Dix, 1843).

President John F. Kennedy could also have been considered a citizen
advocate for the handicapped. In 1961, he committed the country's
resources t¢ the cause of handicapped individuals and advocated for an
intensive search for solutions to the problems of the mentally retarded
(Hewett and Forness, 1984).

In addition to individual citizen advocacy, collective advocacy has
also been effective in promoting and securing the rights of handicapped
individuals. Collective advocacy came about through parent and pro-
fessional organisations seeking to ensure constitutional rights and ser-
vices for the handicapped. Newman (1983) credited these collective
groups with being the leading advocates for the initiation, improvement
and extension of services for the handicapped. Initial collective advo-
cacy in the 1920's and 1930's dealt more with concerns over the health
and welfare of the handicapped. The American Association on Mental
Deficiency, organised in 1876 under the name of the Association of
Medical Officers of American Institutions for ldiots and Feebleminded
Persons, spent its first 25 years of operation dealing with concerns
over the care and treatment of Institutionalised handicapped persons
{Gearheart and Littor .779). The National Society for Crippled Chil-
dren, founded in 1921 by a group of parents, advocated for the care
and treatment of the physically handicapped (Gearheart, 1980). In 1949
the United Cerebral Palsy Associations incorporated to advocate for
research and services on behalf of the handicapped afflicted with cere-
bral palsy (Geatheart and Litton, 1979).

In the later part of the 1940's and the 1950's, some of the collec-
tive advocacy groups added to their list of campaign objectives, the
quest for appropriate educational services for the handicapped. Groups
such as the National Associations for Retarded Citizens (orgenised in
1922) began advocating for the provision of educational programs to
meet the needs of the handicapped. In 1960, the Association for Chil-
dren with Learning Disabilities organised and became politically active
in securing educational programs for the learning disabled (Gearheart,
1980; Gearheart and Litton, 1979).

In the 1970's, these collective advocacy groups became much more
assertive in their quests f{or appropriate rights and services for the
handicapped. As Cegelka and Prehm (1982) put it, "advocates stopped
pleading for services . . . and began to insist on their human and legal
rights." It was also around this time period that numerous organisa-
tions paused in their quest for services on Lehalf of specific handicapped
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individuals and jomned forces to engage 1n eflorts for the rights of all
handicapped individuals. This coalition movement advocated their posi-
tion on the rights of the handicapped in the political arena, in the court
systems and to society at large. The result of this coalition of advo-
cacy groups was a powerful alliance which would pave the way for the
passage of Public law 94-142, The Education for All Handicapped Chil-
dren Act of 1975,

They came, they advocated, they conquered.  Without this stronyg
advocacy movement, it is doubtful that the handicapped would have
been accorded their rights to be included in the mainstream.

Judicial Practices and Education of the Handicapped

The courtroom is the place where an American citizen s
expected to win and insure such inalienable rights as are his
(Perske, 1973, p. o1).

As a result of the civil rights movements in the 1950's and 1960's,
the American public became increasingly aware of alleged discrimina-
tion in housing, employment, public access and public education. These
discrimination charges were frequently brought to the court systems in
the form of litigation. The court rulings on these litigation matters
provided a basis upon which future litigative decisions could be made.
Oftentimes, litigation outcomes led to the formulation of legislative
acts at the local, state and national levels. One of the most famous
Iitigation cases of the 1950's was the case of Brown v. the Board of
Education of Topeka, Kansas (1954), in which the United States Supreme
Court ruled that education was a right not a privilege. In this case,
where black students were forced to receive their education in separate
sepregated educational facilities, the court ruled that the exclusion of
some chjldren from schools attended by the majority deprived those
children of an equal opportunity. The Supreme Court stated:

In these days, it's doubtful that any child may reasonably be
expected to succeed in life if he is denied the opportunity of
an education. Such an opportunity . . . is a right which must
be made available to all on equal terms (Brown v. Board of
Education, 1954).

While the litigation outcome of the Brown case applied specifically
to racial desegregation in schools, it had definite implications for edu-
cation of the handicapped. In 1971, the Pennsylvania Association for
Retarded Citizens (PARC) filed a class action suit against the Common-
wealth of Pennsylvania charging that mentally retarded children in
Pennsylvania were being denied their right to a free public education
because of their intellectual deficiency. A court approved consent
agreement was issued, and the court mandated that the state of Penn-
sylvania provide a free appropriate public education to all retarded
children, aged six to 21 (Hardman, Drew and Egan, 1984). In 1972,
in another litigation case on behalf of the handicapped (Mills vs. Board
of Education of the District of Columbia, 1972), the court ruled that
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all bandicapped children had a right to a free public education regard-
less of the severity of the handicap and regardiess of the financial
resources available in a school system. Judge Waddy, who presided
over this case, offered the following commentary:

The District of Columbia's interest in educating the excluded
children clearly must outweigh its interest in preserving its
financial resources., If sufficient funds are not available to
finance all of the services and programs that are needed and
desirable in the system, then the available funds must be ex-
pended equitably in such a manner that no child is entirely ex-
cluded from a publicly supported education consistent with his
.eeds and ability to benefit therefrom. The inadequacies of the
District of ‘olumbia public school systein whether occasioned by
insufficient { sding or administrative inefficiency, certainly can
not be permitted to bear more heavily on the "exceptional' or
handicapped cnild than on the normal child (Mills v. Board of
Education, 1972).

While the PARC case and the Mills case were filed in the courts
because handicapped children had been excluded from a free public
education, there were other pieces of litigation emanating from situ-
ations where children had been wrongfully placed in special education
classes. In the case of Diana v. Board of Education, a class action
suit was filed on the disputed placement of Mexican-American bilingual
children in classes for the mentally retarded. The court stipulated
that these children had been wrongfully placed in special education on
the basis of results from tests which were not in their primary language.
In the case of Larry P.vs. Riles, a class action suit was filed on behalf
of all black children in classes for the educable mentally retarded in
San Francisco. The court ruled that 1.Q. tests which are culturally
bounded were discriminatory toward black children. These test results
were banned as a criterion for removal from regular classrooms to
special education classes (Hargrove et al., 1983). Thus, the litigation
attempts were contradictory in nature. On the one hand, there was a
demand for greater access to special education services, and on the
other hand, there was a demand for greater caution in placing children
in special classes.

There were numerous other pieces of litigation cases brought about
in the 1970's relative to educational services for the handicapped.
There were also important pieces of legislation enacted affecting the
rights of the handicapped. Section 504 of the Rehabilitation Act of
1973, which has already been cited. prohibited discrimination of indi-
viduals because of their handicap. While other legislative acts may
have led to the passage of Public Law 94-142, The Education for All
Handicapped Children Act of 1975 has been hailed as landmark legis~-
lation governing the educational practices for handicapped children.
This act calls for the following provisions:

* All handicapped children {ages three toc 21 years) are entitled to

a free public education appropriate to their needs and abilitjes.

T
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Ihere shall be no cost to the family, even if the child has to
he sent 1o a nonpublic school 1o obtain an appropriate education,

Each child to whom the Act applies must be evaluated in non-
discriminatory ways (by use of child's native or dominant lan-
guage, valid tests, and knowledgeable examiners).

Each child is to have a written Individualized Education Program
(1EP) designed specifically for that child, with periodic evalua-
tions and revision of the IEP.

Education is to be provided in the least restrictive environment
appropriate to the child's needs and abilities.

Due process procedures are to be followed, meaning that parents
have a right tu all information regarding their child, to legal
council if they feel it necessary, and 1o impartial hearings and
appeals if they disagree with the plans for their child ( Schwartz,
1984, pp. 6-7).

Public law 94-142 lias been heralded as the culmination of all the
ctvil rights movements, advocacy movements and litigative and legis-
lative efforts to secure educational rights for the handicapped. Through
the provisions of this act, all handicapped children now have the oppor-
tunity to be included in the mainstream of education.

Fducational Practices and the Handicapped

According to Sarason and Doris (1979), Public Law 94-142 might be
construed as criticism of what our schools have been. The manner in
which schools have dealt with education for the handicapped can be
placed on a parallel with societal attitudes toward the handicapped.
The same question that has plagued society about the handicapped has
also plagued the schools. Should handicapped be included or excluded
from the mainstream?

In order to understand educational practices for the handicapped,
it is essential to understand American educational practices in general.
Throughout American history, the schools have served a number of
tunctions. In colonial America, schools served as caretakers for par-
ents who were struggling to survive. The school also served as guard-
ians of the early settlers' religious beliefs. After the American Revol-~
ution near the end of the 18th century, the schools became a political
necessity to ensure the liberty and safety of the public. Thomas Jeff-
erson spoke of the need for the citizens themselves to improve their
intellectual efforts if the country was to maintain its strengths and
security. In the 1820's and 1830's, America saw the rise of the com-
mon school which espoused equal educational opportunities with equal
educational results. This common school movement was an attempt to
cure the ills of society by providing the same lockstep graduated learn-
ing through the introduction of grades. Following the common school
movement, state compulsory attendance laws were enacted in the late
1800's and early 1900's to preserve and perpetuate the society as well
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as to foster the welfare of the individual child who might be exploited
through child labour practices. In the early 1900's following the United
States Civil War, schools shifted to provide training for employment for
meeting the needs of the Industrial Revolution ( Abramson, 1980). With
the rise of the Industrial Revolution numerous skilled European immi-
grants came to work and live in America. The common school was
used to teach the ethics of the American way to these immigrant
children. Although the expectation that the common school movement
would act as an equaliser for all individuals has proven to be a myth,
Americans still view this free, universal, quality education as a bench-
mark of American freedom (Okun, 1981). Thus, the American society
has looked to its schools to accommodate the needs of the society and
cure its ills.

Prior to the 1800's, most handicapped individuals in America were
stored in poorhouses or charitable institutions or kept at home without
any educational provisions. As late as 1850, sixty percent of the
inmates of poorhouses were comprises; of the deaf, blind, insane and
mentally retarded (National! Advisory Committee on the Handicapped,
1976). From the early 1800's to the time of the Civil War, a number
of residential schools were established for the deaf, blind and mentally
retarded (Kirk and Gallagher, 1983). While these residential schools
provided education for numerous handicapped individuals, the institutions
for many of the mentally retarded became a place of residence and
custodial care until death. In the early 1900's, some institutions pro-
vided colonies or farms for the mentally retarded where the residents
could remain productive (Cegelka and Prehm, 1982).

In the late 1800's and early 1900's, prompted by the enactment of
compulsory education laws for all children, special day classes and pub-
lic school classes for the handicapped were introduced. State residen-
tial schools for the blind and the deaf were still in operation as were
institutions for the more severely retarded. Gearheart and Weishahn
(1976) assume that most school districts first attempted to educate the
mildly retarded. This may be due *o the difficulty experienced by these
students in keeping up with the common school practice of teaching
and learning a specified amount of material during a specified class or
grade.  Many of these students were retained in the same class in hopes
that they would catch up and progress at the same rate as the next
younger grade. After the 1920's, as these mildly retarded students
failed to "meet the grade," a number of special classes for these "slow
learners" or "educable mentally retarded" students were developed in
the public schools. At the same time, these special classes were met
with favourable reactions as problem students were excluded from the
regular classroom.

Feebleminded school children are present everywhere. They
linger in the third, fourth, fifth, and sixth grades until well into
adolescent years. They consume a disproportionate amount of
the teacher's time, they drag down the standatds of achievement
for normal children, they tend to become incorrigible and to feed
the never-ending stream of juvenile court cases . . . Not until
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the institutional cases have been removed from the public schools,
and not unti! the borderline cases have been placed in special
classes, can the work of school with normal children proceed as
it ought. Feebleminded children in the regular classes not only
interfere with instruction, they are also likely to be a source of
moral contagion (Terman, 1917, p. 164).

Some of the mildly retarded were in special ciasses for part of the
day while others were in self contained special classes for the full
day. These special classes for the mildly retarded, with some modi-
fication, remain in operation until the present day. From the 1920's
to present day, the public schools offer some full or part time special
classes for the visually impaired, the speech impaired and the heari-g
impaired.

Prior to the 1940's, parents with "trainable mentally retarded" chil-
dren, whose intelligence quotients were below 50 to 55, had the choice
of keeping their child at home or placing the child in a private or
public residential facility. Many parents chose neither option and
formed their own parent sponsored programs for their children. Through
the efforts of the National Association for Retarded Children, school
systems - began offering educational services to this population. As
late as the mid 1970's, some states were still not providing special
education programs for the moderately retarded. Today's schools are
providing special education programs for the moderately retarded
through special classes in the public schools and in special schools
( Gearheart, 1980).

Special education programs for children with learning disabilities
in the United States are relatively new because this exceptionality
has only been recognised since the early 1960's. It should be noted
that prior to the recognition of learning disabilities as a handicapping
condition, many students who would now be diagnosed as learning dis-
abled, were receiving special education classes for students diagnosed
as hyperactive, minimal brain dysfunctional, neurologically impaired,
dyslexic, aphasic, or brain injured. In 1965, there were two states
providing special education for the learning disabled. By 1973, special
education classes for the learning disabled were offered in all fifty
states (Gearheart, 1980).

While a strong movement to secure special education services for
the handicapped was underway in the 1960's and 1970's, there was
also a movement to do away with special education classes and return
children to regular classes. Educational leaders were questioning the
intent and value of segregated special classes for the handicapped.
Dunn (1968} indicated that

a better education than special class placement is needed for
socioculturally deprived children with mild learning problems
and who have been labeled educable mentally retarded.

Gallagher (1972) noted that "special education too often was an exclu-
sionary process masquerading as a remedial process." The President's
Committee on Mental Retardation (1970) published a report called

10y
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The Six-Hour Returded Child citing examples of mildly retarded stu-
dents who were not considered retarded before or after school hours,
but during the six hours they spent in school, they were. The value
and intent of special education classes, especially for the mentally
retarded, was called into question.

Present day education for handicapped children is framed by the
tenets of the Education Act for Ail Handicapped Children of 1975.
Handicapped children are being provided with free public appropriate
education in the least restrictive environment. The least restrictive
environment is that one in which the handicapped children are pro-
vided with educational services under the least confining and most
normalised and integrated circumstances consistent with their needs.
By implication, the least restrictive environment shows a preference
for integrated rather than segregated special schools or classes. By
implication, the least restrictive environment shows a preference for
mainstreaming (Patton, Payne, Beirne-Smith, 1986).

The Mainstreaming Momentum

The passage of the Education Act for All Handicapped Children Act
of 1975 has been credited with ending the quiet revolution for seeking
equal educational rights for the handicapped. Since the term 'revolu-
tion' connotes a complete or radical change, it may be more . opro-
priate to refer to this quest for rights of the handicapped as an evolu-
tion. This evclution can be historically traced to a combination of
societal circumstances including attitudes toward the handicapped,
civil rights issues, advocacy movements, judicial practices and edu-
cational practices. While this legislation may be the long awaited
victory, it is essential that advocates for the handicapped do not fall
into a false sense of security in thinking that the pursuit is over. As
Sarason (1971) states

One could write a fascinating but discouraging history of man
illustrating the point that the possession of “truth,! or power,
or a mandate for change, or the pursuit of justice is far from
enough for achieving intended puposes . . . (p. 8).

From the time this act was signed into law in 1975 by President
Gerald Ford, there were serious questions about the realistic expecta-
tions concerning the legislation. The President expressed the follow-
ing concerns:

Unfortunately, this bill (PL 94-142) promises more than the
Federal government can deliver and its good intentions could be
thwarted by the many unwise provisions it contains. Everyone
can agree with the objective stated in the title of this bill--
educating all handicapped children in our nation. The key
question is whether the bill will really accomplish that objec-
tive (l;VeekIy Compilation of Presidential UGocuments, 1975,
p. 1335).

One decade later, President Ford's question about the reality of
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keeping the promises made in PL 94-142 have yet to be answered.

The major proponents, in their emotional outpouring for the victory
celebration, seemed to lose sight of the promises made and the prac-
tical problems facing the implementation of the law. These included
attitudinal opposition by regular and special educators, the development
of compliance regulations for each state, procedures for parent involve-
ment and the impact on handicapped and nonhandicapped students
(Freeman, Gavron and Williams, 1981). These problems are still being
addressed today.

Can we deliver equal education to the handicapped:? Is main-
streaming an effective method of education? Do we have the resources
to support a free appropriate public education for all children? It
vould appear that more time 1s needed to answer these questions.
Perhaps as Sarasen and Doris (1979) note, these may really not be
the nost germane questions: )

At its roots, mainstreaming 1s a moral issue. It raises age~old
questions: How do we want to live with each other? On what
iaxis should we give priority to one value over another? How
far dloes the mujority want to go in accommodating the needs
I the minonity?  The emergence of mainstreaming 4s an issue
sens but does not directly confront these questions.  To the
cvient that we put discussion of mainstreaming 1 the content
ob educarion and schools, we are likely to find ourselves mired
oconcroversies centering around law, procedures, adnnnistration,
and funding,  These are legitimate controversies beciuse they
deat with practical, day-to-day watters that alfect the lives
ob wvveryone. But the level of Aiffweulty we encounrer in deal-
i owath these matters will nliimarely be derermined bv the
charnty with which the moral issue 1s formulated (p.392).

ew Jeowe want e live together?
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ABSTRACT
Competence (in German: Tichtigkeit) 1s an idea! of personality
with a long history. In ancient Greece it was known as areté. In

oncient Rome it was called virtus. In Germany since 1919 it waos
included as on aim of education in several constitutional laws. [n the
Youth Welfare Law (Gesetz fiir Jugendwohlfahrt) it appears as follows:
“Every German child has a right to education with the aim of physi-
cal, mental, and social competence" ("Jedes deutsche Kind hat ein
Recht auf Erziehung zur leiblichen, seelischen und gesellschaftlichen
Tiichtigkeit") ({Jugendrecht, 1985). Although competence is one of
the world's oldest educational aims, it is no longer self evident. Be-
cause of its general nature, it has become vulnerable to the suspicion
of representing merely an empty prescription. It appears problematic
to some people becouse i1t tends to suggest ideas of requirements,
achievement, competition and compulsion to conform. Can we still
use competence as an educational aim?  What can it contribute to
ideological and moral orientation? What are its implications for the
educology of moral education? What would change if we were to
give it up? In order to answer these questions we must clarify the
meaning of the concept of competence, analyse the anthropological
convictions underlying the ideal of competence and evaluate compe-
tence as an educationa!l aim within the context of these clarifications
and analyses.

The Concept of Competence

The term 'competence' means a relatively permanent quality of
personality which is valued positively by the community to which the
perscn belongs. It is the ability of an individual to meet specific
demands which are placed upon her or him to the fullest extent. This
ability is acquired as the result of personal effort.

The quality of competence is attributed to a person who shows
her or himself to be up to those tasks which life presents to her or
him. The locution 'to be comperent' means to be able to do what
is required, Competence is always related to something which must
be completed, performed or achieved. Such demands and tasks either
grow out of specific situations or they are placed on the person by
some external agent or the person imposes them on her or himself.

Competence is always connected to requirements. There is no
competence without a specification as to the area in which somebody
is or should become competent. We can speak of competence mean-
ingfully only in connection with requirements. But requirements do
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not exist tn general; they are always specific requirements. Compe-
tence is always related to specific requirements, and its content is
determined by them. For this reason it is impossible to attribute to
a person cumpetence as such, without reference to particular tasks or
kinds of tasks.

A person is competent by being able to perform a certain kind of
task. [f a person possesses the disposition for certain kinds of achieve-
ment then she or he is described as competent in relation to this task:
"competent to work," "professionally competent," "a competent sports-
man,”" "morally competent" and so forth. There are as many kinds of
competence as there are requirements and corresponding dispositions.

It is essential to the concept of competence that this disposition is
acquired as the result of individual effort. Competence is ne inborn
quality. It does not develop by itself, neither through maturation nor
solely by incidental learning. Rather, it requires intentional learning.
Fvery form of competence is within the power of the individual, and
tts acquisition is voluntary ( Aristotle, 1956:11f,7,8; pp.53,57). It is a
quality acquired by action in the form of repeated exercise. [t is
unattainable without specific intention, readiness for effort and exped-
ient action.  Only through persisient effort can an individual learn to
cafry out an activity so well that it deserves the name of 'competence’.

in every sphere of human acrivity competence is the result of prac-
tice:  with verbal, manual, scientific, sporting or musical ability, as
well as with moral virtues. In every case, as Aristorle writes,

it is by similar activities that habits are developed in men; and
in view of this, the activities in which men are engaged should
be of [the right] quality, for the kinds of habits which develop
follow the corresponding differences in those activities. So in
acquiring a habit it makes no small difference whether we are
acting in one way or in the contrary way right from our early
youth; it makes a great difference, or rather all the difference.
(Aristotle, 1975: B; p. 22)

The individual is thus just es responsible for the "merits of his char-
acter'" as for the "forms of his inferiority.” For better or for worse
we are "co-producers of our basic attitudes" by either repeated simi-
lar actions or repeated similar omissions ( Aristotle, 1956: i, 7; p.57).

Finally a remark concerning the characteristic of '‘requirements
must be met to the fullest extent" is needed to clarify this distin-
guishing characteristic of competence. This means the same thing as
satisfying them well. This excludes qualities which are "just suffici-
ent," which lie just above the border of inahility. On the other hand
it leaves the concept of competence open for all degrees up to out-
standing quality.

The standard that is to be used in each case is the specific re-
quirement. It does not have to be the same for all the members of
a group, but rather, can be reset for people who are handicapped in
order to take the limits of their ability into account as well. Com-
petence can thus be defined according to the degree of achievement
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which can be reasonably be expected from each individual.

In conclusion, and given the fcregoing qualifications, the term
‘competence' means a relatively pe:manent personal quality which
satisfies certain specific requirements to the fullest extent. Compe-
tence is acquired through individual effort, and it is positively valued
by the community.

Anthropological F indations of the Ideal of Competence

In order to evaluate what the ideal of competence can contribute
to ideological and moral orientation, we must consider the anthropo-
logical fundaments it is based upon. Only if these assumptions are
empirically well founded does it make sense to expect some help from
this ideal for education. There are at least three main assumptions
which can be distinguished.

One of them is that every human being by nature depends on being
formed by society and culture as well as by her or himself. The im-
plications of this assumption include the following. Human kind is
born with a mental constitution which is cpen, plastic and determinable
by experience. Human beings are extremely capable of learning and
in need of learning. Nature does not provide them with their person-
alities as finished products; rather, the personality forms itself gradu-
ally as a result of its own actions and experiences in life. Between
birth and the end of adolescence the individual is for~ed to acquire a
certain state of personality which enables one to live I'fe well accord-
ing to the specific conditions of one's society and its culture (cf. Bre-
zinka, 1971, p. 45 and 1981a, p. 42). One's character and to a certain
degree even one's body are under a "compuision to learn" (Réssner,
1971; cf. Brezinka, 1981, pp. 179-180) or a "compulsion to be formed"
(Gehlen, 1950, p.63). Once one has achieved adulthood one is not
only a "work of nature" but also a "work of society" and "a work of
one's own doing" (Pestalozzi, 1946, p.192). Expressed differently,
"One becomes good and virtuous through three things, namely predis-
position, habit, and insight" (Aristotle, 1973: Politik VII, p. 239; 1956:
Nik. Eth., X, 10, p. 236).

There is no comprehensive name for the influencing factors which
must supplement the inborn qualities of one's organism before an indi-
vidual becomes competent for life (in German, lebenstichtig). Since
Plato and Aristotle, however, three kinds of influences have been em-
phasised as being of special importance: first, the pressure (or com-
pulsion) emerging unvoluntarily from one's fellow human beings and
the surrounding order of culture (or the "laws" -~ cf. Plato : Krito
51, pp. 49-50; Aristotle, 1956, X, 10, p. 236); secondly, education; and
thirdly, conscious self determination through practice and insight. Kant
distinguished between "external compulsion" and "free self compulsion"
(Kant, 1982, Vol. 8, pp. 508-9, 512).

Another name for this culturally dependent condition of competence
is 'discipline'. According to Kant, "the culture of discipline" is neces-
sary for the “crestion of a reasoning being's competence in all its
forms." It "consists of the liberation of the will from the despotism
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the desires" (Kant, 1981, Vol. 10, p. 390).

Arnold Gehlen has emphasised even to the point of one sidedness
that character is a "product of discipline” which results from the acts
of its owner and from the effects of the actions of others upon the
owner (Gehlen, 1950, p.365). He describes the human being as "a
being 1o be disciplined." In human beings,

the physis is of such a quality that it is necessarily also a
task. This means that we cannot think of human nature with-
out thinking of qualities of discipline, leadership, responsibility,
and values (Gehlen, 1950, p. 401).

"That man [human kind] is a task for himself [and herself]* extends
even "to the responsibility for the quality of his [and her] physis"
(Gehlen, 1950, p. 373).

This idea that the human being is not only a "co-producer" of her
or his mental attitudes but, to a certain degree, of her or his physical
assets and defects as well, was already familiar to Aristotle. One who
lrads a life without discipline becemes sick; one who neglects physical
training becomes ugly. Also with regard to the physical appearance
"repeated specific acts," or their repeated neglect, bring about "a cor-
responding state of personality" (Aristotle, 1956, Nik, Eth,, 1, 7, pp.
©5-0).

How this cultivation of one's own personality by action and omis-
sion is achieved was described by Nietzsche as follows:

Our actions form us: in every action certain forces are trained
and others not, and thus temporarily neglected. One emotion
always reinforces itself at the expense of other emotions whose
power it saps. The actions which we carry out most frequently
finally incase us: they claim our powers, thus making the exe-
cution of other intentions more difficult. In the same way a
person is formed by regular omissions: whether he [or she] has
exerted self control or self indulgence a few times every day
will become obvious. This is the primary consequence of every
action: it adds something to us, of course also physically.
(Nietzsche, 1978, pp. 240-1, No. 741)

This view of human nature and of the becoming of personality is
opposed to those ideas which are implied by the concepts of nativism
and evolutionism. These concepts are used here to designate the
theary that the personality "develops' or "evolves" from inborn predis-~
positions in which one's qualities are already present. One thinks of
this evolution taking place according to the pattern of the maturation
of physical organs, a process which follows an inherited plan and which
is only slightly under the influence of experience. This view is not
borne out by facts, and it has already been refuted many times. There
is overwhelming evidence that the personality results out of learning,
actions, exercises, experiences, ideas and decisions (cf. Herbart, Vol.
2, p. 185 and Vol. 3, p.287; Busemann, 1952 and 1956; Allport, 1958,
p. 60; Keiter, 1966; Brezinka, 1971, p. 191 and 1981a, p. 40).
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A second anthropological fundament upon which the ideal of com-
petence is based is that the habituation of behaviour in accordance
with cultural norms ts a prerequisite for coping with life. The term
‘habituation' is used here for th~ learning process by which repeated
experiences and/or actions of the me type give rise to a habit, that
is, a relatively permanent mental disposition for a certain type of be-
haviour. The phrase, 'in accordance with cultural norms', means a type
of behaviour which conforms to socio-cultural norms and which is, for
this reason, valued positively by the community. These norms are not
limited to moral and legal norms, but they also include language norms,
hygienic, economic, technical, scnolarly, aesthetic, religious, professional,
athletic and other norms. On the side of the adult members of the
community certain forms of knowledge, convictions and abilities cor-
respond to these norms, enabling them 1o act according to them. These
different convictions, attitudes, skills and virtues can be summarised
by the concept of the "gocd habit" (cf. Willmann, 1908, p. 97; Maus-
bach, 1920, p. 84).

Only by habituation of behaviour in accordance with cultural norms
can the plastic constitution of a newborn child gradually be trans-
formed into a competent personality. The whole of the qualities ac-
quired by habituation has been called since antiquity 'the second
nature" of human kind (Aristotle, 1956, Nik. Eth., VI, 11, p.161;
Hegel, 1970, p. 301; Gehlen, 1950, pp.376-377; on virtue as "second
nature" cf. Cathrein, 1924, Vol. 2, p. 345). Due to natural plasticity,
openness and ability to learn, human kind "depends on a second nature
. . . in order to be able to live with his [and her] first nature" (Hof-
stitrer, 1958, p. 117). In other words, human kind must master ways
of thinking and doing to such a degree that they are carried out
smoothly and without conscious thought, as if they were “natural®
processes of "their own accord.”

Examples of this include the mastery of one's mother tongue, all
kinds of social abilities and working skills. The mastery of knowledge
is of the same kind: habituated knowledge "is knowledge which can
be put to use instantly in every concrete practical situation, knowledge
which has become "second nature' and which can be adapted to the
task at hand, to the demand of the moment (Scheler, 1954, p.36). This
is equally true of attitudes and convictions: they "guide the course of
our experience with great precision in such a way that one can almost
speak of a "reflexive control of thought

This automatism constitutes the enormous biological importance
of attitudes: in problem situations they present themselves to
consciousness immediately, as decisions which have already been
finished in a way that places them beyond all doubt, thus elim-
inating the need for the machinery of decision making to be
activated; they make possible the solution of problems which
would otherwise have to be submitted to time-consuming consi-
deration if the attitude did not exist. [For this reason attitudes
and convictions are) first-rate tools for managing problematic
situations. [They are thel stabilisers of personality, . . . labour
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effiency aids, . . . sources of security (Rohracher, 1976, p. 394).

Valuable habits are of course only necessary but not sufficient con-
ditions for successfully coping with life (cf. Brezinka, 1978, pp. 152-3).
Another misunderstanding must also be avoided. When emphasising the
indispensability of habituated ideas and actions we do not mean to
play down the importance of intellectual alertness, the critical use of
reason and adaptability to new situations. To the contrary: both, the
role of reason as the most important human power, and of prudence
as the most important virtue (indeed, the basis of all other virtues --
cf. ]J. Pieper, 1940; Mausbach, 1920, p.93; Cathrein, 1924, Vol. 2, p.
353; Steinhochel, 1938, Vol. 2, pp. 126-127) are essential to the adher-
ents of . 2 ideal of competence. It is not reason which is devaluated
here, but intellectualism (or rationalism), that is, the unrealistic over-
valuation of thinking as the only means of controlling the personality.

A third anthropological fundament which is necessary for a sound
basis for the ideal of competence is that the ocquisition and main-
tenance of moral competence are dependent upon a relatively lasting
social order. Upon one's entry into the world, every individual finds
a particular social order with a particular way of life (cf. lhering,
1904, Vol. I, p. 139; Vierkandt, 1949, p. 87), Laws, morals and cus-
toms are its most important components. Allegiance to the demands
which they make is expected of all members of the group. The in-
clination to believe in valid norms and to orient oneself according to
them is acquired through early familiarisation with their demands. If
children and adolescents are to identify themselves with these norms
it is necessary that the grown-ups believe in and habitually act accord-
tng to them. This is only possible when the group's social order is
relatively permanent and when its members adhere to it without reses-
vation.

This relation has already been emphasised by Aristotle: moral com-
petence depends on a moral order of society which "has the power to
assert itself." “In the polis," according to Aristotle, this power is
provided by "law and custom" (Aristotle, 1956, Mik. Eth., X, 10, pp.
238-9). But law and customs can bring about the acquisition and
maintenance of virtue only if they are relatively durable:

The law can only assert itself through the force of habit, and
this emerges only with time, so that easy transition from exist-
ing laws to different new ones leads ultimately to the weaken-
ing of the power of law (Aristotle, 1973, Politik, 11, 8, p. 89).

In this view, every individual is regarded as part of a trans-indivi-
dual social system, in contrast to individuglism and moral subjectivism.
Moral convictions and moral competence are not the products of in-
borne autonomous impulses. Instead, they arise in reaction to the
moral demands and social pressures of the family and the community.

The moral order of society is established before the individual
appears, and each member is influenced by it to the very core of her
or his mind (cf. Thering, 1904, Vol. I, p.80). One's inner stability
depends to a large degree on the support from the outside moral order
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(cf. Brezinka, 1981a, p. 62).

This view implies a belief in the ndispensability of authority and
tradition in order to ensure the self-preservation of comniunities and
the moral competence ot their members (cf. Stern, 1949; Kolakowski,
1978). This does not exclude an acute awareness of the dangers of
the abuse of authority and the petrification of tradition.  Strongly
tradition-bound communities carry within themselves the threat of "the
stultification which is always lurking shadow-like behind stability
(Nietzsche, 1976, Vol. 1, p. 583, No. 224). On the other hand, "a soci-
ety in which revolt against tradition becomes universal . . . damns
itself to extinction (Kolakowski, 1978, p. 378).

The Evaluation of Competence as an Aim of Education

How is competence as an aim of education to be evaluated? What
can it offer for ideological and moral orientation? How does it emerge
in comparison with competing educational aims? Should we give it up
or hold on to it? We will begin with the arguments in favour of com-
petence as an educational aim. Then we will consider two competing
educational aims often mentioned nowadays. From these analyses and
evaluations, we will draw a conclusion and make our recommendations,

Advantuqes of compelence as an aim of education,  let us recall
once again the most important charactesistics of the concept of com-
petence.  The term 'competence' is used here to mean the ability of
an individual te meet specific demands to the fullest extent.  Compe-
tence presupposes that each individual is faced with certain tasks or
requirements whose fulfillment is valued positively by the community.
Competence can be acquired only by personal effort. Competence can
be increased to the level of perfection. [t is, however, also possible
for handicapped persons to be competent if they meed the demands
appropriate to them,

What is the value of competence as an aim of education?  The
educational aim of competence is very general, but can be further
determined. The concept of competence is small in content and wide
in application. [t can be applied flexibly because it is the common
denominator of a wide range of personality traits.  On the other hand
it can be further determined by additional characteristics. The detoer-
mination is attained by filling the indeterminate (or formal) concept
of 'certain requirements' with information regarding the type of re-
quirement actually involved. The educational aitm of competence be-
comes more concrete (or more determited) the mure concrete the
requirements to be met.

Competence as such, without greater specification of ita content,
exists only as an abstract concept. In reality competence occurs
always in a specific form. The general concept of competence has
however the advantage that it can express everything common to all
concrete forms of competence, thus facilitating overview and mutual
understanding. It is neutral with regard to all social systems and can
thus be used by any group to desig.ate group-specific ideals of per-
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sonality by adding further specifications (cf. Meister, 1965, p. 19).

But also as a general concept, competence contributes to a realistic
interpretation of human nature regardless of specific ideological, moral
and political convictions. It serves as a reminder that every person is
faced with tasks and must strive for perfection in order to become
and remain competent. What these tasks are, can be concretised by
every possible determination of the general concept of competence.

The ideal of competence stresses the importance of socio-cultural
demands in the life of human kind, but it is also compatible with
their historical relativity. Competence presupposes that human beings
are dependent upon communities and their culture, which make demands
that must be met as well as possible. It is an ideal which considers
human beings as bound to communities, dependent upon cultural norms,
and obligated to fulfill communal tasks. 1t helps to counterbalance
the dangers of unbridled egotism.

In addition to that, this ideal is compatible with the relativity of
cultures. Tt does not have the same absolute content for all people,
but is instead adaptable to the specific conditions of every community,
in particular to its economy, its political order, its religion, its ideo-
logy and its morality present at a given time. The ideal of compe-
tence can be related equally to requirements faced by entire groups
as well as those confronting individual persons.

Competence us an educdtional aim emphasises the personal activity
and responsidtlity of the educond. Competence is a quality which must
be "acquired through personal effort,” "through zeal and diligence," as
Cicero writes ("Non natura datam, sed studio et industria portam M oas
quoted by Willmann, 1908, p. 98). Wherever competence is an ideal,
it is understood that it stems only from personal activity and that it
i» honeurable to strive for it.

This goes hand in hand with the conviction that every person is
responsible for her or his own actions and omissions and thus for their
effects upon her or his own character. In good and evil, the individual
is not only a "work of nature" and a "work of society,” but also a
"work of {her ot} his own doing" (Pestalozzi, 1797). One is not merely
a product of chance, but one can and must determine oneself, albeit
within certain limits.

Competence as an educational aim favours the striving for perfec-
tion.  The essential characteristic of competence is "the ability to
meel specific demands to the fullest extent." "To the fullest extent"
is a standard that does not allow for minimal performances. But it
does allow higher degrees of performance up to excellence. It is an
1deal that links social approval as well as self-esteem to good per-
formance.

This sets a high level of aspiration which also influences the ideal
self -image. A person who recognises the ideal of competence demands
much from oneself and becomes dissatisfied with oneself when one
fails. Since every kind of ability can be intensified to the level of
perfection, the ideal of competence opens wide-ranging goals and
thus many possibilities for gratifying activities, happiness with success
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and the experience of meaning. It is an ideal which favours an active
life. 1t opposes the overestimation of pleasure and places more value
in work as the precondition of a happy life. It fits to that image of
human kind characterised by Goethe at the end of Faust: '"Whoever
puts himself to strain, he will find salvation" (Goethe: Faust II, as
interpretation, cf. Korff, 1955, p. 665). For Goethe, competent (in Ger-
man: tlichtig) was his favourite moral concept (cf. Boucke, 1901, p. 9).

Competing aims of education and their deficiencies. The educa-
tional aim of competence is no longer approved by all groups of soci-
ety. Some reject it expressively; others have simply allowed it to be
forgotten. It is often difficult to find out whether merely the word,
‘competence' is being devaluated, or whether the ideal of personality
represented by the word has lost its credibility.

In the first case, where the word is the subject of devaluation, the
ideal is retained while the old name for it is neglected or abandoned.
This might be so because the word seems worn out or because of nega-
tive associations. In such cases, a new, unblemished name is attachad
to the old concept. The same was true for a time with the word,
‘virtue': the word was avoided but the concept was retained and ex-
pressed with less problematic words such as 'moral attitude' or 'moral
competence'. This phenomenon seems to be repeating itselt in the
case of the German word, Tuchtigkeit: the ideal remains valid, but
some people prefer to name it with other words, for instance, with
the words, 'competence' and 'qualification’.

In the second case, the situation is more problematic: here it is
not just a matter of the renaming of the same ideal. Instead, com-
pletely different ideals with other characteristics and other anthropo-
logical foundations are set up which stand in opposition to the ideal of
competence. An educational aim which poses an absolute contradiction
to competence, that is, one which excludes all the characteristics of
our concept, is extremely hard to conceive. The differences are
usually less significant than they seem. They are based partially on
misunderstandings created by the ambiguity of the common meaning
of the term 'competence' and by unfamiliarity with the explicated
concept.

What at first glance appears to be strict rejection frequently turns
out to be something quite different when submitted to semantic analy-
sis, namely a relative devaluation of certain types of competence in
favour of other personal qualities which, upon closer examination, also
are implied by the concept of competence. Only through such analy-
sis can we determine whether concepts proposed as substitutes for
competence are really new (that is, a combination of characteristics
which have nothing in common with competence) or whether there
has simply been a change of names.

Thus we must examine more closely the question of whether those
educational aims apparently competing with the aim of competence
actually compete with it. As a rule this will only be the case when
the educational aim under discussion is based on a different anthropo-
logical view than the ideal of competence. As we have seen, there
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exists above all three conceptions irreconcilable with this idea: (1)
nativistic and evolutionistic theories of personality, (2) intellectualism,
(3) individualism and mora! subjectivism.

The fundamental difference between the use of a different name
with the same meaning and the choice of a completely different con-
cept must be considered carefully if we want to interpret correctly
the indications for a decline in interest in competence as an aim of
education.

Which educational aims are recommended as substitutes for the aim
of competence or, more precisely: for the different kinds of compe-
tence? The discussion here will be confined only to those two which
are propagated most widely at the moment: (1) the freely developed
personality; (b) the "ability of moral judgement" on the highest level
{Kohlberg and Turiel, 1971, p. 442).

{a) The freely developed personality, All over the world it has
czen suggested to lay down the "free development of the personality"
«s the most general aim of education. This trend is based on the Unjted
viarions Delaration of Human Rights and on the human rights articles

ninonal consitutions. In the Federal Republic of Germany consti-

suon (Grundgesetz), Article 2, Paragraph 1 is relevant:

Everyone has the right 1o the free development of his person-
2ty to the extent that he does not infringe upon the rights of
uthers and does not violate the constitutional order or the moral
law (as interpretation, cf. Peters, 1953).

“ne purpose of this human right is, however, completely differen:
rom the purposes of educational aims: this right serves to protect
citizens frum arbitrary intervention by the state in their personal
dves,

+he "lree development of the personality” 1s a fundamental human
ieht. But f it is declared as an aim of educaiton it becomes an
«mpty formula without any normative content. Fundamental rights
~uatantee freedoms; among them the freedom to educate and to be
“tucated.  But fundamental rights are not aims of education. One
can take the "free development of the personality" as an educational
«tm only if one has no clear idea of what an educational aim actually
1s and what purposes it serves.

An aim of education is a norm describing a particular mental dis-
position (or a network of dispositions) set as an ideal for an educand.
'he same norm requires the educator to act in a way that enables
the educand to realise this ideal to the greatest degree possible {Bre-
7inka, 1981, p. 155). The most important purpose of educational aims
is to give educators orientation for educational action. At the same
time they serve as standards for the evaluation of educational success
{Brezinka, 1981, p. 150).

We can speak of an aim of education only if a specific quality of
personality is described as an ideal, that is, as something that should
be. That "development of the personality" does not qualify as an
educational aim is confirmed by the failure of the term 'development’
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to designate a specific quality of personality. Instead, this word desig-
nates a process eventually resulting in a "fully developed" or relatively
complete personality. The naming of such a process contributes abso-
lutely nothing to the definition of an educational aim. It is not part
of the definition of educational aims, and in this case, it can only
cause confusion.

We can try to avoid such confusion by interpreting the phrase "free
development of the personality" as having the following meaning: '"the
personality which has developed freely" or "the freely developed per-
sonality. This is the interpretation which we choose to use in this
analysis, and it is the only possible interpretation, if we take seriously
the claim that an aim of education is meant. Instead of the process
of development, this formula emphasises the personality and its qualities.

But this detour does not lead anywhere, because the characteristic
"freely developed" is not a quality of personality or a disposition. It
only expresses something about the circumstances which are believed
to contribute to the coming into being of personality: independent,
uncommitted, without being influenced by external agents, the result
of the unhindered development of inherited predispositions. This obvi-
ously never occurs in reality. But even were this the case, the refer-
ence to the development of the personality provides no information at
all about the state of the personality which is recommended as an
ideal. Process-oriented concepts such as "development" are completely
unsuited for the designation of educational aims, which require product
or disposition-oriented concepts (Brezinka, 1981, pp. 52, 112). Thus,
the phrase, ""freely developed personality,” is without any prescriptive
content.

Untenable aims like this can only be propagated if the differences
between a state of personality and the conditions for its realisation,
or between a desired product and the conditions of its production are
not understood. Instead of naming the only important characteristics
of educational aims -- the desited qualities of personality (or mental
dispositions) -- the concept of "free development' emphasises some-
thing which has nothing to do with an aim: a vague nativistic or evo-
lutionistic idea of the making of personality connected with equally
vague notions of the educator's duty to respect the "freedom" of the
educand. Obviously there is no reason to object to this duty or to the
educand's freedom -- as long as they are interpreted realisticaily --
but they do not belong tc normative statements on aims of education.
Instead they concern educational actions as a mecans for the realisation
of educational aims.

The false belief in the "{reely developed personality" as an aim of
education has been encouraged above all by Article 26, Paragraph 2 of
the United Nations General Declaration on Human Rights on the 10th
of December, 1948: "Education shall be directed to the full develop-
ment of the human personality . . . ." In Article 29 again the "free
and full development of his personality" is mentioned (Joyce, 1978,
p. 12).

When we examine the context of these rather questionable formula-
tions it becomes clear that their primary function is to protect the
)y
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rights and freedoms of citizens from inadmissible state interference,
while simultaneously stating the limits formed by the "rights and
freedoms of others" as well as the "just requirements of morality,
public order and the general welfare" (Article 29, Paragraph 2). The
justified interests of the individual are being considered here in addi-
tion to those of society, but this in no way alters the fact that the
"free and full' '"development of the human personality" cannot serve
as an aim of education (as critique, cf. Bosshart, 1951, p.237). For
this reason, it can not serve as a substitute for the educational aim
of competence.

(b) The ability of moral judgement at its highest level. This is an
educationalaim which has been presented as a substitute for "moral
competence.” It has been advocated primarily by the American psy-
chologist Lawrence Kohlberg whose work is based on john Dewey and
Jean Piaget. It has found many adherents in a short time. Its basis
is provided by a complicated theory of so-called "moral development
whose validity remains controversial (cf. Schreiner, 1979 and 1983).

For our present discussion it is important that Kohlberg has estab-
hshed his theory expressly in opposition to the aims and methods of
“rraditional moral education,” which he considers "indoctrinating,"
"undemocratic" and "unconstitutional.! He sees its aims in "cultiva-
ting a bag of virtues," that is "a set of approved traits such as hon-
esty, responsibility, friendliness, service” and so forth (Kohlberg and
Turiel, 1971, pp. 412,413, 421). Kohlberg considers virtues to be ques-
tionable educational aims in public schools because in modern pluralis-
tic societies there is a lack of consensus over these '"'moral character
traits generally considered to be positive." At best there is the appear-
ance of consensus: concepts of virtue or "moral character" are essen-
tially vague and "noncontroversial" only for this reason. According to
Kohlberg, "it is /mpossible to define the content of moral education
in terms of factual majority consensus about good and bad behavior"
{Kohlberg and Turiel, 1971, pp. 420, 424, 422). He thus prefers 1o
limit ourselves to the formal aim of the ability to make "mature
inoral judgements."

Kohlberg starts from the assumption that there exist six stages of
moral development. For him the most important differences are judge-
ment according to societal “conventions" on the one hand (stages 3 and
4), and judgement according to “standards which have been critically
examined and agreed upon by the whole society" (stage 5), as well as
“universal principles of justice, of the reciprocity and equality of the
human rights, and of respect for the dignity of human beings as indi-
vidual persons" on the other hand (stage 6) (Kohlberg and Turiel, 1971,
pp- 415,416). Instead of aiming at virtues or "fixed values" in order
to reach "conformity to society's code" (Kohlbetg and Turiel, 1971,
pp. 413,428), education should be directed to the ability to make
"post ~-conventional' or "autonomous" moral judgements according to
principles.

This is not the place for a critical examination of Kohlberg's
moral-educological views as a whole. Our purpose is to question
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whether his condemnation of virtues as educational aims is well founded
and whether the aims recommended by him as substitutes are actually
superior to the virtues.

The answer to both questions is "no." Kohlberg is apparently not
familiar with the classical concept of virtue. What he calls "virtue"
and "bag of virtues" is a self-created phantom stemming from ignor-
ance in philosophy, from unrealistic criticism of culture and from per-
fectionistic prejudices. He characterises his ideological standpoint as
"progressivism'* and 'ethical liberalism" (Kohlberg and Mayer, 1972, pp.
454,472). The opposite to this standpoint is seen by him in those
anthropological views which hold the transmission of culture to be the
main purpose uof educaton. Such views are "society-centred" and
emphasise, according to him, "the common and the established." Their
educational aims are defined in "trait words" related "to a conven-
tional cultural standard which is . . . ethically relative. Educational
aims merely reoresent not more rhan “particuler community conven-
tions" and are thus “arbitrary® (Kohlberg and Mayer, 1972, pp. 450,
154,478.9).

Kohlberg insinuates that "the cultwial transmission suodel views the
development of the mind through the metaphor of the machine*  He
seproses 1 o be based upon a pumitive psychological stimulus-response
theory traceahle from lohn Locke to fiward Thorndike and B.F., Skin-
ner {Kohlberg and Mayer. 1972, p. 456).

Kohtberg has so licde idea of rhe Aristotehian-Thomisuce origins of
ihe concept of wrtue and of fts ambropolugical fundaments that a
<angle objection may sulfice here, it is certamnlv true that adherents
o behaviourism have supported the rransmission of culture as the task
ot education, but 1t is absurd to tdentfy support for virtues and cul-
tutal transonssion with support tor behaviourism, which kohlberg, inci-
tentally, caricatures in the most primitive way as “mechanistic. In
no place does he provide conclusive evidence for a rejection of vittues
as arms of education. To the contrary:  Kohlberg himsell can not
manage without the concept of virtue.  Only, he does not seem to
Yine realised rhat his own educational aims also fall under the concept
of virtue.

As evidence, let us iuok at the aims which he recommends as sub-
slitutes for virtues. We will not treat here the view of "development
as the aim of education because we have already refuted it. Leaving
Uns so-called aim aside the following aims remain: the ability for
“mature moral judgement," alsa known as "enlightened" morality. This
15 described as "the structural capacity for principled reasening. [t
“means uaderstanding and acceptance of the principles of justice and
human welfare whick are the foundations of our constitutional demo-
cratic society  This ability is abbreviated as "a sense of justice."
“Educationally, the aim of stimulating mature moral reasoning is the
development of a sense of justice” (Kohlberg and Turiel, 1971, pp.
461, 464).

Although Kohlberg considers trait words to be '"unnecessary,”
“superfluous and “misleading" (Kohlberg and Mayer, 1972, p. 478), he
in fact uses them himself when naming his educational aims, Without
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such words as "attitude,” "competence," "ability," “morality," "sense
of justice" and "just" or "free character" (Kohlberg and Mayer, 1972,
pp. 455,461,473-4; Kohlberg, 1980, pp. 20,22) are expressions which
designate mental dispositions (cf. Brandt, 1970). The classical name
for such dispositions to morally valuable action is, hawever, ‘'virtue'.
Kohlberg's "ability for moral reasoning on the highest level" is con-
ceptually nothing else but an essential element of the old virtue of
prudence (cf. Pieper, 1940). Kohlberg's “sense of justice" is an essen-
tial component of the virtue of justice (cf. Pieper, 1953).

Why is it necessary to emphasise that Kohlberg considers only parts
of virtues? It is necessary because anthropologically he is an adherent
of intellectualism. He expressly refers to the teaching of Socrates
that virtue consists in knowledge of the good: *"He who knows the
good chooses the good;" "the reaching of virtue is the asking of ques-
tions . . . , not the giving of answers" (Kohlberg, 1980, p.26). This
view was already criticised by Aristotle who pointed out that know-
ledge of the good as such does not enable man to do the good. Vir-
tue does not stem only from insights but above all from action, exer-
cise and habituation. In contrast to Socrates and Plato, Aristotle
teaches that "without such action, no one has the slightest prospect
of ever becoming a morally valuable person" (Aristotle, 1956, Nik. Eth.,
1,3, p.33).

Kohlberg overestimates the intellectual bases of moral action and
ignores its habitual and emotional (or motivational) bases. The con-
cept of 'moral education' is much too wide for the narrow area to
which Kohlberg limits himself theoretically and practically. He is
interested only in instruction, which is supposed to stimulate thinking
about moral problems. He concentrates exclusively on the ability of
moral judgement. However, virtue is the ability of moral action --
understood as the readiness, inclination, habit or disposition leading to
morally good action. This is the reason why Kohlberg's educational
aims can not serve as a substitute for the aims of moral competence
0T virtue.

One cause of Kohlberg's contradictions and lack of clarity is his
confusion of ends and means, and of educationa! aims and the methods
for their realisation. In this he is like his predecessors Dewey and
Piaget. His polemics against virtues and "bag of virtues" as educational
aims is generally not what he thinks it is, but rather a critique of
certain methods of moral eduction that is partly justified (cf. Kohlberg
and Turiel, 1971, p. 412).

in order to be fair, it must be mentioned that Kohlberg (born in
1927} has recently revised his ideas about moral education substantially.
Parailel to the change in public opinion from the radical cultural-revo-
lutionary ideas of the American academic protest movement to neo-
conservatism, Kohlberg has come to recognise the importance of that
which he earlier denounced as mere "conventions" and "indoctrination,"
Today he admits that his theoretical assumptions about the sixth and
highest stage of moral development have not been confirmed by empir-
ical research. None of his test subjects could be said to have reached
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the sixth stage, not even in adulthood. On the existence of sixth-stage

persons, he now writes: "Maybe it was all my imagination”" (Kohlberg,

1980, p.27). At any rate, Kohlberg recognises today the morality of

the "conventional level" as the most important aim of education, and

the methods he recommends are no longer merely "Socratic: "Our

approach is not merely Socratic . . ., it comes close to the indoctrina-
tive." His aim is no longer "attainment of the fifth stage but a solid

attainment of the fourth-stage commitment of being a good member of
a community or a good citizen" (Kohiberg, 1980, p.28). While his

adherents among the radical critics of Western society still propagate

him as an "avantgardist" and “the chief witness of critical-emancipa-

tory educational programs" who has "developed programs for streng-

thening the ability to make moral judgements without reference to

traditionally set moral standards" (Regenbogen, 1984, p.8), Kohlberg

himself has returned to the "conventional" virtues as aims of educa-

tion which he formerly opposed so violently.

A final recommendation to accept competence and virtues as aims
of ecducation. The comparison of the ideal of competence with two
other general aims of education widely recommended today brings us
to a final decision in favour of competence. There is no reason to
give up the ideal of competence as an aim of education. To the con-
trary: it is more important for modern society than ever, Why?

First of all, because the requirements which must be met under the
complicated conditions of our culture have become more numerous and
demanding. Secondly, because individual dependence on the abilities,
performance and virtues of known and unknown fellow human beings
has increased radically due to the heightened division of labour and
specialisation of tasks. Thirdly, because a society greatly differenti-
ated by cultural, political and ideclogical pluralism needs shared basic
ideals which ensure a common order of life and which protect against
the forces of dissolution (cf. Brezinka, 1986, p. 73). The ideal of com-
petence ~- if defined specifically according to the particular order of
life -- can serve this purpose better than any other ideal.

Even in its most general form it gives orientation. It helps to en-
sure that abilities, knowledge and virtues are recognised as the most
important and valuable personality traits. It directs attention to the
tasks and requirements which are considered important within the com-
munity. It furthers the willingness to make efforts and the striving
for self-perfection. These are aims of decisive importance for off-
setting the risks inherent in the egalitarian welfare state: hedonism,
privatism, moral minimalism. By this we mean the temptation to
offer minimal performance while making maximal claims; the parasitic
tendency to live at the expense of others; exclusive concentration on
the pursuit of personal pleasure; the inability to limit voluntarily one's
own desires; the aversion to social integration and subordination (cf.
Bell, 1976; Kelpanides, 1985).

In order to avoid these dangers, common ideals are needed to raise
those basic attitudes on which the real welfare of the individual and
the common weal depend. They have to be specific ideals appropriate

N
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to the nature of human kind as a group of beings in need of disci-
pline, and appropriate to the conditions of modern life. As far as we
can see, these ideals of personality and aims of education can be de-
lineated sufficiently well only by using the concepts of competence
and virtue. For this reason, we recommend that we restore them to
their rightful place in educational theory. In so doing, we would be
continuing a great European tradition.
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AGORA THROUGH EDUCATION FOR FREEDOM
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ABSTRACT

One of the persistent ideals for education is that of education for
work, i.e. for the human being engaged in economic production. Modern
developments in production are replacing the human being with com-
puters, automation and robatics. These developments necessitate that
the work ethic as an ideal for education be set aside in favour of an
ethic which is suited to human beings freed of work. Some advocate
the leisure ethic, but leisure is activity without responsibility. [t is
not suited to living a life as a responsible free human being. An ethic
which does suit such a life i1s the ethic of happiness through ration-
ality (eudaemonia). Education which serves this ethic is liberal educa~
tron. It is education for all human beings. It is education for rational-
ity and democracy. It is education for social intelligence and for the
theoretica!, qualitative and enactive arts. [t is education for freedom.

Introduction

Computers and electronic media have revolutionised scholarship,
while robots, their offspring, have revolutionised industry. The ques-
tion is whether human being in the world can be revolutionised too so
that independence is possible.

Scholars, no matter their location, can inquire with other scholars.
Electronic media provide the conditions for instantaneousness, and com -
puters provide the conditions for uniformity. Satellites permit the
rapid spanning of distances, and computer language (the new Latin)
overcomes the differences of tongues. A worldwide community of
scholars is a possibility. Together truth can be pursued. Pan-cultur-
alism can be a reality.

Industry can be automated. Operations can be- programmed into
non-human devices. This Robotic Age makes possible the displacement
of the human being as worker.

To realise pan-culturalism, all provincialism, including nationalism,
must be transcended. The transcendence of provincialism occurs when
truth is pursued, since truth is universal. Truth is not American truth
or Russian truth or Indian truth or some other group's truth; it is
American and Russian and Indian and all other groups' truth; it is
truth of, by and for all human beings.

To realise automation, the work ethic must be set aside. Even a
work ethic in which exploitation is eliminated must be set aside, Auto-
mation can be realised when the ethic of eudaemonia is embraced.

To embrace the ethic of happiness is not to commit oneself to a
life of leisure. A life of leisure is a life without responsibility; it is
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a life in which one does what pleases one, not what is proper for one.

The Athenian ideal illustrates the ethic of happiness. In Aristotle's
words, "wealth is not the good . . . for it is merely useful and for
the sake of something else" (Ethica Nicomachee, Book 1.5, 1096a).
The good is happiness, eudoemonia, all that is proper to a person.

Now we come to happiness, which we all declare to be, and
which seems in fact to be, the final good and the most com-
plete thing, and this we maintain to be identical with doing
well and living well. (Magna Moralia, Book 13, 1184b)

Rationality is happiness, for

. . . we state the function of man to be a certain kind of
life, and this is to be an activity or actions of the soul imply-
ing a rational principle, and the function of a good man to be
the good and noble performance of these, and if any action is
well performed when it is performed in accordance with the
appropriate excellence . . . . (Ethica Nicomachea, Book 1.7,
1098a)

In the Athenian ideal, being occupied or working was antithetical to
being a full and proper member of a state and so realising oneself.
Being a citizen,

implied a direct and active co-operaiton in all the functions of
civil and military life. A citizen was normally a soldier, a
judge, and a member of the governing assembiy; and all his
public duties he performed not by deputy, but in person. He
must be able to speak and vote in person in the assembly; and
all his public duties be performed not by deputy, but in person.
{ Dickinson, p. 49)

Being n citizen placed the human being in agora. It should be noted
that slavery made possible being in ogora. Tucker estimates that in
Ancient Athens, for every one citizen, there were approximately three
slaves (pp.57-8). Today, with automation, slavery is not necessary
for citizenship.

Being in agora distinguished the Greek way from the Roman way.
The Roman was in the arena for his favourite amusements:

Wild beast hunts -- so-called, the hunting place was the arena;
naval battles for which the circus was flooded by means of
hidden canals; and most usual and best loved by the people, the
gladiators, when the great amphitheatre was packed close tier
upon tier all Rome there to see human beings by the tens and
hundreds .illing each other, to give the victor in a contest the
signal for dcath and eagerly watch the upraised dagger plunge
into t)he helpless body and the blood spurt forth. (Hamilton,
p. 110

Although today the trend is to the arena, ogora can be achieved
through education for freedom. In Educology of the Free, a theory of
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liberal education for a happiness ethic is presented. Education can
revolutionise human being in the world so that independence is possible.

Educology for the Free

The theory of liberal education for a happiness ethic, or educology
of the free, can be summarised by means of a number of guidelines.

Guideline 1: Liberal education is education for raticnality. To be
counted among the rational, what is done should be for good reasons;
that is, reasons that would be compelling to other rationaj beings. One
should be objective and do only that which is required of all others
because it is reasonable to do it. When one so acts, one is intelligent
and so rational.

Unless one uses the method of intelligence, one is not free to de-
cide; one is a slave to desire. Self-criticism is ruled out, for one
cannot judge what one desires. One cannot bring reasons to bear and
so determine what to do. One is forced to act ina certain way. One
is not autonomous. When one is free, reason rules. To be rational is
to be free. The term 'liberal' comes from the Latin liberalis per-
taining to free human beings, and education is a process in which human
beings develop psychically. So liberal education is a process in which
human beings become free or autonomous. Because freedom follows
from rationality, liberal education is education for rationality.

Guideline 2: Liberal education is education for democracy. The
two central ideas of democracy emerge from rationality: the dignity
of the human being and her or his duty to all other human beings. The
dignity of the human being arises from freedom; the human being as
an "I' is an end, not a means. Dignity requires self-criticism. The
duty to all other human beings arises from objectivity; other human
beings, too, are "I's" (persons) and so cannot be { must not be) treated
as means, as instrumentalities. All human beings as decision-makers
must be honoured within the decision-making process. Being universal,
not provincial (being objective or the citizen of the entire universe and
not subjective, or the citizen of a nation), and being free (capable of
self -criticism) are assuredly the marks of a democratic human being.
Consequently, education for rationality is education for democracy, and
liberal education thereby becomes education for democracy.

Guideline 3: Liberal education is a general education. 'General
education' is a term which means common education, education that
should be that for any human being, and so, for all human beings,
General, thus, is not taken as characteristic of subject matter; the
general as opposed to the particular, for example, mathematics as
opposed to geography. General education is taken as opposed to speci-
alised education, vocational or professional which looks to some occu-
pation.

Democracy, as seen above, is the view that all are free, not only
the few, insofar as everyone is a decision-maker and so self-govern-
ing. Liberal education being education for democracy, hence, is gen-
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eral education.

Guideline 4: Liberal education is education for social intelligence.
Intelligence is a "procedure of organized cooperative inquiry," not "an
individualistic possession, at best, enlarged by discussion" (Dewey, 1935,
p-71). Intelligence is "approximation to use of scientific method in
investigation and of the engineering mind in the invention and projec-
tion of far reaching social plans" and not “discussion and persuasion"
(Dewey, 1935, p. 73). Because intelligence is social, education to be
liberal must be extended further than illuminated ideas and compre-
hended methods. Praxis should be cultivated. And praxis §s wisdom.

What | am anxious to impress on you is that though knowledge
is one chief aim of intellectual education, there is another
ingredient, vaguer but greater, and more dominating in impor-
tance. The ancients called it "wisdom" . . . Now wisdom is
the way knowledge is held. It concerns the handling of know-
ledge, its selection for the determination of relevant issues, its
employment to add value to our immediate experience. This
mastery of knowledge which is wisdom, is the most freedom
available. (Whitehead, p. 30)

Guideline 5: Liberal education is education in the theoretical, qual-
itative and enactive arts. The arts of praxis include more than what
has been taken as the liberal arts, i.e., the theoretical arts. The qual-
itative arts and the enactive arts also are liberat arts. These arts are
derived from the kinds of structutes involved in intelligence (Maccia).
Theoretical structures are universals. They allow one to group facts
and to conceive values relative to facts. Qualitative structures are
pervasive qualities. They allow one to be sensitive to the immediacy

of the given, to the uniques which are experience. Each experience,
as Dewey stated it,

has a unity that gives it its name, that meal, that storm, that
rupture of friendship. The existence of this unity is consituted
by a single quality that pervades the entire experience in spite
of the variation of its constituent parts. {Dewey, 1958, p. 37)

nactive structures are methods. They allow one to act in a proce-
durally appropriate way, and thereby change positively the given.

Registration of what has taken place, reference to precedent,
is believed to be the essence of experience. Empiricism is con-
ceived of as tied up to what has been, or is "given." But ex-
perience in its vital form is experimental, an effort to change
the given; it is characterized by projection, by reaching forward
into the unknown; connection with a future is its salient trait.
(Dewey in Bernstein)

The arts of praxis or of social intelligence are called arts because they
are perfections of the intellect in its functioning.

Art is a virtue in the larger and more philosophical sense the
ancients gave to this word: a habitus or “"state of possession,"
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an inner strength developed in man, which perfects him with

regard to his ways of acting, and makes him -- to the extent
to which he uses it -- undeviating in a given activity. (Mari-
tain, p. 35)

Theoretical arts when possessed allow one through universals (quanti-
tative knowing structures) to be reflective; qualitative arts, through
pervasive qualities (qualitative knowing structures) to be sensitive; and
enactive arts, through methods (performative knowing structures) to be
competent.

The Liberal Arts and Human Being

The possession of the liberal arts (qualitative, enactive and quanti-
tative) permits human being, i.e. permits function of person as human
being -~ self-critical, autonomous, responsible, free.

The importance of the qualitative arts is that without such arts
one is not sensitive to situations, one is not able to grasp their perva-
sive qualities and so take situational standpoints. Without such stand-
points, theoretical knowing is non-functional in the life activity of
human beings. The function of universals in the life activity of human
beings is guided by the situation, for meaning or universals are to be
embodied. In the human world, reality is concrete. When one knows
reality, one knows a unique existent, one knows pervasive quality, the
unity or meaning which the existent is. That is to say, one prehends
the existent's qualities and comprehends the configuration of these
qualities and so the embodied meaning which is the existent. The
embodied meaning which is known is not an essence, because it is em-
bodied and so, as Maritain puts it, not "disengaged ' from concrete
reality" (Maritain, p. 126).

The importance of the enactive arts is that without them situations
are not amenable to improvement. The what~is could not become
the what-ought-to-be. The human world could not be made more
socially just; social reconstruction would not be possible. When one
knows how to take qualities and relate them as means to a total or
pervasive quality as end, one knows how to bring about a unique ex-
istent, reality. One knows how to design.

That qualitative and enactive arts have not been included in the
liberal arts can be noted from a consideration of the liberal arts by
name. By the end of the fourth century, Capella had named the Greco-
Roman subjects constituting the liberal arts. They were grammar,
thetoric, logic, arithmetic, geometry, astronomy and music. These
seven liberal arts became the medieval curriculum. Grammar -- not
only the study of language but also the study of literature, rhetoric
-- the study of expressive oral and written speech, and logic -- the
study of reasoning -- formed the trivium and yielded knowledge of
the word. The remaining four liberal arts formed an advanced group,
the quadrivium, They were arithmetic -- the study of number, geo-
metry -- the study of dimension, astronomy -- the study of motion
and music -- the study of proportion, and together they yielded know-
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ledge of things (Butts). The seven liberal arts, even with later addi-
tions of knowledge of the word and of things, are clearly speculative
arts. They are suited to reflection, not action.

Arts truly liberal are arts of utilising ideas, not arts for binding
humanity with inert ideas (Whitehead, p.2). Theoretical, qualitative
and enactive arts must be mastered in concert one with the other, if
one is to be free and so independent. Only then can one's societal
transactions be reflective, sensitive and competent. Given such trans-
actions, waste of resources and pollution will cease. No longer will
persons because of exploited production seek compensation in irrational
consumption.

Conclusion

Automation and robotics can replace (and is replacing) human
beings in the processes of economic production. Tenaciously holding
to the work ethic in this situation is irrational, and use of education
as a process of preparing human beings to engage in work {work which
is non-existent or not needed because of computers, automation and
robotics) is also irrational.  Automation and robotics free human beings
from work so that they can live the life which is proper and befitting
of human beings A lifs in the arena -- .« lifein which one does what
one pleases -- is not a proper one for life as a human being. It is a
life without responsibility. A life in the agora -- self-critical, respon-
sible, autonomous, free -- is one which befits a human being freed
{rom (by modern slaves -- robots, computers and automation) the
drudgery of work. To live the life in the agora, one must cast
aside the work ethic (for work is time taken away from living the
life of a free citizen), and one must embrace the ethic of happiness
through rationality (eudaemonia). The education requssite for living
life in the agora is education for freedom. It is liberal education.
It is education for rationality. It is education for democracy. It is
cducation which is for all human beings, therefore, general education.
[t is education for social intelligence. It is education for the theore-
tical, qualitative and enactive arts. The means to life in the agora is
through education for the free.
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History was once called a habitation of many mansions, but it
has been more recently described as scottered suburbs, trailer
camps and a deteriorating central city. {Woodward, 1982, p. 14)

Now wisdom is the way knowledge is held. It concerns the
handling of knowledge, its selection for the determination of
relevant issues, its employment to add value to our immediate
experience. This mastery of knowledge, which is wisdom, is
the most intimate freedom available. (Whitehead, quoted in
Steiner, 1981, p. 27)

Introduction

Educology takes as its major aim the development of knowledge
about the process of education. As Christensen has argued persua-
sively elsewhere (Christensen, 1987), in the creation of knowledge

about education an educological perspective proceeds on the assump-
tion that factors external to the educational process, yet contributive
to that process, receive treatment as independent variables and educa-
tion is viewed as the dependent variable. This methodological approach
clearly places an understanding of the educational process at the cen-
ter of our attention. It is a focus sorely needed in the development
of historiographical perspectives on the educational process, generally,
and the process of schooling, especially. Spring states that

. intellectual discourse about the history of education should
clarify opinions about the process of education and the relation-
ship of education to other institutions and to social events.
(Spring, 1986, p. x)

Currently, intellectual discourse on appropriate pasts in American
education is energised by two disparate historiographical positions in
regard to the function of formal education expansion and reform in
the United States: positions frequently identified as "neoconservatism"
and "neo-Marxism."" Although this present debate, with its accent on
the problematic nature of the essential purposes of schooling, repre-
sents intellectual discourse less blurred than its historiographical pro-
genitor, the debate between *democratic-liberalism" and 'radical
revisionism" of a decade ago, it has yet to articulate substantiative
issues relative to what Walter Feinberg refers to as ". . . the struc-
tural place of schooling in contemporary society and the role of the
school in the larger issue of intergenerational continuity and change”
(Feinberg, 1983, p. 146). In what follows we will discuss neoconserva-
tive and neo-Marxist interpretations of American schooling reform and
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indicate major distinctions between this contemporary "post-revisionist"
debate and its precursor, the "democratic-liberalism" Mradical revision-
ism" debate. To do so necessitates an examination of post -revisionist
views of the functional and structural roles of schooling reform in the
United States. Finally, we will discuss post-revisionist views of "usable
pasts” in American formal education provision. If the history of edu-
cation (or historical educology) can be described metaphorically as
"scattered suburbs, trailer camps and a deteriorating central city,"
that description may well be a consequence of the post-revisionist
historian's concern to establish knowledge about our educational pasts
in ways closely resembling Whitehead's dictum regarding the content
of wisdom quoted above.l Indeed, Whitehead's prescriptive definition
of  wisdom represents the central ethos of historiographical inquiry from
an educological perspective.

Neoconservative and Neo-Marxist Interpretations of American Schooling
Reform

Less than a decade ago it appeared that the promised emergence
of a '"new history of education" in the United States was premature.
In an essay targeted at filling in certain gaps in our memory of his-
toriographical positions in American educational history (or historical
educology), Sol Cohen asserted that those who sought to revise prior
claims on the history of education, a group he characterised as a re-
emergent social-reconstructionist school of educational historians, had
contributed to a healthy demythologising of the history of American
education. He argued, however, that in their eagerness to contribute
new insights to American educational historiography, these "new recon-
structionists" had collapsed the ". . . ambiguity, the incompleteness,
the complexity . . ." of the past to suit their perceptions of contem-
porary social issues.2 Cohen's reservations about the "new history of
education” were quickly followed by Diane Ravitch's strident attack on
what she termed "radical revisionism" in the historiography of Ameri-
can education. Committed to a "democratic-liberal" tradition in Amer-
ican education, a tradition in which popular, state-sponsored education
provision contributes to the development of a democratic polity by
maximising the dispersion of equal educational opportunity, Ravitch
portrayed "radical revisionists" as repudiating the "democratic-liberal”
tradition in American education provision:

The work of the radical revisionists is characterised by their
thorough rejection of liberal values and liberal society and
their shared belief that schools were consciously designed by
liberal reformers as undemocratic instruments of manipulation
and social control. The radical indictment . . . is that Ameri-
can schools have been oppressive, not liberating, and that they
were intended to be oppressive by those liberal reformers who
developed them. [emphasis original] (Ravitch, 1978, pp. 30-1)3

At the end of the 1970's, the historiography of American education,
especially the historiography of reformist positions in the provisioning
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of state-sponsored formal education, i.e., schooling, stood sharply po-
larised: Reminiscent of Progressive historians of an earlier day, "dem-
ocratic-liberalists" argued that the expansion of public education and ~
reforms associated with that extension in the United States had exer-
cised a beneficient, or at minimum a benign, contribution to American
society; "revisionists," with a few exceptions, argued that the provi-
sioning of popular education had contributed to the maintenance and
reproduction of existing forms of social structure, forms which were
unequal and devoid of social justice. As Michael B. Katz stated,

. . . historical scholarship during the last decade "has exposed
the myths obscuring the origins of public schooling. Public
education neither emerged in a blaze of egalitarian . . . zeal
nor did it alter patterns of inequality . . . {tlhe development
of public education cannot be understood apart from social re-
lations between classes, anxieties about disorder, attempts to
shure up a social structure under stress, and the invention of
modern forms of bureaucracy. (Katz, 1979, p. 256)

This historiographical bifurcation of American education persists.
At present the past of state-sponsored schooling provision and reform
efforts targeted at that provision are portrayed fashionably as an in-
tellectual debate over the central purposes of schooling by "neocon-
servatives," on the one hand, and "neo-Marxists," on the other. Plac-
ing contemporary historiographical discourse on American patterns of
formal education within the confines of this nomenclature seriously
distorts the complexity of issues which "post-revisionist" historians
address. To pain insight in regard to those issues it is useful to
review briefly claims that neocunservatives and neo-Marxists bring to
historiographical debate in the United States.

Neoconservative historiography is related to a more diffused discon-
tent with the shaping and implementation of national policy efforts in
American education policy, efforts centred on but not limited to the
Great Society programs and their successors targeted at disadvantaged
youth. As Frederick M. Wirt has stated, :

the neoconservative stance boils down to two propositions: na-
tional policy efforts don't work and they are dangerous tu
other values in the society. (Wirt, 1980, p. 6)

Neoconservatives oppose national policy effurts insofar as, in their
view, these eflforts are potentially disruptive of the necessary consen-
sus which underlies American society. In their view American schooi-
ing ptovision should be locally governed and less committed to equal-
ising opportunity, the latter they perceive as occuring at the expense
of quality (ef. Glaser, 1984).

Speaking of the rise of consensus history in post-World War I
American historiography, Richard Hofstadter argued that Progressive
historiography had accented polarised conflict as an interpretive prin-
ciple to the point of self-caricature; "the pendulum had to swing in
the opposite direction if we were to have any new insight into Amer-
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can history," he wrote. Grob and Billias labelled historiography which
de-emphasised polarised conflict as "neo-conservatism" for the reason
that consensus historians "seemed to hark back to the conservative
historical position that had prevailed prior to the advent of the Pro-
gressive scholars" (Grob, Billias and Hofstadter quoted in Sternsher,
1975, p. 8). To a degree Hofstadter's "pendulum swing" accounts for
the contemporary rise of neoconservative historiography in educational
(educological) research. Neoconservative history, however, continues
to view American educational reform within a polarised conflict model.

In his recent history of the common school reform moyement, Carl
F. Kaestle views antebellum school politics within the dontext of a
basic split between "cosmopolitans" and "localists" -- people who dis-
agreed on the optimal placement of public education authority and
finance (Kaestle, 1983, pp. 146-160). Kaestle's brief book on common
school reform is hardly neoconservative historiography. While he does
treat the opponents of centralised reform sympathetically (a key in-
terpretive position in neoconservative historiography), Kaestle specifi-~
cally rejects the neoconservative position that "unified, tax-supported,
common-school" systems are unnecessary and have failed due to greater
concern for the issues of equality and diversity than for the effective
teaching of cognitive skills (Kaestle, 1983, pp. 223-4).

In fact to date neoconservatives have not developed a historiographi-
cal position toward the American educational past based on explicitly
articulated interpretive principles.

Concerned with what they view as the loss of academic rigour in
contemporary public education in the United States and the intrusion
of the federal government in defining the boundaries of educational
provision, the neoconservatives assume that meritocratic strategies for
rewarding academic achievement, educational attainment premised on
equality of opportunity rather than an equality . of outcome, and an
educational tradition not in need of substantive reform are key factors
on which to erect appropriate social policy. As a recent student of
post-World War Il American social policy states,

-« . the public school system is not in jeopardy of replacement
.. . [1lt is hard to imagine any significant reform of social
policy in the near future. (Murray, 1984, p. 235)

The neoconservatives especially discredit both the content and style
of federal government initiatives associated with Lyndon B. Johnson's
"Great Society" in extending educational opportunity to the disadvan-
taged and the poor. Again, Charles Murray:

While the quality of secondary education was sliding down hill,
it could not cling to the excuse that at least it was providing
some education to disadvantaged students . . . It was provid-
ing worse education, period. (Murray, 1984, p. 108)

Charles Murray attributes his perception of a decline in public
school quality to a permissiveness of the late 1960s which generated
discentives for students. The permissiveness, in his view, was catalysed
by a reform consisting of three major components: (a) an intellectual
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climate favouring educational reform that negated "traditional class-
room norms in favor of a more open, less disciplined . . . treatment
of the learning process;" (b) federal gc ernment intervention and its
establishment of "projects implementing preferred strategies, which in
the 1960s invariably favored a less traditional, less white-middle-class
attitude toward education; and (c¢) judiciary involvement, especially
the United States Supreme Court's 1967 Gault v. Arizona decision sti-
pulating that "due process was required for suspension and the circum-
stances under which students could be suspended or otherwise disci-
plined were restricted” {Murray, 1984, p. 173). The source for Mur-
ray’'s view of contemporary educational reform is Diane Ravitch's neo~
conservative history of post-World War Il educational reform, The
Troubled Crusade: American Education, 1945-1980.

In Ravitch's perspective post-World War 1l educational reform has
accented equality of educational opportunity at the expense of lower-
ing academic achievement standards and supported the expansion of
the civil rights movement to include affirmative action programs de-
signed to provide special treatment to surmount previous discrimina-
tory actions. The "new politics" of education in the reform era 1965 -
1980, Ravitch asserts, was not an unqualified success.

Much had been gained because of the active dedication of the
federal government and the courts to the rights of all children.
To the extent that the pursuit of good ends jeopardized eqrally
valuable ends, like academic freedom, institutional autonomy,

and diversity; to the extent that absorption by educators in
bureaucratic procedures overshadowed the educational function
of the schools; and to the extent that government pregrams
gave new responsibilities to academic institutions while depriving
them of the authority needed to carry out those responsibilities,
there remained a compelling agenda for future educational re-
formers. (Ravitch, 1983, p. 320).4

In brief, Ravitch's view of educational reform in the 1950s, 1960s and
1970s posits a crusade in which the public education system must
maintain its accent on "the disciplined use of intelligence, allied with
oooperation and good will" In her scenario the appropriate past of
American public education is given to the expansion of educational
opportunity and '"the endless prospect of self-improvement and social
improvement" (Ravitch, 1983, p. 330). Neo-Marixist historians are not
as optimistic about the past, present and future of American education.
As Walter Feinberg reminds us, there are two chief concerns in
“radical revisionist" history. One concern is the study of the class
interest of nineteenth-century public education leadership in the Uni-
ted States together with opposition developed in response to the for-
mation of public education; the second is aimed at schooling consequences
as they relate to "the status and well-being of particular groups in
society" (Feinberg, 1983, p. 117). An assumption central to both
concerns is that the public schools do not, never did, and were not
designed to meet the needs of "poorer" groups. Rather these schools
were structured to contribute functionally to the development of cor-
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porate capitalism by legitimising in youth attitudes and values deemed
essential for participation in the industrial sector.

Both versions of revisionism accented the "social control” theme
in which educational reform occurred as an effort to control urban
crime and poverty as well as an attempt to vitiate the threat of
class struggle by the working class. Clearly "revisionism" in social
history and neo-Marxist “reproduction" theory have aided us in our
understanding of educational reform ideologies. The social control
theme, however, has tended to obscure the specific political contexts
in which particular educational reforms were made.

The view of educational reform as an essentially repressive pro-
cess aimed at the control of the "poor" or the working class by
an "elite" or bourgeoisie has directed atteation away from both
the political conflict and struggle over education, and. . . from
an analysis of the content of educational reform. (Curtis, 1983,
p. 100)

In the late 1960s and 1970s neo-Marxist and revisionist interpreta-
tions of American educational reform centred, then, on the repressive
nature of schooling. The Bowles and Gintis "correspondence” thesis,
correlating different levels of schooling with vertical occupational
tevels; Greer's refutation of the contribution of public education to
upward social mobility in the United States; and Michael B. Katz's
claim that popular education reform did not enjoy widespread support,
uspecially by poor and working class parents who viewed it a5 an im-
position forged within the upper classes; eaci: study exuded repression
(cf. Bowles and Gintis, 1976, pp. 151-200; Greer, 1972; Katz, 1968; for
a lucid, perceptive critique of assumptions implicit to Greer's and
katz's historiography, cf. Feinberg, 1983, pp. 120-140)}. In his percep-
tive analysis of neo-Marxist historiography applied to the development
ol compulsory education in South Australia, Partington states that neo-
Marxist revisionists tend to disregard the internal dynamics of school-
ing policy. His reservation is worth quoting at length:

Little or no interest is shown by neo-Marxists in whether the
education received by working class or by any other children
improved or deteriorated, or what better or worse means in
educational terms . . . To study educational ideas and modes
of schooling in a social vacuum would indeed be absurd, but it
is . . . more absurd to reduce them to epiphenomena, . . . which
external forces compress into any shape and which gains signi-
ficance from motives and purposes of these forces. If there is
no form of the educationally good which has some independence
from its context, educational debate would be quite vacuous.
(Partington, 1984, pp. 269-270)

Partington's critique of neo-Marxist revision in cducational historio-
graphy is part of a growing dissatisfaction with what some neo-Marxist
critics of American education view as an undue emphasis on function-
alist and structuralist explanations of the social conrol thesis in inter-
preting the "zigs and zags" of educational reform in the United States.
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In what may be called "post-revisionist" historiography, neo-Marxist
critics deaccent the impact of historical materialism on schooling re-
form policy and replace it with a perception of the school as "“rela-
tively autonomous," "contending that it is merely a site where 'resis-
tance' against domination occurs" (Schrag, 1984, p. 261). Apple queries:

Are schools -- as important sites of the state -- simply "ideo-
logical state apparatuses" (to quote Althusser), ones whose pri-
mary role is to reproduce the ideological and "manpower" re-
quirements of the social relations of production? Or do they
also embody contradictory tendencies and provide sites where
ideological struggles within and among classes, races, and sexes
can and do occur? {Apple, 1982, p. 14)

From an educological perspective one can fault conventional neo-
Marxist historiography for its overemphasis on the extent to which
major reform movements in American education have been structured
by the dictates of a dominant ideological "hegemony," to borrow from
Antonio Gramsci's concept. "Post-revisionist" historiography has re-
fined the notion that the self-interest of dominant socio-economic
groups in American educational reform represented a victory of cor-
porated elites over working-class groups (cf. Peterson, 1985, pp. 3-25,
207). Moreover "post-revisionist” neo-Marxist historians in developing
warranted assertions about schooling reform, while broadening our un-
derstanding of the social legitimising and social reproductive functions
of the formal education process, have pointed to the multifaceted na-
ture of educational reform. More importantly, however, this historio-
graphy has called our attention to the role which values play in guid-
ing educological scholarship and, specifically, historical educological,
values which do not inhere in individuals.

. . . [Tlhey are also attributes of social practice and institu-
tions. They present themselves as facts of social life, rein-
forced by institutional practice, embodied in a language of des-
cription, and reproduced by educational procedures . . . [Hlis-
torical scholarship can . . . highlight the constructed nature of
these "facts. It can capture the way in which . . . abstract
values were turned into institutionalized practices, and thereby
historical  scholarship can set the stage for all evaluation of prac-
tice to take place. It can, however, only set the stage. (Em -
phasis original.) (Feinberg, 1983, p. 173)

There is clearly educological richness found here.

"Post ~revisionist" neo-Marxist critiques of the American educational
past seek to redress several shortcomings in "revisionist" neo-Marxist
historiography. Appreciative of revisionist efforts in general to expand
the definition of education, "post-revisionist" neo-Marxists have focused
attention on the interplay between the school's transmission of accep-
table cultural alternatives and that transmission process of other insti-
tutions. Insofar as this methodological focus accents individualised
transactions between students and teachers, it appropriately takes his-
toriography into the "black box" of schooling institutions and thereby

ia6




140 International Journal of Educology, 1987, Vol 1, No 2

corrects a one-dimensional view of the teaching process targeted at
the economic determinants of out-of-school corporate structures. This
focus, however, is not without its problematics:

What recede into the background are the larger economic, in-
tellectual, and social purposes toward which the transaction is
aimed. Receding . . . are the struggles between different
groups in directing the reproductive process in such a way that
these purposes continue to be served or superceded by others.
(Feinberg, 1983, p. 146)

Utilising perspectives markedly reminiscent of American Social Re-
constructionist critical theory in regard to schooling practice in the
1930s, "post-revisionist" neo-Marxists argue that schools cannot be
analysed as institutions removed from their socio-economic contexts;
schools are essentially political sites involved in the "construction and
control of discourse, meaning, and subjectivities:" and, most impor-
tantly, commonsense knowledge and values that both explicate and
structure ideas about teaching are other than a priori universals.
Henry A. Giroux calls our attention to the necessity to locate "specific
normative and political assumptions" underlying classroom teaching
practices, surely a worthy educological task (cf. Giroux, 1983, p. 46).

"Post ~revisionist" neo-Marxists, as do neoconservatives, derive their
views of the limitations of past educational reform from perceived
concerns about the present state of American education. 'Post-revi-
sionist" historiography, in sharp contradistinction to some of its pre-
cursors, does not conceive of the past as the extension of specious
present; it does, however, consider the concern for developing a past
which is usable. To that issue, we now turn.

Neoconservative and Neo-Marxist Conceptions of Usable Paste in
American Schooling Reform: Educological Considerations

Neoconservative and neo-Marxist "post-revisionist" historians would
agree that the present state of formal education in the United States
is a troubled one. Solutions to this perceived situation run the gamet
of supporting the current provisioning of public education at local and
state levels to thoroughly reconstructing the nature of that provision
with the aid of proactive, indeed interventionist, federal educational
policy. Two examples of opposed perspectives for improving the con-
temporary state of American formal education provision appear in W.
Norton Grubb and Marvin Lazerson's Broken Promises: How Americans
FFoil Their Children and Diane Ravitch's The Troubled Crusade: Ameri-
can Education, 1945-1980. Write Grubb and Lazerson:

Schooling has become essential as a means of access to occu-
pations, and learning itself is prized almost exclusively for its
economic benefits . . . Older conceptions of liberal education
have been eliminated at every level of schooling . . . in favor
of vocational conceptions. The alternative -~ to reestablish edu-
cation  as the elc poration of critical and creative processes -~ will
require redefining education so that its primary concerns are no
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longer social control and individual economic gain. To fulfill the
promise of education . . . means reasserting literacy and criti-
cal thinking as the necessary attributes of any free individual,
and reorienting all of schooling toward this goal. (1982, p. 293)

Ravitch asserts:

In the crusade against ignorance, there have been no easy vic-
tories, but no lasting defeats. Those who have labored on be-
half of American education have seen so many barriers sealed,
so much hatred dispelled, so many possibilities remaining to pro-
vide the basis for future reconciliation. To believe in education
is to believe in the future, to believe in what may be accom-
plished through the disciplined use of intelligence, allied with
cooperation and good will. If it seems naively American to put
so much stock in schools, colleges, universities, and the endless
prospect of self-improvement and social improvement, it is an
admirable, and perhaps even a noble, flaw. (1983, p. 330)

Such is the dichotomised content of "post-revisionist" historiography
on the current state of formal educational provision in the United
States. This content rests on dissimilar views on the *usable pasts"
of educational reform.

"Post-revisionist”" neo-Marxism, like its earlier "radical-revisionist"
counterpart, deaccents the importance of significant schooling improve-
ment predicated on educational reforms drawing their inspiration from
empirical research. Liberal educational reform, in their view, positsa
scheme in which the dull get duller and the bright get brighter (Fein-
berg, 1983, p. 95; Feinberg, 1975, Chapter 4). Secondly, while "post-
revisionist" neo-Marxists view the contributions of educational reform
to structual reform in the United States as minimal and existing at
the level of what Andre Gorz calls "non-reformist" reforms, a cur-
rently fashionable neo-Marxist view of educational reform is to argue
that it can aid in the transformation of society by actively restruc-
turing the relations between ideology, knowledge and power within a
cultural context (cf. Giroux, 1984, pp.22-40). These perspectives on
the significance of educational reform in helping to shape "usable pasts"
for American formal education are not shared by neoconservative "post-
revisionist” historiography.

Neoconservative historiography tends to have two favourite targets
of educational reform for particular scrutiny: (1) the unwarranted
intrusion of centralising forces, e.g., the federal government's increased
presence in post-World War Il educational policy, formal education
provision and (b) the harmful monopoly of that provision by public
schooling together with its accent on equality of opportunity at the
exp;:nse of academic excellence (cf. Serow and Glazer, 1984. pp. 122-
128).

“Post-revisionist" historians have helped us to view American edu-
cational reform in other than a stereotyped manner. In doing so, how-
ever, they have tended to construct historical portraits by forcing their
ideological preconceptions on the past. Unfortunately, they have avoided
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the historiographical importance of studying the past on its own terms.
In his analysis of the dynamics of political contexts of urban school
reform in Atlanta, Georgia, Chicago, Illinois and San Francisco, Cali~
fornia, 1870-1940, Paul E. Peterson points out that the reform legacy
experienced by contemporary American schools was not completely
institutionalised in many American cities until the post~-World War [i
era. Arguing that the twin themes of urban educational reform-expan-
sion and professionalisation (rooted as they were in middle-class pro-
fessional ethos) reflected both the self-interest of those committed to
reform principles and a "disciplined concomitant concern for the public
interest" separate from the class interests of corporate efites, he con-
cludes:

A dark day has not come over American education. But the
elan, energy, confidence, and self-esteem that accompany times
of educational reform . . . must constantly be renewed if Amer-
ican schools are to continue to enjoy the multiclass popular
appeal that has historically been theirs. (1985, p. 209)

Clearly this "post-revisionist" conceptualisation of educational re-
form has taken us some distance refreshingly from the dichotomised
portrait of reformist thrusts as either uniformly positive or negative.
Perhaps we can utilise this perspective on "reform" more appropriately
as we search educologically for "pasts" that, if not usable, are useful
in refining our judgements of past formal education provisioning. Hope-
fully, this view will encourage us to build historical mansions in Amer-
ican education and do it wisely.

Notes

1. The concept of 'educational pasts' is used throughout this analysis;
as David B. Tyack and others have reminded us, there is value in
discovering anomalies which one historiographical framework does
not explain satisfactorily. Cf. Tyack in Warren, 1978, p. 57.

See especially Cohen, 1976, pp. 325-330. Essays announcing the
promise of the "new history of education" were numerous at the
beginning of the 1970s, and they are referred to conveniently in
Jarausch, 1986, p. 225. For a discussion of methodological per-
spectives in the new history of education from a cultural revision-
ist perspective see Cremin, 1972, pp. 1-17.

. For ancequally serident critique of .Ravitch (1978), see Katz, 1979,
pp. 2564 266.

For a concise statement of her neoconservative views on American
educational reform during the Progressive and post-World War Il
eras, see Ravitch, 1985,
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AN EDUCOLOGY OF ECONOMICS:
EDUCATION AND DEVELOPMENT IN THE THIRD WORLD

Ibrahim Alladin
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Wagga Wagga, NSW, Australia

ABSTRACT

After the Second World War, many economists conceived education
gs the main agent for social and economic development. As the former
colonies attained self rule, they began to expand their educational sys-
tems in order to achieve economic growth. After three decades of
educational expansion many Third World countries are left with an ed-
ucation system which is absorbing a large percentage of their national
budget. Rapid economic growth is yet to become a reality. The
assumptions which led to the present state of education in developing
countries need critical examination. Several conceptions of develop-
ment are possible, and each has implications for the way education
should be structured and for the purposes it should be made to pursue.
(In this analysis, 'Third World countries’, ‘'developing countries' and
tunderdeveloped countries' are used interchangeably.}

Development Thinking: A Brief Overview

The subject of development began to achieve prominence in the
literature of economics in the 1950s (Karabel and Halsey, 1977, p. 14).
According to development economics, developing countries lacked essen-
tial infrastructures (modern technelogy, institutions, agricultural mod-
ernisation, social services and so forth) which were the characteristics
of modern industrialised nations. Those who lacked them were under-
developed, and development, according to some thinkers, was the pro-
cess of transition from one situation to the other.

This way of thinking about development was intensely promoted by
the industrialised nations, particularly the United States, which emerged
as the new capitalist centre after the Second World War. The external
support of national ruling classes against the chailenges from the Com-
munist Bloc became an all important objective in the capitalist camp.
The national ruling classes in the underdeveloped countries saw the
United States and Western Europe as guardians of their interests and
as socio-political and economic models for development. The develop-
ment of modern industrial capitalism in these countries therefore be-
came their long term aim, and it was held in common with the ruling
classes of the western powers (Frank, 1969).

The economic thought which influenced policy makers, educational
experts and advisors in the formulation of policies for the development
of the countries of the Third World was conceptualised and systematised
as "modernisation theory." Modernisation theory and its variants gained
prominence in the 1950s. [Its essence lies in its teleology and its
claim to scientific objectivity. It assumes that all countries have to

15,




146 International Journal of Educology, 1987, Vol 1, No 2

"develop" along a single upward slope to become roughly like the Uni-
ted States, the idealised mode: and ultimate goal of "development"
( Sunkel, 1977).

Modernisation theory is bsased on three main assumptions. First,’
there is the "unilinear" assumption that the Third World ought and
can "develop'" along the path blazed by the industrialised nations, with
advanced capitalism as the highest stage of "social improvement."
Second, underdevelopment is attributed to the absence or insufficiency
of "development” of certain internal characteristics in developing coun-
tries, whether these be capital, technology, cultural attitudes, social
organisation or entrepreneurial elites. Simultaneously, oné crucial in-
ternal structural feature is singularly and consistently downgraded, dis-
torted or ignored, namely that of social relations of production as
understood by the critics of modernisation theory. And thirdly, the
industrialised nations are deemed to have had and to have a positive
role in fostering "development" to the Third World via economic and
political relationships. These basic themes, implicit or explicit, are to
be found recurring in modernisation literature (Geertz, 1963; Einsen-
stadt, 1966).

The above assumptions have been and continue to be made by mod-
ernisation policy makers such as those employed by western govern-
ments, United Nations organisations, the World Bank and various phil-
anthropic foundations involved in educational activities in the Third
World. They are to devise strategies whereby the newly independent
nations in the Third World could, in the shortest possible time, amass
the human capital necessary for take off into modernity (Dore, 1976).

By the early 1960s, economists and other social scientists began to
question the modernisation model of development and its underlying
assumptions. They began to disentangle some of the issues which
arise in the modernisation sociology of development. Writers, especi-
ally using a Marxian paradigm, started to expose the theoretical defi-
ciencies of modernisation theory. Development policies based o¢n the
modernisation model of development came under severe scrutiny. The-
ories of dependency, developed by a group of scholars in Latin Ameri-
ca, formulated a new approach to development. Dependency theorists
basically see the relationship between the industrialised nations and
the Third World as one of exploitation and domination. By transfer-
ring resources and educational institutions, the developed countries
seek to maintain their dominance over the underdeveloped countries
(Cardoso and Faletto, 1979).

It is against this background that one can examine educational re-
forms and development in the Third World.

Educational Expansion: The Key to Economic Development

The United Nations Charter of 1945 expressed the view that edu-
cation was a basic human right, and many developing countries began
to accept this view. This belief, combined with the theoretical assump-
tion that education is "the key that unlocks the door toc modernization"
{Harbison and Myers, 1964) led to a massive increase in the demands
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for education. Education, according to modernisation theorists, was
expected not only to overcome the economic problems of Third World
countries, but also to bring about a greater degree of egalitarianism
and develop or strengthen democratic political institutions ( Almond and
Coleman, 1960). Imbued with this faith and facing serious shortages
of skilled labour, developing countries, at the outset of independence,
devoted their resources to the rapid expansion of educational facilities
and the provision of qualified persons to take up positions in economic
and administrative institutions (Court and Ghai, 1974, p. 1).
The expansion of education which proceeded in the 1940s in devel-
oping countries was due to a number of factors. Partly, it was a man-
" festation of what has been called the "revolution equality through
which the former colonial teritories were passing (Buchanan, 1975,
p. 10). The notion of equality operating here was not personal equal-
ity, but equality on an international level. The newly independent
Third World nations were attempting to assert their equality vis-a-vis
the developed nations. In this process, formal education in developing
countries was seen as a means of adopting cultural symbols and values
which were cherished in western societies (Buchanan, 1975). The wes-
tern vision of schooling had been successfully "transported" to the dev-
eloping countries. One of the consequences, unforeseen by modernisa-
tion theorists, but argued by dependency theorists, has been increased
Third World dependency on the industrialised nations (Carnoy, 1974;
Altbach and Kelly, 1978).

International aid giving agencies, influenced by the modernisation
ideology, transferred massive resources to "improve" the quality of
education in developing countries. The World Bank, one of the main
aid donors, became the determinant agency of educational policies to
be adopted in the Third World. Under President Robert McNamara,
the World Bank increased its educational funding by a substantial
amount (see Table 1),

The World Bank, with its commitment to a particular vision of
development, maintains a strong concern for general education as well
as training in specific skills. Its principal aim in lending for education
is to assist developing countries in the immense process of human dev-
elopment to achieve the technical capacity and experience to become
"modernised." Education has been recognised by the World Bank as a
central element in the modernisation process (Alladin, 1985).

The World Bank seeks to promote educational development on the
basis of the following broad principles:

(a) There should be at least & minimum basic education for all,
available as fully and as soon as resources permit.

(b) Further education and training beyond the basic level should be
provided selectively to improve, both quantitatively and qualita-
tively, the knowledge and skills necessary for the performance
of economic, social and other roles.

(c) A national education system should be viewed as a comprehen-
sive system of learning, embracing formal, nonformal and infor-
mal education, all working with maximum possible internal and
external efficiency.

Lo




148 international Journol of Educology. 1987, Vol |, No 2

(d) In the interests of both increased productivity and social equity,
educational opportunities should be equalised as fully as possible.
(World Bank, 1974, pp. 6-7)

McNamara
1969-73

Through

1963 1964 - 68

Agriculture 456 621 2,589
Education 5 157 726
DFC* 206 483 1,224
Industry 550 118 598
Non-Project 173 455 715
Population .- —-—
Power 1,824 1,461
Telecommunications 47 152
Tourism .- —-
Transportation 2,038 1,466
Urbanisation - -
Water Supply 11 119
Technical Assistance - -

Total (millions 5,321 5,030
in U.S. dollars)

Source: C.P. Bhambhri, World Bank and India, New Delhi, Vikas Pub-
lishing House, 1980, p. 6u.

*DFC -- Development Finance Companies

Table 1
Bank and IDA Lending to Developing Countries

Having entered the field of education in 1962, the World Bank by
mid-1971 had made educational loans based on the above principles,
totalling US $431 million, and it planned to increase its lending rate
in rhe field of education at least three-fold over the next few years
(World Bank, 1971, p. 14). As funds flowed in, education expanded
rapidly. For example, between 1950 and 1975, student enrolment in
educational institutions in Africa, Asia and Latin America increased
nearly four-fold, from 93.7 million to 356.6 million, and public expen-
diture on education rose from 2.3 per cent of their GNP in 1950 to
4.3 per cent in 1977 (Bacchus, 1983, p. 193).

In their efforts to achieve rapid economic growth and social dev-
elopment, most Third World countries spent between 20 and 30 per
cent of their annual budgets on education (Coombs, 1981). Such ex.
pansion did not seek to reform the content of education; it did not
aim to make the knowledge, skills and attitudes which the schools en-
gendered more relevant to the development needs of these countries.
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Some social scientists, such as Balogh and Dumont (Balogh, 1962; Du-
mont, 1969) had already pointed out that the type of education offered
in schools was detrimental to the economic development of developing
countries. They suggested the need for more agriculural, vocational
and practica! education, rather than the traditional academic type of
education.

By the 1970s, the results of educational expansion were becoming
visible. Modernisation theory came under attack. Third World govern-
ments which had poured a substantial amount of their national budgets
into education in order to achieve economic growth were stunned by the
new problems which emerged (Alladin and Alladin, 1986, p. 276). Edu-
cational expansion created an imbalance between the output of the
school system and the absorptive capacity of the labour market. Dev-
eloping countries were faced with rising rates of unemployment, eco-
nomic instability, social unrest and increasing poverty. The combined .
unemployment rates in 1970 were estimated at 29 per cent for all
developing countries in Africa alone. As Todaro points out, " Government
over-investment in post-primary educational facilities often turns out
to be an investment in idle human resources" (Todaro, 1979, p. 260).

The increasing number of educated unemployed and the growing
political unrest among those with an education, but with bleak job
prospects, are often attributed to the failure of reforming the educa-
tional system in developing countries (Bacchus, 1983, p. 194). Further-
more, many Third World countries are still far away from achieving
basic literacy, where, on the average, about one-third of those 6-11
years of age and two-thirds of those 12-17 years of age are still not
attending school. [lliteracy is increasing, not decreasing ( World Bank,
1974, p. 29).

The drive towards modernisation and economic development in dev-
eloping countries resulted in what Dore callsa "diploma disease" (Dore,
1976). Critics described education as "the great training robbery"
(Berg, 1971). The western model of development was turning out to
be a mirage. Not only was the western-type systems of schooling
proving to be too expensive, but also criticism was mounting that the
bookish schooling provided by the western model was quite unsuited to
predominantly agricultural societies. It ignored their languages, his-
tories, literature, traditions and religions (Alladin and Alladin, 1986,
p. 277). This type of schooling was developed under colonial rule. It
was infused with a foreign culture. It intended to educate a minority
elite to help run the country. In all these respects, it was divorced
from the needs of developing societies (D'Aeth, 1975, p. 12). What
emerged from the western type of educationwasaform of "educational
and cultural imperialism" (Carnoy, 1974), aimed at transforming the
Third World into a neo-colonial relationship with the west ( Altbach
and -Kelly, 1978).

Neocolonialism in Education

In the 1970s, social scientists and educators formulated a "new"
theory, dependency theory, to explain the educational "fajlures" of
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the previous decade. This theory emerged as the ambiguities and con-
tradictions in orthodox development theory (modernisation theory) be-
came apparent. The new theoretical influences came from economic
history and Marxist political economy (Frank, 1969; Wallerstein, 1974).
Concepts such as legitimacy, hegemony, mystification, the social re-
production of knowledge, cultural imperialism, educational colonialism
and others have been employed in explanations of how education con-
tributes to Third World dependency (Simkins, 1982, p. 436).

In these analyses, education is seen as part of the process whereby
peripheral countries are maintained in that position, part of the "dev-
elopment of underdevelopment," part of a process which promotes and
safeguards the economic and commercial interests of the developed
world.  Such an approach takes the opposite view expressed by modern-
isation theorists, by arguing that education, far from being a key com-
ponent in development, modernisation, economic growth and so on, is
in fact yet another instrument of enslavement, a way of tightening,
rather than loosening the dependency bond (Dale, 1982, p. 412). Simi-
lar 1o this argument is what might be called the "neocolonialism" in
education.

The "neocolonial"' explanation of education in developing countries
rained prominence after the publication of Education and Coloniglism
in 1978. In this book Altbach and Kelly argue that neocolonialism is
linked with the colonial past in that important elements of the struc-
tures built under colonialism continue to operate in the Third World,
and these have a continuing impact. The essential structure of the
educational system is perhaps the most dramatic example of the con-
tinuing impact of colonialism. Along with school structures came cur-
ricular orientations and often the language of instruction and of intel-
lectual discourse and books and journals. Third World nations that
were under the control of specific European countries generally retain
elements of the specific colonial heritage of that country.

The most lasting legacy of colonial control is seen in what has
come to be known as neocolonialism, the domination of the rich in-
<ustrialised countries over the poorer countries of the Third World,
=ven though the latter are officially independent (Altbach, 1971, 1978).
‘n educational terms, control may take place through foreign aid pro-
grams, capital aid for buildings, technical assistance training, publish-
g firms, newspaper publishing, the media, recognition of examinations
and diplomas, research links between universities in the industrialised
countries and the Third World. These elements bring about a "servi-
tude of mind" among students in developing societies through the per-
petuation of western content, structure and forms in their educational
systems (Dale, 1982, p. 412).

Neocolonialism, as Altbach points out, is a planned policy of ad-
vanced nations to maintain their influence in developing countries { Al
bach, 1971). This influence is essential if western nations are to con-
trol trade and have access to raw materials. The penetration of trans-
national companies in many developing countries has been a further
setback to the autonomous development of the Third World.  These
companies provide research funds and sponsor Third World students to
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universities in Europe and North America. Upon theit return, they are
expected to serve the transnational corporations in the student's own
country or to an overseas subsidiary. This has resulted in "brain drain"
(Watson, 1982).

The neocolonialist approach, stemming from dependency theory,
therefore, sets out to indicate much more precisely just how educa-
tion contributes to the “development of underdevelopment." Whereas
in modernisation theory, the predicted contribution of education to
development is seen in terms of economic growth, the neocolonialist
approach demonstrates that the legacy of colonialism continues through
j.ternal structures, including education, with many far reaching impli-
cations for reform, change, modernisation and development.

This new theoretical insight into development has produced a num-
ber of options for educational planners in the Third World, ranging
from “balanced" expression at all three levels of provision, to mobili-
sational policies emphasising nonformal education and innovative models
of teaching, studying and learning (Simkins, 1982, p. 438). But the
limitations of the new theories have also become obvious. As Simkins
notes:

It [dependency theory] has not solved the question of whether
Third World development is logically or empirically possible
within the world system. Therefore the role and type of edu-
cation that should be encouraged is unclear. To provide a moral
critique of capitalism is not the same thing as providing a the-
oretical basis for Third World educational development. (Sim-
kins, 1982, p. 438)

In many ways, the 1970s offered little to the Third World educa-
tional planner. Educational problems have become larger and more
complex. In 1980, the World Bank Education Sector Policy Report,
summarising the educational developments in the previous two decades
noted that educational reforms in developing countries have failed to
achieve both a more equitable society and an equilibrium between the
productive capacity of the education system and the absorptive capa-
city of the labour market. According to this Report, serious efforts
will have to be made during the next several decades to make educa-
tional systems genuinely relevant (World Bank, 1980). Educational
planners are wondering how,

Education for Liberation

Many Third World governments have become disillusioned with
efforts which failed to address 2conomic and social problems preva~
lent in developing societies. A number of scholars from the Third
World have attempted to provide alternative development strategies.
They seek to offer an alternative focus as to the source of under-
development and the means to overcome it. They provide a link be-
tween the socio-political and economic analysis and a common basis
for action. One such scholar is Paulo Freire, whose works have made
significant contributions to the study of education in the Third World.

i 0
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Freire's analysis is built upon the conviction that nothing good or
profitable can be secured for the poor members of the Third World
without a drastic or radical change in the structure of Third World
societies, as well as a broader radical change of the current socio-
political, economic and cultural world order. Freire begins his expla-
nation with "man's central problem," humanisation, which he considers
to be the human vocation. He looks at the historical distortion of
this vocation and the struggle for humanisation, for the emancipation
of labour, for the overcoming of alienation, for the affirmation of men
and women as persons (Burns, 1979, p. 145). Freire argues that the
humanistic and historical task of the oppressed is to liberate them-
selves and their oppressors as well. This leads him to the central
problem of ways in which the oppressed, as divided, unauthentic beings,
participate in developing the theory of education for their liberation
(Freire, 1972). Freire's theory is often called "liberation theory" or
"critical education."”

Freire developed his theory in Latin America. While working on
adulr literacy learning, he developed an approach in which education
is seen as a process for liberation, humanisation and consciousness
raising (Mackie, 1980, p. 57). "Education for liberation" seeks to
liberate the oppressed from the oppressors. The basis of his theory
is found in what Freire calls "conscientizagﬁo" (conscientization). He
explains:

As the cultural revolution deepens ”conscientizagao" in the

creative praxis of the new society, men will begin to perceive
why mythical remnants of the old society survive in the new
. . . 1 [Freire] interpret the revolutionary process as a dia-
logical cultural action which is prolonged in "cultural revolu-
tion" once power is taken. In both stages a serious and pro-
cound effort at "conscientizatiio" -- by means of which men,
through a true praxis, leave behind the status of 'objects" to
assume the status of historical "subjects" -- is necessary.
(Freire, 1972, p. 158)

Conscientization for Freire,

whether or not associated with literacy training, must be a
critical attempt to reveal reality, not just alienating small talk.
It must, that 1is, be related to political involvement.
(Freire, 1972, p. 19).

Political involvement begins in the relationships of the learning sit-
vation, to develop an alternative way of acting and working, "an egal-
itarian dialogue rather than a relationship of assertion and dependence"
(Burns, 1979, p. 147). In this dialogue,

the illiterate discovers himself . . . as author or the world and
as creator of culture, discovering that all human creation is
culture . . . then he will start the operation of change of his
interior attitudes . . . with the help of educators specially
trained for this animation work, [these debates] rapidly become
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a powerful and etfective means of awareness-making, by trans-
forming radically the attitude towards life of those who take
part in these debates. (Freire, as quoted in Burns, 1979, p. 147)

Conscientization, therefore, leads to a growing objective and critical
awareness of experienced reality with a view to changing it. It is a
dialogical praxis in which the teachers and learners together, in the
act of analysing an oppressed and dehumanising reality, denounce it
while announcing its transformation in the name of the liberation of
all men and women. This is what Freire calls "cultural action." It
is an essential component of Freire's theory of education, known as
“"critical education" (Furter, 1985).

For Freire, then, the role of education is liberation, and liberation
is development. Development is more a question of justice rather
than wealth or material (Curle, 1973). His theory is based on the
firm belief that every human being, however ignorant, is capable of
casting a critical eye on his or her environment. As the oppressed
become critically aware of the reality of their personal and social
life, discerning its contradictions and identifying the causes and con-
sequences, they accustom themselves to transforming that reality by
means of practical action. With increasing involvement in this process
of transformation, they perceive more readily the implications of pre-
vailing conditions, and their critical consciousness is sharpened (Fager-
ling and Saha, 1983).

Freire's educational theory has brought hope to the many disillu-
sioned educators and politicians in the Third World. It has been adop-
ted at various times in parts of Africa, Asia and Latin America, where
education has been seen as the main tool for development. In places
like Guinea Bissau, Angola, Mozambique and Brazil, “education for
liberation" has been adopted as part of the development goals and
strategies. Freire, himself, has been involved in literacy programs in
many countires and has campaigned to use education as an effort to
liberate and humanise people, rather than to dominate and domesticate
them. He derives his views from his own actiol, and reflection as an
educator in Brazil, and as an exile, he committed himself to action
for human liberation (Freire, 1974, p. 45).

"Education for liberation" is a campaign which includes an exami-
nation of education inside and outside schools. Freire writes that
education cannot be reduced to the activities of schools, and liberating
education can only be put into practice outside the school system
(Mackie, 1980). This is one of the strengths of Freire's theory of edu-
cation. For Kreire, institutions called schools and universities, are
not free. The main educational task lies outside the school system.
But he argues that education for liberation would call for an open
inquiry in schools and open inquiry in what is taught and studied in
the classrooms. Freire agrees with lIvan lllich, who describes the
schools, no matter their level -- primary, secondary or tertiary -- as
instruments of social control (Mackie, 1980, p. 66). Freire believes
that schools rhemselves are domesticating institutions. He writes
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. . . A school itself builds the alienation of us, in us, precisely
because the task of schools -- in a wrong way . . . in a wrong
perception -- is to transfer to the students the existing know-
ledge. (Mackie, 1980, p. 66)

Existing knowledge, argues Freire, blocks us from creating new know-
ledge; schools transmit existing or old knowledge without creating new
knowledge. This process is properly called "mythologisation of reality."
According to Freire, only education for liberation implies demytholo-
gising reality, while education for domestication, which is taught and
studied in schools, implies mythologising reality. In order to maintain
the status quo, the ruling class seeks to mythologise consciousness.
Freire argues that in this way false consciousness is created. Educa-
tion for liberation has the task of demythologising this false conscious-
ness (Mackie, 1980, pp. 66-7).

Friere's educational thought has not escaped criticism. Berger
(1974) and Paulson (1977) argue that it is being utopian in its opti-
mistic view of education as an agent of social change. A further
difficulty with it 1s its educational method, which can be used to
serve any political position. In other words, liberation can also mean
oppression under a new master. Liberation does not necessarily resolve
the problems of development. In spite of these difficulties, however,
Freire has presented an alternative view which has attracted a wide
following in many countries, even to the point of dominating educa-
tional thinking in some. His theory has appealed to the oppressed
masses of many Third World countries because Freire has provided a
model for action. Dependency theories have merely provided explana-~
tions for why programs based on modernisation theories will not pro-
duce development. Freire holds out the promise of education as a
powerful liberating force. To realise that power, the oppressed re-
quire their own theory of teaching and studying. Freire's concept of
conscientization has provided the oppressed with an alternative to the
existing narrative forms of education. Conscientization has a signi-
ficant political dimension to it. People who are engaged in the process
of liberation, or are discovering their liberated consciousness, can only
continue the process when they commit themselves to the world. Con-
scientization is much more than simply a process of increasing aware-
ness. It is essentially geared to the radical transformation of social
reality (Connolly, 1980, pp. 70-1).

Freire's educational theory is not only relevant to developing coun-
tries, but to any society where there is oppression. He writes that
conscientization is not a concept which belongs to the Third World or
fatin America only. Oppression, alienation and poverty are not char-
acteristics exclusively confined to the Third World. Conscientization
is a human process, and it provides a challenge to all to examine cri-
tically the nature of western capitalism, the role of education in such
societies and the duality between intentions and actions of the ruling
classes in these societies, all of which undermine and hinder the pro-
cess of liberation and the role of education in liberation. Freire has
devoted much of his effort working in developed societies. As Burns
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notes, the application of the process of conscientization follows from
an understanding of development as liberation from any form of oppres-
sion (Burns, 1979, p. 149).

Conclusion

It is apparent from this overview of recent development in Third
World education that development strategies and education's responses
to them are far from complete. Although development theories and
recent influences have provided frameworks, theories and methods to
generate educological research, education in the Third World still poses
enormous challenges to economists, educologists and educators.

Three decades of economics and educological research have met
with both successes and failures. The optimism expressed after the
Second World War that education could be a major force for social
change and economic growth did increase enrolment in schools, but failed
to effect desired reforms in schools and society. Social inequality,
argue the opponents of modernisation theory, could not (and can not)
be overcome by merely increasing enrolments. Dependency theorists
maintain that, without changes in social structures, schools could (and
can) only reproduce existing social relations and the inequalities pre-
sently existing in them. Both modernisation and dependency theories
have made a contribution to comparative educology (i.e., comparative
education studies and research). But the growth and improvement of
comparative educology have also been limited by theoretical inadequa-
cies and deficiencies of research method.

The ways in which education has been linked to economic develop-
ment are open to at least two serious criticisms. First, it is often
assumed that all Third World countries are facing the same economic
and social problems. Educologists and economists have conducted re-
gional case studies and have concluded fallaciously that the problem is
the same in all developing countries. The literature in comparative
educology is incomplete and imbalanced. It shows an emphasis in
focus on Southeast Asia and Latin America. Studies on Africa, South
Asia and the islands of the Pacific and Carribean are far fewer in
number. Even though most developing countries have undergone similar
colonial experiences, they do not all share similar cultures, histories and
political and economic structures. Second, comparative educologists,
such as Altbach, Arnove and others, argue that educational sysiems
are more affected by external forces than has been appreciated by
researchers and educational planners. They urge that research be
conducted to identify these external forces, and they emphasise the
importance of a world-system approach and perspective by both re-
searchers and planners. External forces undoubtedly have an influence,
but the internal structures, the class conflict, racial diversity and eth-
nic and religious differences in many Third World countries often de-
termine the character of the national systems of education. Research
carried out on Third World countries has been little more than a re-
plication of work in western countries, employing research variables
and methods traditionally used in research about western educational
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systems and western industrialised societies, but unverified as being
applicable for research in Third World countries. Development theories
have yet to solve the question of whether Third World development is
possible within the world-system.

One of the reasons for the failure of earlier efforts at educational
reform can be attributed to inadequate diagnosis of educational pro-
blems in the Third World. Many educational planners in the west have
generally assumed that education alone can bring about economic dev-
elopment It is often exaggerated what schools can do. Furthermore,
the deveispment strategies promoted for use in the Third World over
the past three decades have often been inappropriate in terms of
Third World resources, goals of development and needs of the popula-
tion. Freire's educational philosophy (or philosophical educology) has
appealed to the masses of the Third World because it addresses these
iscues.
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EDITORIAL
THE HOLMES GROUP REPORT AND EDUCOLOGY

Worthwhile education is the process in which teachers manifest a
concern with helping students to develop their powers of inquiry, rea-
soning and appreciation for evidence in the resolution of problems of
all kinds -- ethical and moral, as well as scientific and technological.
The good educational institution is the one which places its emphasis
on providing experiences which maximise the probabilities that stu-
dents leatn how to inquire and to study effectively so as to achieve
desirable learning outcomes. The good school, college and university
are places where students are afforded the opportunity to build upon
their previous experiences, to explore their interests, to experiment
with ideas which are new to them and to extend their theoretical
expertise, procedural competence and ethical soundness. The good
teacher is the one who is concerned with how students come to
their views, the soundness of their arguments, the warrants which
they can give to justify their conclusions, their willingness to inquire
and to reason, their ethicality in thought and deed. To serve these
concerns well, the good teacher must have theoretical, practical and
procedural understanding of education, and such understanding implies
knowledge about education. The proper role of departments, faculties,
schools and colleges of Education (i.e. Education in the sense of edu-
cology) is (1) to establish and extend knowledge about the educational
process through research and (2) through teaching, consultation and
publication, to assist to develop an understanding of this knowledge.

In order to play its proper role adequately, a department, faculty,
school or college of Education (educology) must have an academic
staff or faculty which exercises its expertise in educological research
and which holds a sound understanding of the current knowledge avail-
able from educology. Educology has the same relationship to the
educational process as does sociology to society and social processes,
anthropology does to humankind and cultural process and economics
does to systems of production and distribution. Educology is the
fund of knowledge (or body of organised warranted assertions) about
the educational process.

The Holmes Group Report { Tomorrow's Teachers) has included as
one of its recommendations "to make the education of teachers more
intellectually sound,” and to achieve this goal, the report notes that
a necessary reform is to "engage in the complex work of identifying
the knowledge base for competent teaching." This is a worthy reform
to which to aspire, and the educological perspective points the way
to achieving this reform.

The educological perspective views the educational process as the
dependent variable, and it analyses other factors (e.g. attitudes,
economic circumstances, values held in the society, political situa-
tions) in terms of how and to what degree they influence the edu-
cational process. The educological perspective leads one to consider
education, not in terms of the sociology of education, but the educo-
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logy of society, not the psychology of education, but the educology
of mental processes, not the anthropology of education, but the edu-
cology of cultural processes, not the economics of education, but the
educology of economic systems and relationships.

Within colleges and universities, many faculties or departments
analyse education in terms of how the process influences other pro-
cesses or phenomena. Sociologists ask how it affects status, class
and roles in society. Economists ask how it contributes to produc-
tion, income, distribution and competitiveness. But educologists, and
only educologists, have the educational process as their central, pri-
mary concern. Only they ask how might all of those other processes
and situvations affect the educational process. Only they ask how
teaching, studying and guided learning function in relation to each
other.

Since their beginning, departments, faculties, schools and colleges
of Education have had major difficulties with establishing their iden-
tity and their raison d'etre, vis a vis other faculties within universi-
ties. Adoption of the educological perspective and commitment to
the production of educology through sound, well disciplined research
constitute two major steps towards formulating a clear identity for
departments, faculties, schools and colleges of Education (as units of
educology) and giving those units a worthwhile raison d'etre.

But educology is not only valuable for giving organisational units
of educology a clear and worthwhile identity. It also has practical
utility for the resolution of current educational problems. Educology
is the comprehensive fund of knowledge about the educational pro-
cess. It was Diderot who advised us that a collection of facts do
not make a science, any more than a heap of stones make a house.
There must be system and order. Educclogy gives system and order
to knowledge about education, for educology implies knowledge about

(1) meanings of terms used in discourse about the educational
process (analytic philosophical educology),

(2) past educational practices (historical educology)

(3) curr;ant educational practices and situations (scientific educo-
logy),

(4) effective educational practices (praxiological educology) and

(5) worthwhile goals and ethical relationships for the educational
process {(normative philosophical educclogy).

The organisation which is implicit within educology is directly appli-
cable to structuring curriculum within programs of teacher education,
counselor education, school administration, educational leadership and
any other professional program intended for qualification for a career
within the educational process. For example, curriculum about teach-
ing, to be comprehensive and well rounded, would need to include
the following categories:

(1) the analytic philosophical educology of teaching (i.e., know-
ledge about the meaning of terms used in discourse about
teaching);

2) the historical educology of teaching (i.e., knowledge about
past teaching);
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(3) the scientific educology of teaching (i.e., knowledge about
current teaching practices);

(4) the praxiological educology of teaching (i.e., knowledge about
effective teaching practices -- those which maximise the pro-
babilities of achieving intended learning outcomes);

(5) the normative philosophical educclogy of teaching (i.e., know-
ledge about worthwhile goals for teaching and ethical rela-
tionships for teaching).

Just as there is the educology of teaching, so there is the educo-
logy of counseling, of administration, of special education, of higher
education, of secondary education, of elementary education, of pre-
school education, of language education, etc.

Educology is also inclusive of comparative education (i.e., know-
ledge about the educational process in any and all cultural and social
settings). The development of knowledge, in the sense of warranted
assertions, about the educational process requires comparison of rele-
vant cases which constitute evidence for thdse assertions. Compari-
son is therefore inherent in the task of conducting sound research
and inquiry about the educational process, and it follows that the
product of this sound research and inquiry, viz., educology, is inclu-
sive of comparative educology.

The Holmes Group Report urges that teacher education programs
should be structured so as "to make prospective teachers thoughtful
students of teaching and its improvement." This recommendation is
essentially calling for prospective teachers to learn how to inquire
educologically. This is a sound recommendation because rational,
constructive action within the educational process is only possible
when those undertaking the action have a sound idea of the probable
consequences of their actions. Educology provides that knowledge,
and there is an urgent need to include educology in the curriculum
of teacher education programs.

Editors
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AN EDUCOLOGY OF SOQETY:
PARENT AND HOME VARIABLES WHICH AFFECT
STUDENT ACHIEVEMENT

Martha Steckman
Steckman and Associates
Soldotna, Alaska, USA

ABSTRACT

Students of the Northwest Arctic Schoo! District (Soldotna, Alaska)
were tested on the Science Research Association (SRZ) Achievement
Test during the spring of 1983. The population was 97 percent Inupiag
Eskimo, and of the students tested, approximately 45 percent scored
at or below the 30th percentile, and approximately 9 percent scored
at or above the 70th percentile. A structured interview survey of the
parents of the students below the 30th and above the 70th percentile
was conducted, and the results were analysed to identify the parent
and home varigbles which correlated with student academic achieve-
ment. A total of 23 significant relationships were found to exist be-
tween student achievement and demographic and attitudinal variables.
It was found generally that family background, home environment and
parental attitudes have significant effects on students' acaodemic
achievement in school.

Factors Which Affect Student Academic Achievement

Over the past 20 years, a concerted effort has been made to iden-
tify factors which affect student academic achievement. Walberg (1979)
identified the educationally stimulating qualities of the home environ-
ment as one of three sets of factors. Mowry (1972), Bronfenbrenner
(1974) and McDill, Rigsby and Meyers (1969) found that parental in-
volvement and the home environment were critical for the achievement
of students, from preschool through high school. Iverson and Walberg
(1982) analysed the results of 18 studies on the correlation of home
environment and learning, and they found that ability and achievement
were more closely linked to the sociopsychological environment and
intellectual stimulation in the home than to the parental socioeconomic
status.

1. Parents' 1.Q. Kalinowski and Sloane (1981) developed a schema
to summarise the key concerns of researchers who had investigated
the links between the home environment and school achievement (see
Figure 1, p. 2). In explaining their schema, Kalinowski and Sloane
comment that

The path from parents' 1.Q. to the home environment reflects
Williams' (1976) concern for the antecedent influence of par-
ental intelligence on the complexity of the hone environment.
Models which omit this path are subject 1o serious specification
error. Burks (1928 cited in Majoribanks, 1979) was the first
to look at the impact of parent's inteiligence on the home en-
vironment and child 1.Q. However, the path coefficients of
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0.15 and 0.19 are the small, but significant, effects found by
Williams.

2. Demographic and Sociological Variables. According to Kalinow-~
ski and Sloane (1981), the structure of the home environment encom-
passes both demographic and sociological variables like family size,
ordinal position in the family of the child in question, the type of
housing and neighbourhood, family ethnicity, family income, educational
level of the parents and the prestige of the father's occupation. Kohn
and Schooler (1973) demonstrated the sigrificance of the effect that
occupation has on the degree of initiative and autonomy found in the
home. Spaeth (1976) observed that the level of prestige of the occu-
pation of the father is a strong indicator of the complexity of the
home environment. Coleman (1966) in his analysis found that family
background is the most important factor in a child's education. May-
eske et al. (1973) undertook a reanalysis of Coleman’s data and iden-
tified three family influences which seemed to support school achieve-
ment:

(a) student and parent expectations for academic achievement;

(b) the extent to which both students and parents participated in

activities to support said expectations;

(c) the student's attitude toward hard work as being an antecedent

to success.

Peaker (1967) identified parental attitudes as an important compo-
nent in the home environment. He found that parents' attitudes were
closely connected with core values and life objectives held by the
children and that parents' attitudes correlated closely with the educa-
tional achievement of their children. Others (Dave, 1963; Wolf, 1964;
Stodolsky, 1965; Honzik, 1967; Hanson, 1972; Wulpert et al,, 1975)
have found that parental attitudes seem to have significant effects on
the development of a child's verbal skills as well as on academic
achiew;emem (Dave, 1963; Kreisberg, 1967; Keeves, 1972; Kellaghan,
1977b).

4. Language of the Home. Research has consistently confirmed
that the verbal ability of a child is strongly affected by home and
background factors. That ability remains relatively stable during the
school years. The considerable influence of the home on the develop-
ment of a child's intelligence as measured by standardized tests,
especially during the preschool years, has been weil documented (Bloom,
1964, 1976; Majoribanks, 1972). Bloom (1964, 1976) has found that a
significant proportion of the variance on intelligence at age 17 can
be accounted for at age 8, and it, therefore, would appear that there
is little possibility schools could have a large impact on language dev-
elopment independently. However, family factors, coupled with the
school experiences, can have a mutually supportive effect on verbal
ability (Mayeske et al., 1972; Brimer et al., 1978).

The strong relationship between a child's home environment and
achievement in school presents a very basic problem in terms of
accepting data from a school system which indicates that higher
achievement is a function of better schools. Factors such as student’s
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maturity and atiainment level at entry (language acquisition is critical)
into school and the quality of away-from-school support provided by
parents and the community during the school years must not be ig-
nored.

Numerous studies have identified, as major factors associated with
educational attainment, various structures of the home environment.
These findings apply to disadvantaged as well as to the more general
populations (Kellaghan, 1977b). Wiseman (1967) indicated that home
variables should be given almost twice the weight of neighbourhood
and school variables when accounting for student achievement.

5. Parent Involvement. Matuszek (1977) conducted a review of re-
search pertaining to parent involvement in education. She found that
data from a number of unpublished studies indicate that parent in-
volvement can be effective in improving the academic achievement of
low-income and ethnic minority children. In his re-examination of
Coleman's report, Jencks (1972a) found that schools with active PTA
(Parent Teachers Association) chapters averaged higher student achieve-
ment, regardless of their social background. In 1969, parent involve-
ment was found by McDill, Rigsby and Meyers to be the critical fac-
tor in the achievement as well as in the aspirations of high school
students. They concluded that the degree of parental and community
interest in quality education is "the critical factor in explaining the
impact of the high school environment on the educational aspirations
of students." The results of these studies point to a trend: [t becomes
apparent that when parents demonstrate a good deal of interest in
their children's educational achievement, they promote the develop-
ment of attitudes which are a key to achievement.

Another variable of the home euvironment which affects students'
school achievement is the economic condition of the home. Many
American families have encountered distressing financial, economic,
social and emotional hardships in the last fifteen years (from the
early 1970s through the mid 1980s). Lash and Sigal (1975) concluded
that "healthy, achievement oriented youth are becoming an 'endan-
gered species' in the urban centers of the United States." They re-
ported a sharp increase in juvenile arrests since 1960. These kinds of
reports not only implicate the home environment as being a critical
factor in students' school achievement, but also strongly suggest that
student motivation is strongly influenced by parental behaviour under
economic duress.

6. Parental Influence. Madaus, Airasian and Kellaghan (1980) cite
Kellaghan (1972a) in support of the thesis of parental influence:

In addition to verbal skills, such factors as temperament, ambi-
tion, attitudes toward test situations, ability or tendency to
work quickly on a task with strict time requirements, careful-
ness about where to put marks, attitudes toward the examiner,
toward competitiveness, toward risk taking -~ all deeply embed-
ded in cultural and family background -- can influence scores
on more general achievement batteries, or for that matter,
scores on any type of test.
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Scott and Walberg (1979) insist that schools alone are insufficient
to provide a quality education for children. They believe that
the best hope for many children lies in developing strategies
which seek to change the home or promote home-school-student
alliances.
They cite other research to substantiate their claim, including White,
Bloom, Scott and Haertel and Talmadge. White (1975) found evidence
that
for many three-year-old children, a delay of six months or more
in language and problem solving skills indicates the unlikelihood
of a successful education.
Bloom (1964) inquired into preschool learning, and Scott (1974, 1979)
developed the Home Start Reports, both of which offer evidence for
the importance of the home environment for provision of quality educd-
tion for children. Haertel and Talmadge (1979) examined school and
home-related factors and found only one of 35 instructional practices,
""corrective instruction,” significantly related”to achievement, whereas
13 significant correlations were obtained between achievement and
home environmant factors.

In some situations, schools may treat parents as unimportant, giv-
ing them the feeling of being powerless. Parents may either fear
the school personnel, or they may receive discouragement in taking
an interest in school and the activities of their children. An impor-
tant question which arises from this situation is

Will involving parents who feel unimportant and powerless and
whose children are performing poorly in school, change those
attitudes and improve the children's achievement? The more
recent research seems to iudicate yes, if the parent involvement
is comprehensive and long lasting and preferably if it is begun
at an early stage. (Henderson, 1981)

Kalinowski and Sloane (1981) reported on a number of investiga-
tions from the University of Chicago which studied the home's influ-
ence on the educability of children during the decade from 1960-70.
These studies used a method which focused on specific educational
experiences which took place in the home rather than on the family's
socioeconomic status. The purpose was to study what parents do to
facilitate their children's cognitive and affective growth. The motiva-
tion for developing this method of investigation was prompted by two
concerns, First, status characteristics accounted for only about 10
percent of the variation in children's educational achievement. A great
deal of variation was found to exist in the educational achievement
of children within each status level. Second, status variables could
not be used to provide specific strategies to parents or to schools to
improve the situation for any child (Bloom, 1980).

7. Home Environment and Achievement. Dave (1963) began his
study with the premise that specific aspects of the home environment
pressed for student academic achievement, and he identified six pro-
cess variables which he hypothesized could explain differences in school
achievement.  Kalinnowski and Sloane (1981) listed the six process
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variables are as follows:

(a) the parental press for achievement --the parents' aspirations for
the child and their interest in, knowledge of and standards of
reward for the child's educational development;

(b) language models ~-the quality of language used by the parents
and taught either directly or indirectly to the child;

(c) academic guidance --the availability and quality of help pro-
vided by the home for school related tasks;

(d) intellectuality -~ the intellectual interests and activity of the
family; more specifically, the types of reading done, the nature
and extent of conversations about ideas and the nature of the
intellectual models which parents provide;

(e) activity in the home --the degree to which parents stimulate
and encourage their children to explore the larger environment;

(f) work habits ~-the degree of structure and routine in home
management and the emphasis on educational activities over
other pleasurable things.

Dave (1963) found the correlation between the overall index of the
home educational environment and fourth and fifth grade achievement
tests was +0.80. Correlations were the highest with tests of reading
and word knowledge and lowest witk tests of spelling and computation.
The results indicated that the greatest impact made by the home is
on the child's language development. There was less influence on
specific skills taught in school (Bloom, 1980).

Therefore, when one considers that the single most accepted mea-
surement of 1.Q. is a standardised intelligence test constructed, in
part, to assess oral and written competency in Standard English and
that the single most used measurement of academic achievement is
the standardised achievement test constructed to determine one's com-
prehension skills in both oral and written communication, also in Stan-
dard English, the degree to which the parents, the social situation
and the psychological environment influence the child's ability to func-
tion in the academic areas is very great.

Kalinowski and Sloane (1981) stated that since such strong rela-
tionships exist between a child's home environment and the child's
achievement in school, it "is discouraging if nothing can be done to
alter the patterns for children who are raised in deprived or ineffec-
tive environments." It is essential that educators realise that these
patterns exist so that the patterns ¢ .. be assessed and effective in-
tervention be undertaken to alter patterns which are working against
the child's interests and needs.

&. Home Interventior: and Early Education Programs. Home inter-
vention and early education programs were designed and implemented
to decrease the problems which children from deprived environments
encounter upon entry into school. Kalinowski and Sloane (1981) found
that the earlier the home environment is improved, the better the
chance for significant gains. However, Smith (1968) found that parent
intervention can be effective in later years as well (sixth grade or the
sixth year of school). In numerous studies, the degree of parent in-
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volvement has been found to be the critical factor in terms of the
success of home intervention programs (Schaefer and Aaronson, 1972;
Levenstein, 1970; Karnes, 1969).
Parental involvement refers to parents' interests, motivation,
and involvement in providing experiences in the home that are
conducive to the child's achievement in school. (Kalinowski
and Sloane, 1981)
A number of studies which compare differing levels of parent involve-
ment in experimental school programs found that children whose par-
ents are most involved make the greatest gains (Boulder Valley, 1975;
Gillum, 1977; Radin, 1972; Woods, 1974; Rich, 1976).

Studies which have been conducted to assess the importance of
parent involvement in a child's educational success have resulted in
significant findings. Mowry (1972) conducted an investigation of the
effects of parent participation in Headstart. He found that Head-
start centres with high degrees of parent involvement consistently had
children who performed higher on standardised tests. Goodson and
Hess (1975) reviewed the evaluation of 29 preschool programs for
disadvantaged children and found that, "as a group," the programs
consistently produced significant immediate gains in children's 1.Q.
and in their school performance. The programs also seemed to alter
the teaching behaviour of parents in a positive direction. However,
Bronfenbrenner {1974) found from his own research and in his review
of the research of others that long-term gains in cognitive growth
(I.Q.) can be achieved by early intervention only if the mother is
actively involved in her child's learning.

In their longitudinal study of 11 early childhood projects involving
parents, Lazar, Irving and Darlington (1978) found that participating
children performed better in school and that the children had signifi-
cantly fewer assignments to special education classes and fewer grade
retentions than children from the control group for many years after
completion of the project. In Boulder Valley Colorado School District
(1975), a kindergarten project was conducted which included supple-
mentary parent involvement. "High need" children whose parents pro-
vided teacher-designed home stimulation scored significantly higher on
standardised tests. Furthermore, they were able to maintain their
gains longer than other "high need" children who received only an
in-school program. In three Michigan school districts, an experiment
was conducted which involved parents in performance contracts designed
to improve children's skills. The district with the most comprehen-
sive parent program attained the greatest gains (Gillum, 1977). Ben-
son, Buckley and Medrick (1980) found that children whose parents
are involved with them in education and/or other school activities
achieve more in school, regardless of socioeconomic status. All of
these findings are significant in terms of parent involvement in a
child's education, but it was Rankin (1967) who contributed one of
the most interesting findings. He found that children who are high
achievers are much more likely to have active, interested and invelved
parents than children who are low achievers.
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The results of early intervention programs and other planned pro-
grams designed to involve parents in their children's education are
significant when a school district is concerned with raising student
academic achievement.

First, the success of these programs in changing parent's atti-
tudes and behaviors supports the contention that the home
environment can be altered. Second, these studies show that
positive changes in the home environment often produce in-
creases in children's achievement, thus supporting the validity
of the use of home measures in examining influences on school
achievement. (Kalinowshi and Sloane, 1981)

Purpose and Procedures of the Study

The purpose of this study was to examine parent and home variables
which, according to the research literature, affect student academic
achievement. Since no instrument addressing home variables and par-
ental attitudes had heretofore been prepared for the Inupiaq Eskimo
population, a structured interview survey was designed and pilot tested
in the Northwest Arctic School District at several sites. The ques-
tionniare required 62 responses to demographic as well as atritudina!
questions.

1. The Sample. For the sake of comparison, two groups, those at
or above the 70th percentile rank and those at or below the 30th per-
centile rank on the norm-referenced SRA Achievement Test, were
identified as the sample population for this study. The questionnaire
was initially to be administered to all students scoring at or above the
70th percentile on the SRA Achievement Test and to 10 percent of
those who scored at or below the 30th percentile.

Students who achieved at the 30th percentile or lower on the 1984
SRA Achievement Tests were selected by a random sample as follows:
Utilising the 1984 SRA norm-referenced test scores and beginning
with grade 11 (the 11th year of school), every 10th student who re-
ceived a composite score at or below the 30th percentile rank on the
Science Research Associates (SRA) Achievement Tests was identified.
In those cases where the 10th student was an identified special edu-
cation student, the next regular education student was selected instead.
A total of 78 students were originally identified. After further screen-
ing, it was determined that 15 of those 78 identified were special
education students. They were eliminated from the sample. Of the
remaining 63 students, those students who belong to the same family
were eliminated according to the one whose name came second on the
original list. Once the siblings had been identified and those falling
second on the list eliminated, 30 students were selected on an every
other name basis.

Administration of the questionnaire was on a voluntary basis, and
parental consent to participate in the study was required.  Sixty-six
percent of the high group and 47 percent of the low group returned
the questionnaires. The findings reported in this study apply to the
participating parents and students. However, tentative generalisations
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may be made about the population of interest, since the total uni-
verse of both groups, Eskimo and Caucasian, are relatively homogen-
eous.

2. Treatment of the Data. The responses from the returned ques-
tionnaires were coded and transcribed onto key punch forms. All
data were analysed through the Statistical Package for the Social
Sciences (SPSS). The Chi Square procedure was used to determine
whether a significant relationship existed between student achieve-
ment and each of the questionnaire items. This procedure was se-
lected because of the nominal nature of the variables. The 0.05
level of significance was used to identify statistically significant rela-
tionships.

Major Findings

A total of 23 significant relationships were found to exist between
student achievement and demographic and/or attitudinal variables. The
study was designed to include, as factors, demographic and attitudinal
variables which have been identified by other researchers as being im-
portant to student academic achievement. The study verified previous
studies which examined such variables as family income and child's
ordinal position in the family. However, in terms of family structure,
no significant relationship was found to exist between student achieve-
ment and whether the student lives with both parents or in some
other family configuration. The causal factor in this finding was
that the majority of the students in both groups live with both parents.

A significant relationship was found to exist between student
achievement and ethnicity. Fewer Caucasian students were found to
be in the lower scoring group than Eskimo, and the high scoring group
contained 60 percent Eskimo and 40 percent Caucasian students. Par-
ents of the high scoring group were found to be 58 percent Eskimo and
42 percent Caucasian. In the homes of the high scoring group, it was
found that English was used more often. Also, the parents were
younger. They had a greater family income. They were better edu-
cated, and they had a lesser dependence on a subsistence lifestyle.

Firstborn or only children occurred more often in the high scoring
group. There were fewer children living in the home. They went to
bed earlier than children in the low scoring group. There were more
books in their homes, and they received more parent help with their
school work.

Parents of the high achieveing students tended to rank academics
as the most important school goal. They tended to rate, as most
important, reading to their children when young, having books in the
home and communicating with their child's teacher. More parents of
the high scoring students tended to rate the importance of their child
going to college or university 's most important. They believed that
their child should be at school daily and that she or he should have
responsibilities at home. Few of the parents of high scoring students
tended tu rate the importance of the school as meeting either the re-
creational or the cultural needs of the child as very important.
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Conclusions

Family background, home environment and parental attitudes all
influence a child's academic achievement. Family background and
home environment often include cultural values. Competition, exceil-
ing above peers, motivation and accepting the belief that hard work is
requisite to success may not be compatible with the values of the
culture.  Another factor which may affect achievement is the disci-
pline in the home. Parent expectations for a child's behaviour and
achievement are closely linked to a child's success in school.

The lack of reading comprehension is probably the greatest deter-
rent to academic success in any culture. Perhaps the most crucial
factor, pertaining to home environment, relates to the language spo-
ken in the home. The degree to which the child internalises the ab-
Stract concepts of language is the degree to which that child will
comprehend the wrivten word when she or he begins to read, assuming
that the child is reading in the language she or he has mastered (j.e.
that the language of instruction in school is the same as that of the
home).

Parental attitude is a third major factor which influences student
achievement.  Attitudes are the way parents and guardians convey
feelings such as approval, interest, appreciation, excitement, pleasure
or dislike, distrust, disgust, fear and hate. More often than not,
these attitudes are conveyed without language accompaniment. Body
posture, facial movements, wvoice pitch, gestures and distance (the
silent language) all convey a message to the child about the appro-
priateness of her or his behaviour.

Habits also convey strong messages. Habits such as cleanliness,
good nuirition, punctuality, organisation, work ethics, contributing 1o
the family income or resources and sobriety all communicate a silent
but powerful message. In essence, what the child observes, in terms
of the behaviour of others, especially parents, is the behaviour that
she or he will imitate.

Value systems are developed early in life, and parents are the cru-
cial factor in the development of such systems. Parental attitudes,
behaviour and habits provide the model upon which a child bases her
or his attitudes, judgements and decisions, Attending school daily,
punctuality, self-discipline, co-operation with teachers, finishing school-
work and tenacity in achieving goals are strongly influenced by the
psychological and sociological environment of the home. 1f student
achievement is to be improved appreciably, school districts and state
departments of education must develop a planned program of parent
education leading to parental involvement and participation in the
child's formal education.
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AN EDUCOLOGY OF POLITICS:
THE USE OF SOVIET LITERATURE
AS A TOOL OF MORAL EDUCATION

Mary F. Nichols
Arizona State University
Tempe, Arizona

ABSTRACT

Soviet novels were examined in order to determine whether they
could be considered to be educational tools for the transmission of
the moral and ideological values of the Communist Port of the 1980's.
The research sample was restricted to those novelists who were pub-
lished in government publications (gosizdat) and those who were pub-
lished outside of the Soviet Union (tamizdat] since the 1870's. Within
this group, novelists were chosen who treated the themes of the Sov-
iet Constitutional Guorantees and the moral and ideological values
which those Guarantees seek to protect. The primory purpose of the
study was to determine whether the work of these novelists could be
validly viewed as an educational tool as expressed by speeches of
Communist Party officials and literary critics presented to Soviet
writers' unions.

Introduction

Every sovereign state places demands upon its educational institu-
tions to promote attitudes which are consistent with the values of the
state. No where is this more true than in the USSR, a state which
uses not only schools and universities, but also institutions such as
courts of law, theatres, cinemas, workers unions and the media (tele-
vision, radio and newspapers) as agents of moral education. This
study undertakes to identify what the major values of the Soviet
state are in the 1980's and to what degree the state uses novels and
novelists as agents of moral education.

The Sample

The study is limited to contemporary gosizdat novelists whose works
were written after 1970, published for the first time in the Soviet
Union from 1974 1o 1984 and translated into English by a Soviet pub-
lishing firm. The novels were distributed in the United States by
Import Publications Inc., an approved distributing agency for the Soviet
government. There were fourteen novelists who fit the limitations,
bur four of these were eliminated from the sample because they du-
plicated nation.lity of author and major theme (production).

The study was limited to contemporary tamizdat novelists who
wrote in the Soviet Union after 1970 and whose works were published
for the first time in the West between 1974 and 1984 and were trans-
lated into English. These works have never been published in the
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Soviet Union. Only six novelists fit the limitations, and all were used
in the study. The gosizdat novelists selected for the sample were

Chingiz Aitmatove, Ronnie Zhuravii. Soviet Literature, 1976, no.
5, 3-77; The Crones Fly Early. Translated by Eve Manning.
Moscow: Raduga publishers, 1983. (Theme: war novel.)

Victor Astafiev, Tsar-ryba. Translated by Vladimir Koltunov.
Moscow: Progress Publishers, 1982. (Theme: Siberia.)

Yuri Bondarev, Vybor. Moscow: Sovetsky Pisatel, 1982; The
Choice. Translated by Mikhail Krakovsky. Moscow: Raduga
Publishers, 1983. (Theme: War novel.)

Oles Honchar, Bereq lyubvi. Moscow: Khydozhestvenaya Liter-
ature, 1977; Shore of Love. Translated by David Sinclair-
Loutit. Moscow: Progress Publishers, 1980. (Theme:
Nationalities literature.)

Lev Korneshov, Skhvatka s Nenavistyu. Moscow: Molodaya
Gvardia, 1976; Brush with Hate. Translated by Yuri Sviri-
dov, David Sinclair-Loutit and Chris English. Moscow: Pro-
gress Publishers, 1979. (Theme: War novel.)

Oleg Kuvayev, Territoriya. Moscow: Sovremennik, 1975; Terri-
tory. Translated by Robert Daglish. Moscow: Progress
Publishers, 1982. (Theme: Working class novel.)

Ivan Lazutin, rodnik Probivaet Kamni. Moscow: Sovremennik,
1974; Through the Thorns to the Stars. Translated by Jan
Butler. Moscow: Progress Publishers, 1979. (Theme:
Working class novel.)

Zigmynd Skujins, Muzhchina vo Tvete Let. Moscow: Sovetsky
Pisatel, 1977; A Man in His Prime. Translated by Laura
Beraha. Moscow: Progress Publishers, 1981. (Theme:
Scientific-Technical Intelligentsia.)

Boris Vassilyev, V Cpiskakh ne Znachilsya. Moscow: Pravda,
1978; His Name Was Not Listed. Translated by Vladimir
Dober. Moscow: Progress Publishers, 1978. (Theme: War
novel.)

Nikolai Pavlovich Voronov, Makushka Leta. Moscow: Profizdat,
1976; The Crest of Summer. Translated by Yuri Nemetsky
and Sergei Svrovatkin. Moscow: Progress Publishers, 1980.
(Theme: Production novel.)

The tamizdat writers selected for the sample were

Fazil Iskander, Sandro iz Chegema. Ann Arbor, Michigan: Ardis
Publishers, 1979; Sandro of Chegem. Translated by Susan
Brownsberger. New York: Vintage Books, 1983. (The author
still resides in the Soviet Union.)

Vladimir Maximov, Porshchanic iz niotkuda. Frankfurt am Main:
Possev Verlag, 1974; Farewc!l from Nowhere. Translated by
Michael Glenny. New York: Doubleday and Co., 1979. (The
author emigrated from the USSR in April, 1974, after publi-
cation of his novel in the West.)
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Sasha Sokolov, Shkolu dlia durakov. Ann Arbor: Ardis, 1976;
School for Fools. Translated by Carl R. Proffer. Ann Arbor:
Ardis, 1977. (The author emigrated in 1980.)
Georgi Vladimov, Ernyi Ruslon. Frankfurt-on-Main, Possev
Verlag, 1975; Faithful Ruslon. Translated by Michael Glenny.
New York: Simon and Schuster, 1979. (The author requested
to emigrate in February, 1983.)
Vladimir Nikolaevich Voinovich, Pretendent na Prestol. Paris:
YMCA, 1979; Pretender to the Throne. Translated by Richard
Lourie. New York: Farrar Straus Giroux, 1981. (The author
emigrated in December, 1980.)
Alexander Zinoviev, Svetloe bucdushcee. l.ausanne: L'Age
d'Homme, 1978; The Bright Future. Translated by Gordon,
Clough. New York: Random House, 1960. (The author
was expelled due to publication in April, 1978.)
\
The Gosizdat (Published by the Soviet Government) Writers:
Plot and Main Characters

Chingiz Aitmatov's novel was concerned with the traditions of his
native area and the role of adolescents during the time of the Great
Patriotic War (World War [l in the USSR). In The Cranes Fly Early,
the Kirgiz writer told about a distant Kirgiz village in the war years
of 1941-45. All capable of bearing arms had left for the front Jeav-
ing only the elderly, women and children. Teenagers found themselves
faced with the need to do men's work; for the first time they were
called upon to carry out the spring ploughing and sowing under diffi-
cult wartime conditions. This was the story of how they coped, of
their maturing in the process and of first love.

Sultanmurat was the protagonist of the novel and was endowed
with all the virtues and shortcomings of a 15 year-old who had been
given responsibilities beyond his age during the Great Patriotic War.
At times, he was short-tempered with his yocunger brother, showed
intense jealousy of his newly found love, Myrzagul, and behaved reck-
lessly in a horse race with his competitor, Anatai, for recognition
and leadzrship. Added to this, he showed poor judgment in pursuing
thieves who had stolen the plough horses, which ended in tragedy
when his cherished horse, Chabdar, was killed.

The n:ajor themes of Astafiev's novel, Queen Fish, represented a
portrait of the hardships of life in Siberia and the effects of recent
incursions on nature by modernisation and development of the natural
resources. New construction projects, the penetration of the vastness
of the hinterland by helicopter and the uprootedness of the lives of
the people of the North were graphically revealed in this novel. The
problems of environmental destruction, corruption of poschers and
alcoholism, as well as the simplicity and veracity of native tradition
were depicted through a multitude of colourful characters.

Astafiev's narrator was a professional writer whose trips to his
native Siberia were most often made for funerals. His younger brother
Nikolai Petrovich (Kolya) eked out a living hunting polar fox in the
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tundra and tried to care for a family his alcoholic father could not
support. Another protagonist was Akim, a friend of Kolya's who had
been reared on the banks of the Yenisei in the settlement of Boganida,
where hunger drove him annually into the tundra in search of food.
He had not been baptised, nor was there a record anywhere of his
birth. He knew he was the son of a Russian who had made a few
roubles in the North, then disappeared, and a mother whose children
were fathered by "the fisherman."

Victor Astafiev's use of satire made some of the most gross
revelations palatable and alcoholics humourous, even to be pitied. His
ending was equivocal. He noted that while all these technological
changes had brought about the destruction of some good things in life,
other profitable outcomes were gained. Astafiev's narrator asked:
"So what have I been seeking? Why torment myself? Why? Why?
No answer for me." (Astafiev, 1982:444)

Yuri Bondarev's The Choice took place during the 1970's and fo-
cussed on the lives of two men: a well-known artist, Vladimir Alex-
eyevich Vasilyev and his childhood friend, Ilya Petrovich Ramzin, who
vanished in the Ukraine in 1943 after a night battle. Ilya became a
German POW who made the choice to stay in Germany and become a
businessman. Both men were born and reared in Moscow, lived in the
same apartment block, studied in the same class and volunteered for
the army together when the war broke out, serving in the same unit.
Both were romantically involved with a childhood friend, Maria, who
later married Vasilyev when llya Ramzin failed to return from the
war.  On a visit to Moscow, llya ended his life, begging forgiveness
for his sins. This act was the result of a desire to be buried in
his native land. (The interpretation of a Soviet citizen who saw the
play in Odessa was that llya committed suicide because he wanted
to be buried in his native land.) Bondarev's novel presented deep
insights into psychological problems through the discussion of the char-
acters, touching on sensitive issues of Soviet society and communist
morality. The novel was very popular in the Soviet Union, and Bon-
darev was attacked by official literary critics ("Nayti Geroy" [Hero
Discovered], Komsomolskaya Pravda, 22 June, 1985:2).

The Shore of Love centred around Kolkhoz life and an eccentric
sailmaker who was forced to retire to his native Ukrainian village of
Kurayevka on the Black Sea. The Ukrainian novelist Oles Honchar's
story told much about workers® lives, Kolkhoz village life and that of
seafaring men. The protagonist was Andron Gurjevich Yagnich, who
had been declared medically unsound for further duty on the Orion at
sea. His relationships with his family, the villagers and their children,
gave insights into a noble, but at times cantankerous character, and
his love of life. Inna, Yagnich's niece, was a nurse just entering the
collective farm life. She met her challenges with courage and her
emotionai life with mature analysis. In addition to giving herself over
to her socialist duty as a nurse, Inna had poetic talents and deep feel-
ing for her native land. The negative character of the novel, Inna's
boyfriend, Victor, caused a great deal of difficulty with family and
friends, through his delinquent hehaviour. His suicide was an wnusual
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solution to problems in a socialist society.

The setting of Korneshov's novel, A Brush With Hate, began on
May 9, 1945, when armed bands of Ukrainian nationalists continued to
fight on in an effort to prevent the re-establishmert of the Soviet
government, receiving aid from Central Headquarters of the Organisa-
tion of Ukrainian Nationalists (OUN) established in Munich, supported
by the American military. According to the author, the OUN vras
set up by Ukrainian traitors to wage a war on the Soviet Ukraine.
The organisation collaborated with the Nazi invaders and carried out
bloody raids under Nazi Germany's intelligence service (Abwehr), its
longtime paymaster. After the defeat of Nazi Cermany, the ring-
leaders of the OUN scuttled to the West, and at the instigation of
imperialist intelligence, tried to start a terrorist war against the
Ukrainian people. The Ukrainian Insurgent Army (the UIA) was thg
bandit armed gangs formed and equipped by the Abwehr in Nazi occu-
pied arcas of the Western Ukraine. They carried on their battle after
the Nazi retreat. In the course of an uncompromising class struggle,
Communists, Komsomols and the NKVD joined forces to defend the
interests of the people and wipe out the reactionary organisation set
up by Ukrainian nationalists, who had betrayed their own people. A
Brush With Hat> was the story of a major NKVD operation that was
carried out in the Western Ukraine.

Korneshov was a well-known writer of detective novels in the
Soviet Union, and his novel followed the pattern of a mystery story.
There were over 30 characters in the novel, most of whom had aliases,
and it was not revealed until the end of the novel that the main
character was Maria Shevchuk (alias Ganna, Galya, Zoryana, Gorlinka,
Podolyanka, Mavka), who was a Captain of the State Security Service.
Early in the story, she was switched by the NKVD for the OUN cour-
ier, Zlata Guliyaiviter, who had been arrested while on a mission to
the Ukraine 1o set up a radio station. Maria completed her mission
successfully, and the Ukrainian nationalists were forced to cease their
operations.

The Territory was actually Chukotka, a remote peninsula in the
far northeast of the Soviet Union, and the plot of Oleg Kuvayev's
story told of the search for commercial gold, so necessary for the
country's future, against the officially recognised view that there was
no gold there. The only man with a firm belief of its existence was
Chief Engineer Chinkov, the Administration's Chief Engineer. His
belief was based on knowledge, experience and intuition.  Chinkov
gradually won over supporters, in many cases through devious and
underhanded means, and the success of the expedition turned out to
be the result of a sustained effort by the work collective with a
deep understanding of the social significance of their work. Chinkov
was regarded as an adventurer and careerist by those who attempted
to block his efforts, specifically his immediate superior, Robykin, who
also was motivated by the interests of the state. While The Terri-
tory was a fictional account of the discovery of gold, its main theme
was intended to 'praise the creativity and strength of the human
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spirit . . . and dedication to one's work." (Kuvayev, 1975:6-9) Much
of Cinkov's success depended on the surveyor, Sergei Alexandrovich
Baklakov, who not only welcomed challenges, but ha¢ the natural
intuition needed for successful prospecting. A man's value depended
on his ability to live in a group and his dedication to the idea that
work was the only worthwhile value. The conflicts in the novel were
not over production decisions, but in the moral sphere as well, and the
author conveyed the notion that those who succeeded were not repri-
manded for their unorthodox methods for accomplishing a task. The
novel was rich in portraits of native traditions and descriptions of the
hard life of the Far North.

I. Lazutin's novel, Through Thorns to the Stars, told the story of
the dreams of a young girl, Svetlana Karetnikova, who wanted to be-
come an actress: her frustrations and fears and how she found her-
self and the meaning of life through her work in a factory. Svetlana's
Aunt Kapitolina misguided her in the pursuits toward a career by
arranging a meeting with a famous film director, whose amorous ad-
vances nearly led to disaster. The main protagonist who rescued her
was Svetlana's grandfather, Pyotr Karetnikov, a former revolutionary
and a worker (from generations of workers), who guided her with
his wisdom. Volodya Putintsev, Svetlana Karetnikova's boyfriend, was
a promising talented film actor, who was also listed on the Board
of Honour at his factory. Volodya overcame his intense jealousy of
Svetlana's acting career, and they later married. Kornei Brilev,
director of the factory Cultural Club and confirmed alcoholic, found
a cure for his addiction with the help of the Communist Party Sec-
retary.

Skujins' novel, A Man in His Prime, addressed the social issues of
Soviet society in the Republic of Latvia, and in particular, the life
style of the scientific intelligentsia.  Skujins satirised the topic of
the Soviet middle aged man in crisis, against the background of produc-
tion problems in industry of communications. Many modern day
issues, such as problems with women office workers, attitudes toward
divorce and adultery, were addressed.

The protagonist, Alfreds Turlava, was a 47 year old design engi-
neer for telecommunications, who was acutely aware of his middle
age crisis. He became involved in a l.ve quadrangle. His dilemma
was satirised in an insightful way, as he attempted to juggle his pro-
fessional career, which was fraught with problems of obtaining appro-
val for innovations and meeting production plans, with his family life
and his mistress, whose youth kept him marching at a fast pace.
Alfreds wanted a son to carry on his name, and he was elated to
find out that his mistress was pregnant, but he later discovered that
he was not the father. Alfreds Turlavs' wife, also a worker, had
been married to him for 20 years. Alfreds decided to divorce her,
just at the time of their daughter's wedding, and the divorce was a
tragedy for his wife. Vita, the daughter, was a worker in a physics
institute and  had her own plans for her life. She took an exception-
ally mature approach to her life under the circumstances of her par-
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ents' pending divorce. Skujins' philoscphical message on the nature
of divorce was equivocal. His protagonist asked who was 10 decide
what was moral and gave no clear cut answer.

The major theme of His Name Was Not Mentioned was the
Great Patriotic War and the heroic efforts of one young officer to
defend the motherland from the Nazi invaders at Fort Brest. Boris
Vassilyev's novel, based on a true story, described the Soviet for-
tress farthest west, which was reduced to ruins in the first hours of
the Nazi invasion. The 19 year old Lieutenant Nikolai Petrovich
(Kolya) Pluzhnikov arrived in Brest on the last peaceful night in
June, 1941. His name had not yet been put on the muster roll of
the garrison, but he took up his position and fought to the last. The
German armies overran it and marched ahead, continuing their inva-
sion and capturing one city after another, but the Brest Fortress was
in the rear and had not surrendered, holding out four months to the
last man. Vassilyev conveyed the disillusionment of the trapped So-
viet defenders, who waited for reinforcements which never came, and
the recriminations of a leadership so ill prepared for the disaster.

The young lieutenant discovered the law of warfare, which was as
simple and inevitable as death: that if you were alive, then someone
else died for you. His first trials at leadership were filled with
many mistakes due to inexperience and, at times, a vain ego, but
his noble death made him a truly heroic figure, a tribute to which
a monument was erected at Brest in memory of this "unnamed hero."

Nikolai Pavlovich Voronov's novel, The Crest of the Summer, was
concerned with the problems of a major production in a generating
plant during the Great Patriotic War, and a post war metallurgical
plant in the town of Yellow Water Lilies. The difficulties encoun-
tered by innovations due 1o the technological revolution, both in
management of the plant and the effect it had on workers' lives,
was the focus of the author's plot. The challenges of meeting pro-
duction plans, problems of working conditions and environmental con-
cerns were the primary issues.

The major characters were Inna Savina, Anton Gotovtsev and
Marat Kasyanov, who were classmates during their school years in
the town of Aheleznodolsk and who formed a romantic triangle in
which Marat and Anton vied for Inna's favours. Inna was a self-cen-
tred girl whose family had been evaculated from Leningrad and who
later became an investigative reporter for a Moscow newspaer. Anton
and Marat both worked at the local power generating plant while
attending school and later became associated in the turmoil of the
metallurgical plant in Yellow Water Lilies, where Marat became dir-
ector and Anton was the innovator of a new machine, a cause of
much turmoil in its development.  The three of them came together
when Inna Savina was sent to investigate the troubles surrounding the
plant.  The conflicts of this novel were not only associated with
technological innovations, but the moral and psychological conflicts
in the resolutton of such problems.
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The Tamizdat (Published Outside the USSR Without Soviet
Government Authorisation) Writers: Plot and Main Characters

Fazil Iskander's Sandro of Chegem covered the 80 year story of
Uncle Sandro from the 1880's to the 1960's through his nephew, a
newspaperman who narrated the story. Iskander made ironic mock-
ery of ethnic groups, which he considered the most peaceful form of
ethnic prejudice. His story about the patriarchal village life of
Abkhazia, in the Transcaucasus, was real, except the names, Kenguria
and Enduria, and their central cities, Kengursk and Endursk.  The
latter name derived from the Russian root 'dur-', meaning fool.
Mukhus was an anagram for Sukhum, the capital of Abkhazia. Is-
xander admitted to idealising a vanishing way of life, and in so dc-
ing, he presented a bill for the future.

Uncle Sandro was a famous tamada (toastmaster) in his day,
very popular in his community, and he "walked through life trying
io ornament festive tables." (Iskander, p. 263) From time to time,
he was a watchover, meaning leader. Uncle Sandro belonged to the
Abkhaz Dance Ensemble during the time of Stalinist Terror, and in
a willy nilly fashion, managed 1o survive the destruction of that per-
1oc.  Uncle Sandro's father, Khabug, was considered the most pros-
perous man in the village; with a patriarchal family of many sons, he
had built up a fortune. Then the wave of collectivisation rolled over
the mountain viilage of Chegem in the early 1930's. Through the
narrator, Blackamoor, Khabug's mule, the tragic story of that era was
unfolded in a satiric manner. The author presented a way of life
and national tradition, that in many ways, lived around and contin-
ued during the major upheavals in distant Russia.

Vladimir Maximov's novel, Farewell from Nowhere, was the story
of the young boy, Vlad Samsonov, whose father was a political pri-
soner, later drafted and killed in the 1940's war, and whose mother
died through a train accident. Vlad was devoted to his maternal
grandfather, Saviely Anifrievich Mikhailyev, a long time revolutionary
and railroad worker, and patriarch of a large clan, filled with poli-~
tical animosities. The love of this grandfather and his support and
understanding of the youth, formed a bond he remembered throughout
his lifetime. The animosity of the mother for the young boy caused
him to run away from home, and his vagabond life portrayed the
corruption of Soviet society and law. Because the youth was a tal-
ented writer, he was given an opportunity for schooling at the Kolkhoz
and in the reformatory. At various times, he held positions on the
provincial newspaper, Cultural Museum, and he was a representative
to a Writer's Conference for his Kolkhoz. His sister, Katya, and her
family emigrated to Israel, where her letters revealed the difficulties
of life in emigration.

Sasha Sokolov's novel, A School for Fouls, portrayed a schizophre~
nic student attending a school for the mentally retarded, located in
the country where residents maintained summer dachas. The schizo-
phrenic's  father was a prosecutor who detested the geography teacher,
Norvegov. This teacher was a mentor to the boy, and he was loved
by all the "special students." The teacher was an idealist who hated
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the way the school and society were run. The schizophrenic's ques-
tions in the classrcom and to his dictatorial father, revealed much
about the bureaucratic nature of life, which so perplexed the dis-
turbed boy. The questions were quite sensible, though the answers
were not. The beloved teacher, Norvegov, died, and all mourned his
passing, even the principal of the school, who tried to get rid of him.
Much of the narration was achieved through the hallucinations of
of the schizophrenic, who referred to himself as "we" and argued
with his other self. Time and names had no meaning, and occurrences
could either be in the past or future; it was not an important matter.
The schizophrenic fell in love with his science teacher, Veta Arcadi-
evna, who was much older, and he fantasised their relationship. The
final note was the author and the schizophrenic going to the store to
buy more paper, so the author could continue the stories which the
schizophrenic wanted to relate to him.

Folk tales about animals who talk and think like human beings
occur all over the world, and they can involve %ocial satire or criticism.
This kind of story was especially useful to Soviet writers as a way
of expressing resentment, which otherwise could not be revealed.
Georgi Vladimov's novel, Faithful Rusian: The Story of o Guourd
Dog, was one such literary creation. The setting for the novel was
the period of 1956-57, with Khruschev's order for demobilisation of
Stalinist labour camps. Ruslan's Master was about to destroy the
guard dogs which could not be retrained, but let them go, instead.
Ruslan was ordered by his Master to leave down the road, and he
spent the rest of his short life waiting for the return of prisoners.

In the village where the dogs gathered, Ruslan again discovered
his Master, in a restaurant talking with Shabby Man, a former inmate.
His Master treated Ruslan cruelly in order to get him to leave and
build another life, but the experience was a bitter disillusionment
for the faithful dog. Shabby Man found Ruslan and took him home;
the old ex-inmate needed a companion, and Ruslan had himself a
priscner to guard. Ruslan met the trains every day, and he was
ecstatic when a load of workers arrived. He and the other guard
dogs converged on the column to escort them to the camp. They
took up their positions and jogged down the road, but Ruslan never
reacheJ the end. Tragedy struck when two dogs attacked a worker
for getting out of line. Ruslan returned to the end of the column
to restore order. As he arrived, the dogs were leaving, and the
workers commenced to attack the dogs. Only Ruslan did not give up.
He did his duty to the end, and he died in disillusionment that he
should be so iil treated merely for doing his duty. Through the con-
sciousness of the canine, Viadimov had shown the 'spiritual tragedy
of modern Russia: of the Great Revolution, the New Deal that in-
spired such high hopes . . . and which guttered down to become
nothing but the old tyranny in another -- even a worse -- form.!"
(Viadimov, pp. 8-9)

Pretender to the Throne: The Further Adventures of Prvate lvan
Chonkin was a sequel to Vladimir Voinovich's novel, The Life and
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Extraordinary Adventures of Private Ivan Chonkin,  The work was in-
tended to be a trilogy describing the Great Patriotic War period in
the Soviet Union, especially the behaviour of Soviet bureaucracy, as
well as the fate of innocent individuals who became its victims. In
the first novel, Chonkin stayed at his post and defended a plane
which had a forced landing in Krasnoye, where the Army forgot about
him. He was living with Nyura, the unmarried village postal carrier,
at the time of the German invasion. Then the NKVD was sent to
arrest him as a deserter, but he and Nyura defended the plane,
according to orders, and disarmed the detachment, as well as the
local NKVD chief himself. Chonkin was first decorated for valour
for withstanding the attack, then arrested for desertion. At this
point, Voinovich continued the narrative with Pretender to the Throne.
It was discovered in Chonkin's native village that he was the illegiti-
mate child of Prince Golitsyn, and the charges of desertion escalated
into international conspiracy. Hitler was informed by head of the
Abwehr, Canaris, that Prince Golitsyn had been arrested by the Soviet
authorities, and he ordered German tanks away from Moscow to res-
cue Golitsyn.  Stalin was informed by General Dobrenky that  Chonkin
was a peasant hero for having stayed by his post as ordered and capturing

a detachment of Soviet soldiers sent to arrest him. Stalin ordered
Chonkin released. Fiascoes of the KGB were related in the execu-
tion of Captain Milyaga for the Chonkin debacle, and then a public
mock funeral was held to “rehabilitate the image of the Right
People." The captain was buried as a hero. The KGB was ordered
to find the German spy, "Hans," who was immediately linked to the
international conspiracy of Chonkin. Lieutenant Filippov replaced the
executed Captain Milyaga and immediately became linked with Chon-
kin's so called conspiracy. Fedot Figurin renlaced Filippov and very
soon became involved in a love affair with tr office secretary, later
to be revealed as the German spy "Hans." .- .aglings of bureaucracy
were satirised, such as the case of a Kolkhoz chairman's arrest for
not delivering goods to an area which had been evacuated and in
which he was the sole occupant. Another instance was a school
teacher who received a reprimand for a remark he made when the Ger-
mans invaded and suffered a heart attack during the reprimand. The
local Communist Party Secretary, who had been delivering the repri-
mand, was removed. A third case was the alcoholic Prosecutor,
Evpraksein, who committed suicide because his conscience overcame
him for convicting innocent people.

Voinovich did not make Private Chonkin a leading character in
the novel. Indeed, Chonkin was in prison the whole time of the
story.  Chonkin was an easy going man and not inclined to high
principled declarations. He was unfailingly loyal, conscientious and
devored to Stalin.  In his devotion, he revealed the true workings of
the bureaucracy under Stalin and achieved his own personal victories
over i,

Alexander Zinoviev's, The Rodiant Future, portrayed the struggles
of an esteemed Marxist theoretician who wanted 1o become a member

U




An Educology of Politics 27

of the Academy of Sciences, the highest Sovier cultural body. He
seemed to have all the necessary qualifications, but he had one fault.
He was a liberal, and he claimed to have built his career by serious-
ly studying Marx and examining the ideclogy in detail, rather than
repeating slogans. Zinoviev's narrator was the Head of the Depart-
ment of Theoretical Problems of Methodology of Scientific Commun-
ism. Through discusiicns with the Head's close friend, the former
political prisoner Anton Zimin, the philosophy of Marx and Soviet
society were denigrated.

Intellectual discussions and political arguments took place at the
narrator's home and at "The Dive, a local drinking hang-out. Here
Zinoviev's narrator met with Anton, Nameless (who later proved to
be a physicist) and some of his colleagues from his Institute, all of
whom suspected each other of being informers. In his struggle for
advancement, the narrator came into conflict with Academic and
Party bureaucracy in the form of Tvarzhinskaya, Director of the
Department of Scientific Communism, Vfadilen Makarovich Eropkin,
Directo: of the Party Institute, Vaskin, from the Higher Party School,
and Kanareikin, Director of the Institute. Zinoviev's natrator did not
receive his cherished promotion; his daughter committed suicide as
the result of a discovery she made about her father; his wife divorced
him; he was dismissed from his job at the Institute; and he was ex-
pelled from the Communist Party. Zinoviev's thesis was that people
become dissidents, even against their will.

Criteria for Analysis of the Novels

A content analysis of the novels was made on the basis of a num-
ber of criteria derived from two sources: (1) Soviet constitutional
guarantees and (2) standards for writing as specified by the Secretary
of the USSR Writer's Union in 1977 {Markov, 1977).

Articles of the Constitution of the USSR which were relevant to
the content analysis of the novels included the following:

Article 40. Citizens are guaranteed the right to employment
and pay in "accordance with the quantity and quality of their
work, and not below the state-established minimum, including
the right to choose their trade, type of job and work in accor-
dance with their inclinations, abilities, training and education,
with due account with the needs of society. This right is en-
sured by the socialist economic system . . . free vocational
and professional training, improvement of skills, training in new
trades . . . development of the systems of vocational guidance
and job placement." (Report, 1977:12)

Article 41, Citizens have the right to rest and leisure.  "This
right is ensured by the establishment of a working week not
exceeding 41 hours . . . . by the provision of paid annual holi-
days, weekly days of rest, extension ol the network of cul
tural, educational and healthy . . . institutions, and the devel-
opment . . . of sport, physical culture, and camping and tournism,
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by the provision of neighbourhood recreational facilities
and other opportunities for rational use of free time." (Report,
1977:18)

Article 42. Citizens have the right to health protection. "This
right is ensured by free, qualified medical care provided by
state health institutions; by the development . .. of safety and
hygiene in industry, by carrying out broad prophylactic mea-
sures; by ... [improvement] of the environment; by special
care for the health of the rising generation, including prohibi-
tion of child labour, excluding the work done by children as
part of the school curriculum .. .." (Report, 1977:18)

Article 43. Citizens have the '"right to maintenance in old age,
in sickness, and ... disability. This right is guarantced by
social insurance of workers . .. by the provisions by the state
or by collective farms of retire.nent pensions . . . by providing
employment for the partially disibled; by care for the elderly
and the disabled; and by other fo.ms of social security." (Re-
port, 1977;18)

Article 44, "“Citizens of the USSR have the right to housing.
This right is ensured by the development and upkeep of state
and socially-owned housing; by assistance for cooperative and
individual house building; by fair distribution, under public con-
trol, of the housing that becomes available . ... Citizens of
the USSR shall take good care of the housing allocated to
them." (Report, 1977:18)

Article 45. Citizens have a right to education. "This right is
ensured by free provision of all forms of education, by the in-
stitution of universal, compulsory secondary education and . . .
development of vocational specialised secondary and higher ed-
ucation . . . development of extramural correspondence and
evening courses; by the provision of state scholarships and
grants . . . by the issue of free textbooks; by the opportunity
to attend a school where teaching isin the native language . . ."
(Report, 1977:18)

Article 46. "Citizens have the right to enjoy cultural benefits
. . - by developing television and radio broadcasting and the
publishing of books, newspapers and periodicals, and by extend-
ing the free library service; and by expanding cultural exchange
with other countries." (Report, 1977:19)

Article 50. "Exercise of . .. political freedoms is ensured by
.« . broad disseminaiton of information, and by the opportunity
to use the press, television and radio.”" (Report, 1977:19)

Article 52.  "Citizens . . . are guaranteed freedom of conscience
. - the right to profess or not to profess any religion, and to
conduct religious worship or atheistic propaganda. Incitement
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of hostility or hatred on teliginus grounds is prohibited. In the
USSR, the church is separated from the state, and the school
from the church." (Report, 1977:19)

Article 57. Respect for the individual and protection of the
rights and freedoms of citizens "are the duty of all state bodies,
public organisations and officials. Citizens of the USSR have
the right to protection by the courts against encroachments on
their honour and reputation, life and health, and personal free-
dom and property." (Report, 1977:18}

Article 61."Citizens are obliged to preserve. .. socialist pro-~
perty. It is the duty of a citizen of the USSR to combat mis-
appropriation and squandering of state and socially-owned pro-
perty‘ax;d to make thrifty use of the people’s wealth." (Reporr,
1977:20

Article 65. "A citizen of the USSR is obliged to...be uncom-
promising toward anti-social behaviour and to help maintain
public order. (Report, 1977:20)

Standards for writers in the USSR to follow in the late 1970's
were specified in a speech by Georgiv Markov, Hero of Socialist Labor
and Secretary of the USSR Writers' Union. The title of his speech
was "Talent and Inspiration for the People,' and it was published in
Literaturnaya Gazeta, 29 June, 1977. He wrote that the preamble to
the draft constitution addressed the increasingly favourable conditions
for the comprehensive development of the individual and higher organi-
sations, moral constitution and consciousness of Soviet working people,
patriots and internationalists. The right to work, free medical assist-
ance, leisure, free education a2nd housing guaranteed by the constitu-
tion produced considerable changes in both the Soviet citizens' way of
life and in their spiritual growth. It was the task of Soviet literatute
to show these changes: the moral improvement in people of contem-
porary times; the changes which the contemporary worker, peasant
and intellectual had undergone (Markov, 1977:25-27).

The initial categories for analysis of the novels were derived from
the literary criteria as specified by Markov's speech. Other cate-
gories were added as they appeared in the novels, thus the category
of "rights and duties of citizens" (from Articles 59-69 of the USSR
Constitution) was added as it appeared in the novels, even though
Markov had not mentioned this area of Constitutional Guarantees in
his 1977 speech.

What was left out of Soviet literary criteria by Communist Party
officials, but was included by Soviet writers and allowed to remain
by the government censors was often significantly revealing of the
trend of Soviet literature for moral education.

The final set of categories used for the content anmalysis of the
novels was as follows:
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hcusing

medical assistance

right to employment

leisure

free education

retirement (pension)

(g) rights and duties of the cirizens
)} freedom of information (newspaper, television, foreign

literature, foreign films, foreign broadcasts)
freedom of reseatch
availability and control of publications
freedom of opinion
academic freedom
right to privacy
informers
enemy of the people

In addition to the 7 major categories and the 8 subcategories,
the content analysis of the novels applied the categories of social
realism, critical realism and dissidence to classify the novelists'
method of writing.

Brown (p.15) has stated that the official obligatory style of
Sovtet literature under Stalin was "socialist realism.” Much intellec-
tual effort has been spent in searching for the meaning of this term.
Realism in art was equated with materialism in the philosophy of
the late 1920's, and it received official sanction as the correct view
{or Marxist writers. The kind of realism that should be cultivated
remained a problem. Psychological realism seemed to lead into the
acceptance of individual psychology. Objective realism sometimes
revealed negative aspects of Soviet life which were not regarded as
typical. Critical realism exposed the faults of society, but affirmed
nothing. Naturalism, a view related to realism, focussed on biologi-
cal rather than social factors in human development. The "dialecti-
cal materialist method" in realism, supported by the Association of
Proletariat Writers (RAPP), was both vague and doctrinaire.

The qualification of the term 'realism' by the ter.r 'socialist’ is
attributed to Stalin, and the term 'socialist realism' came into use
in 1932, Since the term 'socialist' had a generally positive connota~
tion, but dubious meaning as applied to literature, the meaning of
‘socialist realism' could be worked out in practice and by official
pronouncements so that it would mean whatever the going authority
said that it was. The incorrigible individualists either fell silent ot
emigrated. Production of literature tended to become a disciplined
effort whose social purposes far transcended the individual human
being. Writers were regarded as "engineers of the soul," and after
1946, when Andrei Zhdanov, a political leader close to Stalin, became
the Communist Party spokesman in literature, he and his lieutenants
expressed the demand for tendentious works in crude, direct terms.
The abuse of deviant writers reached incredible harshness.
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Official Soviet critics have r garded modernist departures from
verisimilitude as dehumanising and as evidence of bourgeois deca-
dence.  Literature under Stalin presented a striking contrast to
literature in the West as well as to the innovative form and content
of Russian modernism. The frequent notes of individualism and
pessimism in contemporary Western writing and its concern with sex,
perversion, violence and absurdity are treated in the USSR as an
index of the decline of a civilisation. Writers under Stalin and
Zhdanov were obliged to adopt procedures quite different from those
that appeared dominant in the West. They had the obiigation to
"reflect reality in its revolutionary development” (Brown, p. 16), to
operate only with universally intelligible language and literary forms
and to present positive heroes and optimistic themes.

Khruschev declared that

The strength of Soviet literature, the most advanced in the
world, is that it is a literature for which there can be no
other interests than those of the people and the state.
(Khruschev, 1957)

According to the Ccmmunist Party,

Literature and art are part of the whole people's struggle for
Communism . ... The highest social destiny of art and liter-
ature is to mobilise the people to the struggle for new ad-
vances in the building of Communism. (Decree, 1946:40)

Works produced by socialist realists varied in style and content, but
in all of them the purpose was to present descriptions of life "in its
revolutionary development." (Khruschev, 1957:40)

From the Soviet point of view, Pospelov (p. 57) explained, the
term ‘creative or artistic method' was first introduced into Soviet
literary theory by members of RAPP (the Association of Proletariat
Writers) in 1929-31. They borrowed the term 'method' from the
history of philosophy. Striving to affirm the guiding and dominant
significance of "proletarian literature, they proclaimed the 'crea-
tive method" of this literature to be "dialectical materialism."” In
order to give their generalisations greater basis, they applied them
to the entire world history of literature, in which they identified
two principal "creative methods" -- realism and romanticism. They
held that realism developed fro.n a materialist's worldview and ro-
manticism, from an idealist's worldview. This subordination of the
principles of artistic creativity to the principles of philosophy was
eventually regarded as "false to the point of naivete," (Pospelov,
p- 57), and it became decisively refuted after the dissolving of the
RAPP and other literary groupings. Realism, however, long remained
in the minds of Soviet critics and literary scholars as one of the
"creative methods" of world literature, and as the most progressive
and significant among them. (Pospelov, p. 57)

Previously realism had been regarded as a literary "school' which
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replaced the romantic "school," but understood as a "method," real-
ism turned out to be something considerably broader and more uni-
versal. As a "method," it could be discovered not only in works of
the realist "school,”" but in those of other "schools" and other his-
torical periods, even in works created before any "schools." As the
ideological needs of Soviet critics changed, their theoretical concepts
changed accordingly. In the mid-1930's, the very important and
fruitful idea of the national significance of imaginative literature
was advanced by critics. Imaginative literature as an art form was
replaced by the ideological-emotional generalisation of life, produc-
ing a unity of two different functions -- the cognitive and the ideo-
logical-educational, each having its "value" significance for society.
Therefore, for literary scholarship and criticism, it was necessary to
have a criteiion for evaluation of both of these social-value aspects
of the content of literary works, with corresponding sets of terms
to denote them and to differentiate them. Works which have any
depth in dealing with their themes thus have cognitive value. But,
at the same time, they obtain and retain their value for society
only when their ideological-emotional bent is historically valid. (Pos-
pelov, p. 57)

The First Congress of Soviet Writers recognised that realism had
acquired new properties which distinguished it from the realism of
classic 19th century literature. The awareness of these differences
led to the creation of two new concepts: ‘“critical realism" and
"socialist realism, both of which had typological meaning. New and
even greater difficulties in the system of concepts and terms in
Soviet literary scholarship arose in the second half of the 1950's,
when the concept of "creative method" radically changed in content
under Khruschev. (Pospeiov, pp. 58-62)

In the collective work, A History of Russian Soviet Literature
(1959), it was stated that

The concept 'artistic method' means the unity of ideological
and artistic principles by which the writer is guided in his
attitude toward reality, in his selection, interpretation, and
representation of the phenomena of life.

The principles of "attitude" toward life, "selection” and "interpreta-
tion" of its phenomena held first place. These three principles
applied to the aspects of the content of works -- their themes, the
problems they dealt with --and always depended on their "specific
worldview" that was also historically unique. (Pospelov, p. 62)

Debate over the term ‘'socialist realism' was allowed to continue
into the late 1960's, when Yuri Barabash stated that socialist realism
was the one and only method of contemporary Soviet literature. He
declared the method had many facets, one of which was romanticism.
Ovcharenko formulated the answer differently. He emphasised that
in socialist literature, romanticism did not contradict its realism. He
mainteined that

Socialist literature is truly muitifaceted not only in its types
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and genre but also in its principles of reflection of life. Fur-
thermore, the realistic principle of reflection of life naturally
has the guiding and dominant significance init. (Pospelov, p. 63)

The controversies caused Max Hayward in "The Decline of Social-
ist Realism," to write in the early 1970's that the

meaning and scope of socialist realism have revealed profound
differences among the "theorists" about how to deal with cur-
rent Soviet literature. (Hayward, 1972:97)

It was clear to him that the conservatives would exclude everything
that was not socialist realism. The alternative was to admit the
existence of different trends, and the recognition that significant
works had been published which qualified as critical realism. Hay-
ward cited Ovcharenko as saying this had been true of such authors
as Solzhenitsyn, S. Zalygin, V. Bykov, V. Voinovich and V. Syomin
(two of whom left the Soviet Union within the decade), and that he
himself considered it a complicated problem. Ovcharenko considered
the "quasi official" Statutes of the Union of Writers description of
socialist realism as a "basic method" to mean literally that there
were other methods which could not simply be dismissed.

A plenum of the Union of Writers in February 1972 discussed the
need to strengthen "partiinost" (Party-spiritedness) and to develop
the "fruitful traditions of socialist realism.” (Yagodkin, p. 97) The
Moscow Communist Party Secretary Yagodkin in 1976 declared the
vital task of the author was to bring every Soviet individual all that
was beautifu, heroic and cutstanding, which linked patriotism of the
Soviet nation with the people. The writers' works should reveal the
revolutionary traditions of Soviet society and the culture of the
Motherland. He had to show the new generations the majesty of the
Soviet people, its genius and its heroism. (Yagodkin, p. 35)

The soul of the creative method of socialist realism was and
remains Communist Party spirit. This principle in no way con-
tradicts the freedom of artistic creativity, but isits expression.
It denotes the class direction of the artist's position.
(Yagodkin, p. 21)

Data Base Management

The data collected from content analysis of the novels were en-
tered into the computer program, Data Base Manager Il -- The In-
tegrator (version 2.0). The program enabled comparison of novels
in terms of the frequency of appearance in the novels of the 7 major
categories and the 8 subcategories. In addition, it enabled calculations
of the percentage of social realism in the novel as a method of writ-
ing. In rating the method of writing, a percentage was calculated
for socialist realism in comparison to the total number of times a
theme appeared by using the formula,

Percentage of SR = [SR/(SR+CR+DI)] 100,

~
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in which "SR" meant socialist realism, "CR" meant critical realism
and “DI" meant dissidence. Only 13 of the 16 writers in the sample
treated the theme of Constitutional Guarantees and Duties of Soviet
citizens. Table 1 shows the resuits of this analysis. The authors

Author Socialist Realism Critical Realism Dissidence
Astafiev 33% 53% 8%
*Iskander 25% 30% 45%
Korneshov 75% 25% 10%
Kuvayev 39% 61% 0%
Lazutin 88% 12% 0%
*Maximov 0% 60%

Skujins 16% 84% 0%
*Sokolov J% 65%
*Viadimov 0% 50%
*Volnovich 0% 53%
Voronov 34% 66%
*Zinoviev 0% 21%

Table 1:
Method of Writing by the Novelists in the Treatment of the
Theme of Constitutional Gurantees and Duties of Soviet Citizens

marked with an asterix were tamizdat writers.

In addition, this same set of authors was compared in relation
to what degree they adhered to the method of socialist realism in
the treatment of 7 major categories (categories a-g) and 8 subcate-
gories (gl-g8). The results of that analysis are shown in Table 2.
The first entry in the table, Astafiev, indicates that the author was
a gosizdat writer (published in the USSR with Soviet authorisation),
that the author treated the theme of housing (a) one time in the
novel, that in so doing the author adhered 100 percent to socialist
realism. The author treated the theme of free education (e) one
time in the novel, and in so doing, the author adhered 100 percent
to socialist realism. The author treated the theme of retirement
(pension) (f) one time in the novel, and in doing so, the author ad-
hered to socialist realism 100 percent. The author treated the
theme of rights and duties of citizens (g) and adhered to socialist
realism zero percent in the treatment. Instead, the author used cri-
tical realism (=) in the 5 times that the theme of rights and duties
of citizens were treated in the novel. The author treated the theme
of freedom of information, and in doing so, adhered to socialist
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Astafiev: (a)100%,1+;(e)100%,1+;(£)100%,1+; (g)0%, 5=; (gl) 33%, 1+, 1=,
1-;(g3) 0%,1=, Totals: 33%,4+,7=,1-

siskander: (a) 0%,2x; (b) 0%, 3=,1-; (e) 80%, 4+, 1-; (f) 100X, 1+; (g1) 0,
1=,3-;(g3) 0%, 1-; (g6) 0%, 1-; (g7) 0%, 1-; (g8) 0%, 1-.
Totals: 25%, 5+, 6=,9-

Korneshov: (e) 100%,2+;{gl) 50%,1+,1=. Totals: 75%,3+, 1=

Kuvayev: (a) 25%, 1+, 3=; (b) 0%, 2=; (d) 0%,1=; (e) 57%, 4+, 3=; (f) 100%,
1+; (g1) 50%,1+,1=;(g6) 0X,1=. Totals: 39%,7+,11

Lazutin: (a) 100%, 3+; (b) 100%, 2+; (d) 100%, 4+; (e) 88%, 7+, 1=; (f) 100%,
1+;(gl) 50%,1+,1=;(g3) 75%, 3+, 1=. Totals: 88%,21+,3=

*Maximowv: (a) 0%, 1=; (e) 0%, 6=; (f) 0%, 3=; (gl1) 0%,2=,1-;(g3) 0%,2=,2-;
(g7)0%,3=,6-;(g8)0%,1:,3-.\ Totals: 0%,18=,12~

Skujins: (a) 13%, 1+, 7=; (e) 25%, 2+, 6=; (g1) 0%, 3=. Totals: 16%,3+,16=

*Sokolov: (a) 0%, 1=;(b) 0%,1=,2-;(e) 0%, 4=, 3~; (f) 0%, 1=; (g1) 0%, 5=,
1-;(g4) 0%, 1=; (g5) 0%,4=; (g7) 0%,1=. Totals: 0%,17=,
9-

*Vladimov: (e) 0%,1=; (f) 0%,1=; (g) 0%, 1~;{gl) 0%, 1=; (g4) 0%,1-;(g7)
0%,1-. Totals: 0%,3=,3-

*Voinovich: (a) 0%, 2=; (e) 0%, 2=; (g) 0%, 1=;(g1) 0%, 2=, 3-; (g6) 0%, 1~;
(g7) 0%, 2=,3~; (g8) 0%,1=,2-, Totals: 0%,10x,9-

Voronov: (a) 18%,2+,9=;(b) 100%, 1+; (d) 50%, 1+, 1=; (e} 43%,3+,4=;(f)
100%, 1=; (gl) 40%,2+,3=;(g3) 50%,1+,1x; (g4) 0%,2=;
(g6) 0%,1=; (g7) 0%,2=. Totals: 34%X,11+,21=

*Zinoviev: (a) 0%,2=,1-;(b) 0%,2~; (d) 0%, 1=; (e) 0%,2=,5~; (f) 0%, 1~;
(g) 0%96';(81) 0%19";(82) 0%v4"; (33) O%v 4=’ 12";
(g4) 0%, 1~ (g5) 0%, 4=, 9-; (g7) 0%, 3=,6-; (g8) 0X,1 -
Totals: 0%,15=,57-

Key to Symbols: Percentages indicate degree of adherence to

socialist realism

Letters indicate categories for analysis (cf.p.30)

Numbers indicate number of times the author
treated the category

"4t indicates a socialist realism treatment

"=" indicates a critical realism treatment

"._" indicates a dissidence treatment

"ev indicates tamizdat authors

Table 2
Degree of Adherence to Socialist Realism in the Treatment
of Constitutional Guarantees and Duties of Soviet Citizens in
Novels of Gosizdat and Tamizdat Authors
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realism 33 percent of the time. In the author's treatment of the
theme of freedom of information (gl), he used the method of social-
ist realism (+) in one instance, the method of critical realism (=) in
a second instance and the method of dissidence (-) in a third. In
his treatment of the theme of availability and control of publications
(g3), he adhered to socialist realism zero percent, and he used criti-
cal realism (=) in his treatment of the theme. The second author,
Iskander, is a tamizdat writer, as indicated by the asterix. His ad-
herence to the theme of housing (a) from a socialist realism view-
point was zero percent. He treated the theme of housing (a) twice
in his novel, and he used the method of critical realism (=) in his
treatment of the theme.

The content analysis enumerated what one might expect. The
gosizdat authors used the method of socialist realism to a high de-
gree in the treatment of Constitutional Guarantees and Rights and
Duties of Soviet citizens, and the tamizdat authors did not.

Comparison of Authors

In his treatment of the theme of housing, the gosizdat author,
Lazutin, wrote that Marx said man had to have food, clothes and a
roof over his head before he could create philosophical, religious or
economic doctrines.  Astafiev, a gosizdat writer, described sturdy
constructions which were put up in the fishing village of Choosh,
with kindergartens and free television. Kuvayev, a gosizdat author,
told of workers' huts which never thawed out during the summer. A
one-roomed hut buried under the debris and steam pipes was the
envy of everyone. Furniture was made from grocery boxes. The
tamizdat writer, Maximov, wrote of living quarters in the Far North
as a bunkhouse wirth a partitioned corner for the cook and her hus-
band. Skujins, a gosizdat writer, described houses in postwar Riga
made by the homeowner which were comfortable and well kept.
Families preferred their ancestral areas, such as Kipsala, to the
housing developments in Riga. The protagonist in Skujins’ novel ob-
tained an apartment for his family by taking care of the homeowner's
furnace. The same was true in the novel by the tamizdat writer,
Iskander, whose character, Tengiz, obtained a room from Uncle San-
dro by agreeing to haul fire wood. The gosizdat author, Voronov,
wrote that many people lived in huts, hostels and communal apart-
ments. In his novel, the newspaper investigator, Inna, admired the
Siberian huts because the huts indicated family relationships.  She
stated that people had to take what they were given in concrete
buildings. On the other hand, Inna did not see women rushing to
live in peasants' huts, and the concrete buildings did not remain
empty. If empluyers did not provide housing, it was necessary to
rent whatever space could be found. Plant directors of housing were
anxious to satisfly complaints, and they created a new type of bar-
rack which was more like a house. Both sets of authors described
the private ownership of housing.  The gosizdat writer, Voronov's
newspaper woman, Inna, bought a three-roomed cooperative apartment
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with every modern convenience. The Chugunovs sold their house and
waited for the right market before purchasing again. The prosecutor
in the novel by the tamizdat writer, Sokolov, sold his dacha, in part,
to rid himself of his relatives. Only the tamizdat writer, Zinoviev,
described housing for intellectuals, and the five-roomed apartment of
his narrator was quite extraordinary., The gosizdat author, Voronov,
wrote that some architects rebelled successfully against state planning
and created modern, decorative structures. Honchar, a gozisdat author,
mentioned in his novel that in some cities there was an insufficiency
of water supply, and pipes were constantly under repair. The modern
construction worker had house trailers which could be hauled any
place at any time. The tamizdat writer, Iskander, described the diffi-
culties of peasants becoming accustomed to city prewar apartment
housing. The difficulty was that the housing had no fireplace. Dur-
ing the Great Patriotic War, communal sanitary facilities were men-
tioned in the novel of the tamizdat author, Voinovich, as being very
poor, and even prison cells were made available for rent.

On the theme of medical assistance, the Soviet writers had much
the same to write. The gosizdat author, Honchar, told of the barttle
to obtain hospital beds. The collective farm did not have a hospital.
Simple checkups required massive bureaucratic paperwork. At one
point in his novel. the outburst of patient frustrated with the bur-
eaucracy was interpreted by the authorities as a sign of senility.
The tamizdat writer, Iskander, told in his novel of the bureaucratic
mess encountered at a polyclinic.  The character, Uncle Sandro,
accused the director of the clinic of selling gold to speculators and
of promising two extra false teeth merely to meet a production
plan, not to serve the interests of the patient. The gosizdat writer,
Voronov, described the Outpatients' Department for the plant as a
barrack with a strip of tin. The medical practitioner had thousands
of patients. In the gosiztat author, Lazutin's, novel, private medical
treatment was preferred. A country doctor was described as having
a cure fot alcoholism. This theme was repeated in Kuvayev's novel
(a gosiztat suthor) in which the character, Mongolov, chose to be
treated by an ordinary country doctor. The Deputy Minister also
wanted to see a country doctor, and medical treatment was based on
a strict system of priorities from the top officials down. The tamiz-
dat writer, Iskander, described in his novel the necessity of having to
bribe a doctor from the restricted-access polyclinic to treat Uncle
Sandro, and Khabug paid for his grandson's treatment in a tubercu-
losis sanatorium. Even with the payment, the sanatorium did not
help the grandson. Zinoviev, a tamizdat writer, in his novel, des-
cribed the hospital for academics as one of the best in the country.
It was a convenient place to go to solve problems. [t was actually
intended as a rest place for healthy persons, and there was little
treatment given or provided. Sokolov, the tamizdat author, wrote
that Soviet medicine was crap. The only ilinesses which were not
misdiagnosed were the cases of death. In death, there were no mis-
takes, and the diagnosis was correct. Iskander, the tamizdat writer,
depicted the ease with which Aunt Masha gave birth without even a
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midwife, and thus by implication, how ordinary people could get along
well, perhaps even better, than with inept medical care, which seemed
to be the only kind available in the Soviet Union.

On the theme of leisure, the gosizdat writers presented a consis-
tent picture of the availability of recreation and holidays. In their
novels, they made the point that the Constitution guaranteed every-
one a right to rest. It was possible to skip one's annual vacation
and collect compensation. Camping and fishing were popular recre-
ations, and workers were scheduled for trips to neighbouring socialist
countries. It was possible for a supervisor or manager to cancel a
holiday because of demands of production. In contrast, the tamizdat
author, Zinoviev, struck a discordant note in his novel by depicting
how crowded the holiday beach was, but how in the area for aca-
demics, there were only a dozen people.

All of the rtamizdat authors and 7 of .the gosizdat writers treated
the theme of free education. The gosizdat writers described the
difficulties of prewar and wartime education when students held full
time jobs while attending school, suffered under conditions of near
starvation and wore used clothing bought in the bazaars. Voronov, a
gosizdat writer, in his novel depicted the attitude of a father who
did not believe that his daughter needed an education, but the Aunt
maintained the contrary on the basis that one of the family needed
to become established in the city in case of famine or a war. The
tamizdat writer, Iskander, described the schools opened by the Soviets
as a positive step. The characters in his novel had expectations that
education would lead to entry into the bureaucracy and to the dev-
elopment of some significant influence over the policies in their re-
gion. Some of the characters also expressed the fear that they
would have to break with their families to succeed in school and in
later life. The school years were remembered as the most enchant-
ing years of life. The character Viad in the novel by the tamizdat
author, Maximov, quit school to take an apprenticeship as a carpen-
ter, then as a bookbinder, then a candy factory worker. He later
obtained a release from state farm work, even though there was a
shortage of workers, to resume school studies. Alienated from the
local population in a Cossack village, he came near to freezing to
death while he studied.

On the topic of teachers, the gosizdat writer, Korneshov, des-
cribed teachers as the most important people on earth. Lazutin, also
a gosizdat writer, represented teachers in his novel as people who
did not do a very good job of teaching the history of the country.
The tamizdat writer, Sokolov, presented a positive view of teachers
through the character of the special education teacher in his novel
who remained the only cheerful person in the school, even though
he was disliked by colleagues, parents and administration. He was
devoted to teaching the truth, and he became the students' conscience.
The teacher even asked the students not to grieve for him at his
death, for there were plenty of qualified teachers in the special
school.  The special education teacher noted how long it took teachers
to come to know their students well when he read a composition by
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his schizophrenic student., Had he known this student well enough
previously, he would have requested the schizophrenic be exempted
from memorising the pieces of work which, in their country, was
called literature. The author strongly suggested that tht schizo-
phrenic, in his madness, had more intelligence and reason than his
teachers. Voinovich, a tamizdat writer, in his novel, described teachers
as being responsible for the moral foundations of the new socialist
man, He depicted in his novel a case in which an entire school was
investigated by authorities because of ¢ remark made by cne of the
teachers. The teacher was subsequently reprimanded and dismissed.
The gosizdat writer, Lacutin, in his novel depicted a situation in
which a student overcame bureaucratic barriers and succeeded in
school. At the examination for entry into a drama institute, one
of the examiners on ths committee insisted upon an improvisation.
This was an unheard of practice. The examiner had expected and
intended to fail the applicant, but instead, the student triumphantly
passed the improvisation exercise. Along a similar vein, the tamizdat
writer, Voinovich told of an institute instruktor who refused to per-
mit a student to take the state examination and who eventually suf-
fered dismissal for displaying arrogance toward one of the proletarian
cadres. The teacher's weakness was his lack of understanding of
dialectics and his inability to comprehend and execute Communist
Party doctrine and policy.

Regarding the chances of children in remote locations, the gosiz-
dat writer, Astafiev, noted the importance of education in the taiga
(the northern Siberian forests) where children were sent to boarding
school on a state allowance. Kuvayev, also a gosizdat writer, told of
the children of herdsmen in the tundra who left for boarding school.
Few of these children ever returned after completing school. The
tamizdat writer, Maximov, mentioned that the children of the chair-
man of the German settlement were away at a boarding school and
his wife worked on a logging team, so he lived as a bachelor. The
gosizdat writer, Kuvayev, expressed the notion that professors liked
provincials. The provincials received extra grants, and they were
well balanced, top students, The tamizdat writer, Zinoviev, wrote
that Moscow did not want provincials, and they had little chance of
gaining admission to university. Honchar, a gosizdat author, depicted
the naval college as easy for a student who had been toughened on a
collective farm. Lazutin, also a gosizdat, wrote of the discovery of
2 young artist of the Far North and how he received assistance and
encouragement from a lecturer of the Institute of Culture.

Parents were shown as playing an important part in the education
of their children in the novels of both gosizdat and tamizdat writers.
The gosizdat writer, Honchar, described the ambitious mother who
could not make up her mind whether her son should attend naval
college or commercial college. The fishing college, she rejected,
because so many Africans received preferential admission there. In
his novel, Lazutin, a gosizdat, described Svetiana's concerned father
who did not want to take an assignment abroad at a time when his
daughter was taking entrance examinations. The mother consulted
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an authority to find out if her daughter's choice of drama institute
was correct for her. The grandfather's advice was to complete her
education and gain experience in life. In the gosizdat novel by Sku-
jins, the technocrat expressed pride in his daughter's achievements
in mathematics and physics. In an area of study in which few women
were admitted and even fewer succeeded, his daughter excelled, and
thereby carried on a third generation family tradition. The tamizdat
author, Zinoviev, depicted parental concern for influential connections
as a necessary condition for securing admission of their children to
a reputable institute. In his novel, he dramatised how the directive
which prohibited intellectuals’ children direct entry from school into
higher education was contravened on a regular basis through system-
atic bribery and corruption. Although theoretically open to all
through competitive admission examinations, the Institute of Interna-
tional Relations regularly admitted children from families which occu-
pied the top strata of Soviet society. In another tamizdat novel {by
Maximov), the character Vlad was called into the school principal's
office and reminded of the saying that an apple never fell far from
the tree. This was a clear allusion to his father, who was in a
prison camp, and his own prospects in life. Vlad reacted with eva-
sive caution. Vladimov, a tamizdat writer, indicated in his novel
that questicnnaires on family circumstances for the school records
were no longer regarded as being as important as they once were.
In the tamizdat writer, Sokolov's novel, the mother of the schizo-
phrenic spoke at her own mother's graveside about how the schizo-
phrenic son was doing better in school. As the son listened, he
knew that his mother was not speaking the truth, and he felt that
his deceased grandmother was being deceived. The imbeciles would
not become engineers. The only thing which they could do was
sell postcards or paper flowers by the church. Sokolov, also a tamiz-
dat, mentioned in his novel the practice of single parents paying half
the contribution for the education of their children that married par-
ents paid.

The gosizdat writer Skujins emphasised the importance of tutoring.
Without it, one had practically no chance of gaining admission to a
foreign language institute, and all institutes practised highly selective
admission standards. The tamizdat writer Sokolov told how the schi-
zophrenic's mother hired a tutor because she was told her son needed
a musical education.

Doctoral dissertations were mentioned by both sets of writers,
gosizdat and tamizdat. The gosizdat writer, Lazutin, declared the
1000 page theses, those sent in almost every month by the Supreme
Certifying Committee of the Ministry of Higher Education, as wretched
and worthless. Uncle Sandro, in the novel by the tamizdat writer
Iskander, felt pride in receiving mention in the bibliography a thesis
as an eyewitness to the revolutionary period.

Only the gosizdat writer Skujins told of the necessity of part time
jobs during the postwar period to supplement a student's allowance
of 40 roubles per month. The allowance was insufficient to buy a
month's food. Parents helped by giving what they could, and because
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of their higher salaries, Kolkhoz workers were able to give their
children a definite advantage over other students in less fortunate
circumstances. Skujire depicted some of the more financially ad-
vantaged students as callous and uncaring. They considered their
allowances and salaries as supplemental to their parents' support,
and they wasted their time in their studies until it was too late to
make a successful career, One student returned from his two-year
service in the army to complete secondary school, but he found a
full time job plus studies at night overwhelmed him, and he could
not make the progress that he had hoped for in his studies in pre-
paration for a career. The gosizdat writer Honchar told how a stu-
dent, who was unable to gain admission to full time higher educa-
tion, undertook correspondence courses as an alternative. Korneschov
{a gomizdat) noted that in the Soviet Union students who studied
and maintained employment simultaneously earned much respect, and
he also mentioned in his novel the practice of professionals under-
taking refresher courses to keep up to date, with developments in
their fields. Kurayev, a gomizdat wtiter, cautioned in his novel that
those with less than secondary school education found themselves
relegated to menial jobs such as handing out bicycles and tents to
tourists.

Only the tamizdat writer, Sokolov, treated the theme of special
education for abnormal and handicapped children. One of the cen-
tral characters of his novel was the student schizophrenic. He had
been placed in a school in which all sorts of abnormal children had
been lumped together: mentally ill, retarded, stutterers, delinquents,
Regarding special education for exceptionally talented children, only
the tamizdat writer, Zinoviev, alluded to this theme in his treatment
of academic education for the children of intellectuals. He des-
cribed a school in which history was considered all lies, A student
who excelled in historical materialism, scientific communism and
history of the Communist Party of the Soviet Union was permitted a
great deal of freedom in expressing ideas. A school which was pri-
vileged, in the sense that it had children from academics, government
officials and other bureaucrats, received exemption from devoting as
much time as other schools did to considerations of party directives
and the doctrines of Marism-Leninism. The school stressed the values
of heroism, self denial and disinterestedness, and it glorified the
architects of communism.

On the theme of retirement and pensions (theme f, cf. p. 30),
both groups of Soviet writers, gomizdat and tamizdat, had much the
same to say. [t was the right of every citizen to receive a pension
upon retirement. Deserving workers from the Far North were attrac-
ted to the southern sun after life on the tundra. They created a
settlement of former Northern workers on "Arctic Street." Those
pensioners who frequented the doctors and social workers unnecessar-
ily received criticism for wasting time and resources. In the novel
by Honchar, a gomizdat writer, the character Yagnich did not want
to retire. He tried to retain his job on his ship. Even after his
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retirement, he took various small jobs in his home village, as did
his pensioner friends. In the novel by Kuvayev, another gomizdat
writer, the prospector Mongolov was due » 6 months leave and then
a pension, but he did not want to retire, even though he had made
provision through the purchase of a suburban house. In the novel by
Voronov, a gomizdat writer, a pensioner worked as director of a
museum without pay. In Lazutin's novel (a gomizdat author), the
character Pyotr Karetnikov put his heart in his volunteer work with
the factory. The tamizdat writer, Maximov, told of Vlad's Grand-
father Saviely, a railroad worker who was upset when he reached
retirement. tle felt that he was worthless. Sokolov, another tamiz-
dat, told of the postman, over 70 years old and a pensioner, who
continued to work for a half time salary and distribute the mail.
The tamizdat writer, Zinoviev, represented Soviet white collar workers
as eager to take up socially useful work after retirement, and they
were eager to receive a decent wage for it as well. Pensioners
joined all kinds of commissions, committees and volunteer organisa-
tiors. They waged campaigns against parasites, and they undertook
official visits abroad.

The gosizdat writer, Honchar, noted that having a working class
classification attracted a better retirement pension. Voronov, a gom-
izdat, in his novel described the difficulties of middle aged workers
who suffered technological dislocation. Their service in one occupa-
tion did not entitle them to carry theit pension benefits to another
occupation. If they were replaced by automation or new technology,
they had to learn a new trade and start at the bottom again. The
tamizdat writer, Iskander, depicted people in his novel who fabrica-
ted tecords to qualify for pensions. In other cases, pensions were
negotiable, The character, Uncle Sandro, petitioned Khruschev for a
pension, and Sandro decided that the authorities were not all bad,
for they had met him half way in his efforts to secure a pension,
In the tamizdat writer Viadimov's novel, the labour camp guard re-
ceived a top pension which was the equivalent of pensions for arctic
airmen, The prosecutor in Sokolov's novel (a tamizdat) received a
very high pension, and in the same novel, the school curriculum dir-
ectoress suffered extreme loneliness in her retirement. Zinoviev, a
tamizdat writer, described pensioners as the solid support of Soviet
power. He ulso noted that there was s class of citizens who lost
the disposition for work long before retirement. In the novel by the
tamizdat writer, Maximov, the character Mrs. Durova in the prewar
years lived on a combination of an insufficient pension and part of
her son's meager wages,

On the theme of rights and duties of the people, the gosizdat
writer, Astafiev, depicted the restrictions on movement through the
efforts of the characters, Akim and Petrunya, to obtain theitr work
cards. They wanted to quit their jobs, and they demanded their work
cards from their supervisor, He refused them. Another character,
Elya's mother, was duped out of a room in her appartment when a
provincial writer, knowledgeable in the law, applied for it. He was
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able to obtain the room because Elya's husband had not renewed
his registration in the district. The tamizdat writer, Voinovich,
through his character, the Latin Spy, wrote that everybody talked
about freedom, but nobody needed it. They were well taken care
of in prison, and prison was better than the outside. Zonoviev, a
tamizdat writer, communicated through the narrator of his novel
that voting was a hypocrisy. I anyone voted against a Communist
Party candidate, he would be punished. Zinoviev's character, Dima,
wanted to know if mass purges, lack of freedom of speech, restric-
tion on travel were all the norm. ‘The character, Anton, noted that
criticism of Marxism was unconstrained in the West, but nothing
changed, because it was an ideology, not a science. The need for
individuals to be independent of the collective was expressed. In
their present condition, however, the masses simply conformed to
the collective. Mass repressions had a tendency to get out of con-
trol, and the Soviet leadership featred it no less than did the lib-
eral intellectuals,  Vladimov, a tamizdat writer, noted that nowhere
on carth was there a place in which someone was not keeping some-
one else behind bars.

Both sets of writers, gosizdat and tamizdat, described freedom of
information in the Soviet newspapers in a similar manner, but they
drew different conclusions about why information was treated in the
way that it was. The gosizdat writer, Korneshov, told how the papers
pave no coverage of battles in the Western Ukraine This was a good
thing because people needed a guiet life after a terrible war. Asta-
fiev's protagonist estimated that about 5 percent of what was written
was the truth. His correspondent was not oposed to educating people
through the newspapers with propaganda.  Skujins, also a gosizdat,
indicated that deviance in the personal lives ol people was no longer
of interest to the news media. Voronov, a gosizdat, stated that
newspapers supported technological progress and tried to protect the
envitonment, but the papers used bombastic language and covered up
the facts. The realities of life were not written about in the papers
because it would lead to pessimism. Voronov indicated that the
Communist Party had control of the press, and the industrial admin-
istrators had much influence over what was printed. Voronov indi-
cated that a reporter needed to be resilient in the face of criticism.
Voronov's newspaper correspondent considered her proper role as
one of showing the achievements of the country.

Newspapers in the novels of tamizdat authors were depicted as
never presenting anything out of the ordinary and at times filled
with outright lies. The papers printed the same thing on any public
event, and always in overblown language. Sokolov's Prosecutor stated
that whatever was needed would be written. Vladimov's dog news-
paper was filled with trivia, an analogy with Soviet publishing. Voin-
ovich's editor fled from the news. e was interested only in the
number of times the name Stalin appeared. Iskander described how
newspapers could not be shown to have made a mistake in reporting.
Scientific controversies which might denigrate local traditions or
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Soviet policies, such as the equal treatment of women, were hotly
debated. Such controversies could cause scientific investigations to
be terminated for fear of political repercussions. A sign that good
sense was beginning to prevail came when a scholar could state sci-
entific truths as having nothing to do with discrimination against
either tradition or Soviet rule. Voinovich depicted the struggle be-
tween the Communist Party and Secret Police for control of the press.
Maximov's protagonist was impressed with the accuracy of the news-
paper when he was a child. As an adult, however, he was told that
Stalin said the press was the most deadly weapon the Communist
Party possessed. The tamizdat writers indicated that anything that
was printed was followed by much speculation on the true meaning
of the article, and even a scientific article could be considered as a
personal attack. Rumours were considered more reliable than press
announcements, unless they were passed along by official sanction.
Denunciations were encouraged and rewarded.

Both sets of writers gave a similar view of radio and television.
The gosizdat writers' version of local radio news programs was that
they were like reports from the labour front. The reports gave the
region's most recent achevements. The most interesting television
shows were the Olympic Games or the appearance of foreign guests.
Especially popular were Fidel Castro and the Soviet Cosmonaut, Yury
Gagarin. The tamizdat author, Zinoviev, indicated that television was
used by the leadership to hand out decorations to molify dissatisied
factory workers. Otherwise, the television covered sports teams or
model workers in the industrial and agricultural sectors.

Foreign literature was mentioned by the gosizdat writers, Kuvayev,
Astafiev and Lazutin. Interest in English novels was depicted as a
bad sign, a show of too much interest in passions from abroad. Gurin
in Kuvayev's novel reccived British, American and German geological
magazines, which he shared quietly and inconspicucusly. The maga-
zine, America, a foreign publication officially sanctioned, was recom-
mended to a young drama student. The tamizdat writer, Sokolov,
depicted a railroad worker satirically, when he asked the birth and
death dates of a Japanese poet, if these dates were not a secret.
Sokolov's Russian language teacher advised against reading Western
classics for long periods because they overloaded the imagination.
The gosizdat writer, Skujins, mentioned foreign films when his pro-~
tagonist took a friend to see an Italian movie and when a wortker
saw a BBC film series in Helsinki on Henry VIIl of England. The
series contradicted the history which she had read of the period.
The tamizdat author, Zinoviev, had his narrator complain that there
were no longer foreign films available to view, and even so, all the
tickets went to foreigners or to bosses and their friends.

On freedom of research, the gosizdat writer, Honchar, indicated
that more needed to be done on the history of Ovid, which had not
been thoroughly researched. The tamizdat writer, Zinoviev, men-
tioned that serious research was needed on the Maraist classification
of types of societies; they needed to look at some facts.

Concerning the availability of publications, both sets of writers
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mentioned well stocked home libraries, and both noted the fear of
theft of personal books. The difficulty of obtaining popular publi-
cations was also noted by both sets of writers. The tamizdat author,
Zinoviev, noted that despite the paper shortage, the speeches of
leaders were published in the millions of copies.They were used in
political education classes, and no one bought them. Zinoviev's nar-
rator also could read dissident literature legally in secret stacks from
the library, and his friend brought back such literature from abroad.
Half the town read it.

On control of publications, the gosizdat writer, Astafiev, described
an editor who bravely published literature that other publishing houses
refused to print. The tamizdat author, Zinoviev, told of a publisher
who paid moral damages rather than risk publication of questionable
material. His narrator was not allowed to publish without specific
permission form the Central Committee. A favourable review from
Yugoslavia or the West was like a death sentence to a publication.
Zinoviev mentioned the conciliatory action* of the KGB in seeking
cooperation from the Institute to prevent an author's publication
abroad by having it accepted as a doctoral thesis. Publication abroad
was a hostile act. Foreign publishers were depicted as intransigent,
in their own way, as the Soviet press. The Russian emigre press re-
fused publication because the authors' ideas did not suit their view-
point and political stance. They were as intolerant as the Soviets.
The narrator's daughter in Zinoviev's novel thought that if Solzhenit -
syn had been published in the Soviet Union, he would not have been
so famous, nor would so much interest have been shown in his books.
It was best to be open with crimes. Only the gosizdat writer, Lazutin,
mentioned the copyright law, which was depicted as a control on
foreign publishers of Soviet classical literature. The tamizdat writer,
Iskander, noted the admiration for the mullah, who read the same
holy book through all changes of regimes, while scholars had to
change books practically every year.

Concerning the right to privacy, both sets of writers presented
similar views. The gosizdat author, Voronov, suggested that peep-
holes in apartment doors were no defense against burglars, and they
could be used to spy on neighbours. Kuvayev mentioned secret files
which recorded such facts as the identity of relatives living abooad.
The tamizdat, Iskander, described a conversation in a room with a
bugged telephone. The gestures of the speakers gave no doubt that
the telephone was not to be trusted. Voinovich's District Party
Secretary kept talking to the ceiling in his living room, as if he were
speaking into a microphone.

The topic of informers was primarly one which was treated by
the tamizdat writers. Iskander described how bad times had become
when informers infilitrated the lowlands of Abkhazia. Voinovich noted
that the Latin Spy thought the Soviet government to be very trusting
of informants. With his pencil as his weapon, the spy got rid of
the best Party people through letters of denunciation to the authorities.
Vliadimov observed that the Shabby Man's lady friend would have had
to turn him in if he had escaped the prison camp, since all the
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neighbours were good Soviet citizens, and they would have informed
on him for her. Sokolov's Curriculum Directress hid outside open
classroom windows to eavesdrop and inform on the teachers. Zino-
viev's narrator thought that there was always at least one informer
among his drinking friends at the Dive. Also, there were informers
at the Academic Institute among students and groups who participated
in scientific and cultural exchanges. Maximov told of a principal
who called a student into the office and recruited him as an informer.
Only the gosizdat author, Voronov, mentioned informers in waysthat
gave a contradictory view of them. On the one hand, a worker who
had been informed upon claimed that it was easy to prove one's self
innocent against slander. On the other hand, informers turned in
Voronov's character, Aunt Palakha; they said that she and her hus-
band had made more boots than their licence permitted. The tax
inspector harassed them and threatened to imprison them.

Conclusion

Of the 13 Soviet novels which were analysed in this study in
terms of their treatment of the theme of Constitutional Guarantees,
only two treated Constitutional Guarantees as a major theme. Both
authors were tamizdat writers: Zinoviev and Sokolov. They empha-
sised the themes of the Constitution, the law, the Communist Party
and corruption. While all of the novels which were analysed treated
the theme of Constitutional Guarantees, the tamizdat writers did not
treat the theme of right to employment, whereas one gosizdat (Hon-
char) did. Topics which the tamizdat writers addressed, but were
ignored by the gosizdat writers, were the themes of academic free-
dom and enemies of the people.

Honchar noted the right to employment when the old sailor, Yag-
nich, received the promise of a job as beach inspector after comple-
tion of the construction project on which he had been an advisor.
The guarantee of academic freedom was addressed by Sokolov when
a teacher was dismissed by the school principal at the request of
the Curriculum Director (without the teacher's knowledge of the
reasons for the dismissal) and again when Academician Acatov was
imprisoned for his research on plant galls (which he claimed were
caused by wasp larvae). Zinoviev detailed many instances of cur-
tailment of acadmeic freedoms at the Institute of Philosophy. In-
tellectuals received reprimands for concessions they gave to Yugo-
slav revisionism, for remarks they made about the Chinese and for
comments which they offered about statements published by the
Western press. Zinoviev made the points in his novel that it took
political influence to maintain one's post and ingenuity to get past
the censors. The liberal era of the 1960's had passed. On the topic
of enemies of the people, Iskander noted that the phrase was coined
by Stalin. Voinovich satirised the term in his story of the loyal, but
inept, Private Chonkin, who was accused of being an enemy of the
people. In the novel, the prosecutor, Evprakasein, applied the logic
that anyone who was unjustly arrested would hate theSoviets, and

22!j




An Educology of Politics 47

anyone who hated the Soviets was an enemy of the people. Thus any-
one who was arrested was guilty of the crime of being an enemy of
the people. Maximov suggested that the authorities, in their zeal to
seek out enemies of the people, were incarcerating innocent victims.
The narrator in Zinoviev's novel said that he had attended a confer-
ence outside of the USSR where he had talked with many enemies
of Marxism, all of whom conceded that they could not conceive of
anything which was beuter than Marxism. The dissident, Anton, in
retort to the narrator, said that this only proved that the narrator
had been talking with a bunch of idiots.

One of the important and significant features of the Soviet Con-
stitution is its delineation of the duties and obligations of citizens,
as well as their rights. Foremost among the duties of citizens is
obediance of the law and maintenance of order against deviants. Thus
informers afe not only an accepted, but a valued part of Soviet soci-
ety, and they received mention in the novels of both the gosizdat and
tamizdat writers. In the gosizdat novels, economic constitutional
guarantees (i.e. guaranteed employment, héusing and pension) were
rated much more valuable than the guarantees of individual liberties
and freedom of information. Both sets of writers (gosizdat and tam-~
izdat) portrayed a situation in which little could be believed in news-
papers and television, which for the most part consisted of dull and
insignificant agricultural and weather reports. Yet Soviet citizens
were also shown in the novels as being adept at reading what was
behind the news and passing information through rumours. One of
the paradoxes shown in the novels was a country in which the school
system undoubtedly emphasised the study of foreign languages more
than any other country in the world, yet a bureaucracy which was
paranoid about the importation of foreign literature and the possible
contaminating effects that literature might have on the citizens. In
the novels of both sets of writers, Soviet publication was not a major
theme or issue. But an interesting point which was made in the
novels was that because of the scarcity of good books, private col-
lections of books were the object of theft. Also, the novels depicted
the bureaucratic decisions about what books to publish and how many
to publish were subject to whimsy and tortured logic.

The depictions of the class struggle in the novels did not fit the
way that official Soviet literary critics would like to see it shown.
The struggle was more for consumer goods and for a higher position
on the social ladder than for the eradication of oppression of the
proletariat by the bourgeois and counter-rewlutionary elements of
society. In the novels, education was shown as the primary means
for social mobility. Parents aspired for their children to secure ad-
mission to competitive institutes. A hierarchy of institutes was de-
picted, in which admission to the elite institutes clearly gave the
children an advantage in securing high status employment. The novels
showed a society in which technocrats preferred security to individual
liberty and did not share the political distress of intellectuals. Even
though Soviet officials maintained that all Soviet citizens were equal,
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the novels depicted a society with a class structure which extended
even to the provision of differential medical treatment on a social
class basis.

Social realism as a method of writing is one of showing how
society would function under socialism, rather than showing society
as it actually is, or faulting it for its present defects. If official
Soviet literature (such as the gosizdat novels) were to be used as an
agent for moral education, one might expect that Soviet officials
would authorise publication only of those authors who used social
realism as their predominant method of writing. Yet, of the 13
novels analysed in this study, only two of the gosizdat writers used
the method of social realism extensively in their novels in their
treatment of Constitutional Guarantees: Lazutin (88%) and Korneshov
(75%). The other five gosizdat writers used critical realism as
their predominant method of writing. Of the tamizdat writers, only
Zinoviev used dissidence as his predominant method of writing, and
the other five tamizdat writers used critical realism.

A conclusion to be drawn from this study is that Sovier officials
do regard novels as an important means of effecting moral educa-
tion of Soviet citizenry. This is why they carefully scrutinise manu-
scripts and publish only those which suit the views of the
bureaucracy and the Communist Party. Still, Soviet officials do permit
criticism (as evidenced by the proportion of gosizdat authors in this
study who used critical realism as a method of writing -- 5 out of
7, ot over 70%), especially of those attitudes and behaviours within
society which the officials wish to see improved along lines approved
and valued by the Communist Party.
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ABSTRACT

The contemporary economic situation in Australio is examined with
respect to its influence upon current educational services and its prob-
oble impact upon education in the near future. [t is noted that the
downturn in Australion exports, relative to imports, has resulted in
less income available for social services, in general, and for education,
in particular, at all levels and in all sectors. The immediate result
has been a quantitative contraction of funding for education, but just
as significantly, there are moves afoot to chonge the curriculum and
the overall quality or character of educational services so that they
have greater utility for economic productivity. In addition, the eco-
nomic townturn has been accompanied by a conservative frame of
mind among policy maokers which is likely to work against innovation
and flexibility within the curriculum and the operations of cchools,
colleges and universities.

Introduction

The Australian federal government's commitment to educational
funding is being placed under increasing scrutiny, along with the
funding of all public social and welfare sectors, as a consequence of
the increasing long term indebtedness of the Australian economy.
A major feature Australia's recent economic history has been a slide
into long term national and international indebtedness and an associ-
ated continuous government budget deficit. This situation has both
long term and short term implications for educational services within
Australia.

Smart (1986) has already analysed some of the implications of
Australia's international trade deficit for the iunding of higher edu-
cation, with particular reference to the trends towards privatisation
in higher education. In addition, the economic situation has impli-
cations for the primary and secondary Teducation sector. Not only
does Australia's deficit situation affect the amount of funds available
for school systems; it also influences long term trends in curriculum
philosophy and design. The trends in national economic conditions,
and particularly the sustained high levels of youth unemployment, will
most probably have their greatest impact upon secondary school cur-
riculum. One of the most significant consequences of the economic
indebtedness, for educacion, will probably be the gradual but deter-
mined replacement of progressive cducation philosophies with more
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traditional vocational and technical educational aims, particularly with
respect to the role and function of secondary education in the Aus-
tralian state government school systems.

In recent times, challenges 1o the general comprehensive education
objectives of the secondary schools have come from within and outside
of Government. The leader of the federal opposition, in reference to
the Liberal Party's election platform for education, has expressed a
desire to return to a selective secondary school system, with techni-
cal schools (The Australian, 1987b:8). Within Government, some have
voiced their concerns about the failure of schools to prepare students
for the labour force.

An important qQuestion which needs to be addressed is whether
the secondary school is necessarily the most appropriate sector of
education to deal with the job training and technical preparation of
tomorrow's work force. While it is not denied that Australia's future
economic prosperity will depend to a considerable extent upon the
development of a highly technologically competent specialised work
force, it can be argued cogently that secondary schools are neither
capable nor appropriate establishments for the training of high-tech
labour units. Rather, the tertiary and TAFE (technical and further
education) sectors are best equipped for this role.

The Deteriorating Economic Climate

As noted by Smart (1986:3), and elaborated by many economic
commentators during the previous year (1985), Australia's overseas
indebtedness was expected to rise over $100 billion. Banking author-
ities (Westpac, 1987:4) have claimed that servicing the gross debt
already accounted for 17% of the value of exports of goods and ser-
vices. A foreign debt of this magnitude places a great financial
burden upon state and federal governments struggling to contain
monthly deficits on the balance of payments on current account.
These have fluctuated in the financial year of 1986-87 between $600
and $1600 million (National Australian Bank, 1987:11-12). Public
education expenditure, along with other public sector budgets, inevit-
ably will have to be constrained greatly for a number of years, as
the federal government attempts to reduce its deficit and stabilise
the Australian dollar. The first stages of thisfinancialstrategy were
evidenced in the May, 1987, Mini-budget of the Government. The re-
duction of the budget deficit, foreshadowed in the Mini-budget, in
the order of several billion dollars, was evidence of the Government's
intention to carry through its policy of public sector expenditure con-
straint, and the August, 1987, Budget gave further affirmation.

The advent of the general election in July, 1987, and the federal
opposition's proposed dramatic cuts in government (state and federal)
expenditure added weight to the argument that the general mood of
politicians, on both sides of the House of Representatives, was for a
substantial constraint, and in real terms, a contraction of public sec-
tor expenditure. The policies of Government since the July, 1987,
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election (in which the incumbent Labor Party was returned to Govern-
ment) have given further weight to the proposition that expenditure on
education at the federal level has been regarded as being of lesser
priority than other categories of social sector expenditure.

While budget policy is basically short term policy, the debt ser-
vicing problem is a long term one, and it will require long term sol-
utions, such as a sustained commitment on the part of state and fed-
eral governments to constrain expenditure or the shift of part of the
burden of government expenditure from the public to the private sec-
tor of the economy. Policies have been mooted to do just this, and
the establishment of private colleges and universities (the Gold Coast
College and Bond University in Queensland) are manifestations of
these policies in action in the higher education sector, as is the
vigourous recruitment of overseas students to study (and pay full
fees) in Australian colleges and universities. The longer the debt
servicing problem exists, the more probable it will become that
"education will become even more firmly an instrument of national
economic policy" (Beare, 1987:74). ’

Education is a high cost, labour intensive service. It comprises a
large share of state and federal government expenditure. Three-
quarters of all primary and secondary school enrolments and almost
100% of tertiary enrolments are funded by state and federal govern-
ments. While youth unemployment continues at such a high level and
at the same time employers are making pleas for a more technologi-
cally educated and industrially employable workforce, governments will
obviously see education as a tool to be used in efforts to resolve both
short term and long term economic problems. In terms of economic
policy, governments can make education serve economic ends in two
ways. In the long term, curriculum modifications can be made to
turn out more employable and more relevantly trained school leavers
and graduates. In the short term, public expenditure for education
can be reduced through rationalisation processes, through elimination
of inefficiencies and through elimination of high cost practices and
policies in education.

It has been made quite clear by the Economic Planning and Advi-
sory Council (1986:15) that total expenditure on education within Aus-
tralia has exceeded the sum of expenditure on pensions for the aged
and on unemployment benefits during the period reviewed by the
Council Paper. It points out that over the period 1962-3 to 1984-5,
the share of education expenditure in Gross Domestic Product rose
from 2.88% to 5.40%, peaking at 5.9% of G.D.P. in 1977-8. This
increase is explained by the E.P.A.C. paper in terms of the growth
in the cost ratio (expenditure per student relative to G.D.P. per
capita.

In the light of recent economic developments and probable direc-
tions of short term and long term national and international indebted-
ness, there is an increasing number of areas within education and
issues related to education which will not be able to escape scrutiny
from cost conscious governments during the next several years of
economic constraint.
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Educational Vouchers

Educational voucher schemes were examined in the mid 1970's as a
possible alternate to the conventional means of financing education at
the primary and secondary levels. Press reports in 1987 indicated
that the federal opposition had been reconsidering various types of
voucher schemes as an alternative to the present structures for edu-
cational financing from the federal government.

In 1978, the Schools Commission (Commonwealth Schools Commi-
sion, 1978) canvassed a number of variations of the voucher scheme
(cf. the chapter on "Payments to Individuals"). A climate of sus-
tained economic constraint can be expected to generate a renewed
interest in vouchers, or more specifically, in various schemes for
payments to individuals for schooling, rather than payments made to
state departments of education or to schools.

It is unlikely that a Labor Government would ever introduce
a voucher system as a means of financing schools in Australia,
but the probability of a Liberal Government experimenting with such
a scheme is quite high, particularly with the renewed interest in
such schemes in Britain following the return of the Conservative Party.

Reconsideration of National Projects in Education

Contracting public revenue makes special programs in education
vulnerable to officials seeking ways to cut expenditures. The pro-
grams such as those uperated by the Commonwealth Schools Commis-
sion, i.e. the Specific Purpose Programs (SPP), including grants for
English as a Second language project, Participation and Equity Pro-
gram and the Primary Basic Learning Program, have virtually been
eliminated, even in spite of vigourous efforts and plans to keep them
operative. The Commonwealth Schools Commission (1987) had stated
its recommendation that a new Commonwealth SPP should follow on
from the Participation and Equity Program (PEP) after PEP concluded
in 1987. The Schools Commision indicated that by the end of 1986,
$117 millin had been provided to schools and school systems under
PEP. The Government cut PEP and other SPP on the grounds that
they had been operating for some years and that they could be deemed
to have achieved the majority of their objectives. Even well before
the PEP had begun to have its maximum impact, there was evidence
that financial constraints were workingagainstit. Anderson (1987:17)
described these constraints as arising from the Department of Finance.

The second, and most direct strike against PEP came from the
Department of Finance, which was successful in having the
Federal Government announce in May 1985, that the 1986 PEP
funds were to be shared over 1986 and 1987. This guaranteed
the programme for an extra year, but it effectively halved fund-
ing for 1986,

Curriculum Reappraisal and the Demise of Progressive Education

In the light of increasing youth unemployment, the "back to the
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basics" movement of the late 1970's made the first assault on pro-
gressive education policies. Because an increase in the number of
subject choices in the secondary curriculum necessarily meant an in-
crease in the unit costs of a wider curriculum, the onset of econo-
mic constraints marked the second attack on progressive education
philosophies as they affected the school curriculum. Although moves
to return to a strictly *core curriculum" structure, uniform through-
out Australian schools, did not arise exclusively from the pressures of
expenditure constraint, the case for a national curriculum was com-
plementary with efforts directed towards economic constraint in the
education sector of the economy. A revised set of educational goals
and priorities now evident in the Report of the Commonwealth Schools
Commission (1987) places very great emphasis on the economy and
the demands it makes, or should make upon the education system.
Its concern with the relationship between education and the economy
and its attention to the concepts of productivity, skills, management
and work practices is clearly an indication, that the economic reality
of Australia's deteriorating economy has indeed begun to shift the
direction of educational practice away from progressive philosophies
back to a more traditional system.

This line of thinking is most evident, for example, in the news-
paper headline, "Liberals Push for '60s-style Schooling" {(The Aus-
tralian, 1987b:8). Claiming structural change to education was ne-
cessary to redress youth unemployment, the Federal Opposition L.eader,
Mr. John Howard, was reported to have said

I will make no bones about saying that ! don't think the move
rowards a general, comprehensive education and the move away
in the government sector all around Australia from selective
high schools was a good move.
The newspaper report went on to state that a shift back to techni-
cal schools would imply schools-based trade training, something which
was advocated in the Labor Government's May mini-Budget.

Not only do these potential structural changes to school organisa-
tion threaten progressive educational philosophies. Classroom teach-
ing and approaches to learning might also be forced to undergo reac-
tionary revision in the name of economic stringency and job-oriented-
ness. Australian teacher educators, for the most part, have spent
the last 20 years attempting to bring about improvements in the
teaching and learning process in line with research findings about
effective teaching and sound learning theory. The political and eco-
nomic pendulum now seems to be swinging against those reformist
efforts.

In addition there is reason for concern for the high potential that
economic constraint and job-training in the secondary school have for
the implementation of a rigid national core curriculum. This would
see the end of the school-based curriculum development movement,
so successful in many of the Australian states, and especially effec-
tive in the Australian Capital Tertritory (ACT) Schools Authority. The
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school-based curriculum development movement has contributed much
to engendering diversity, originality, interest and incentive for school
students and to providing professional rewards and job satisfaction for
teachers.
Teacher satisfaction depends to a large extent on teacher autonomy.

It appears that, in attacking the school-based curriculum development
movement, some sectors of Australian society are no longer prepared
to trust the teachers in matters of curriculum development, nor are
they as willing to treat them as professionals in other educational
matters. In doing so, they fail to recognise the fact that it is not
the teachers or the schools which have created youth unemployment,
but the ebb and flow of international and national economic events.
Anderson (1987:7) emphasises this fact in his statement on youth
unemployment that

{ulnfortunately, some individuals 1n positions of power in govern-

ment or business have been prone to blame the schools.

Replacement of High Cost Older Teachers with Lower Cost Younger
Teachers

Because the present salary structure of state government teachers
ansures that beginning teachers are paid on a lower scale than more
experienced teachers (whose salary increases by years of service),
there is a clear inventive for education departments to substitute
iower cost beginning teachers for higher cost experienced teachers,
wherever this is possible. There are good educational arguments, in
addition to economic ones, for employing young beginning teachers
ahead of older experienced teachers, the chief of which is the need
o rejuvenate an ageing teacher stock.

School Size and Cost-Effectiveness

The relationship between school size and cost per student place
has been an area of increasing concern to cost conscious education
departments.  Research (A.C.T. Schools Authority, 1981:6-12) has
shown that larger schools (i.e. 800 to 1000 pupils) have a significantly
lower cost per student place than smaller schools (i.e. 300 to 500
pupils).  While the educological and administrative arguments for
smaller rather than larger schools are acknowledged, it becomes a
more crucial issue when education departments are required to
reduce cost per student place. In the tertiary education sector, con-
siderable success has been achieved over the last few years in the
consolidation of groups of small colleges into more cost effective
larger units, but in primary and secondary education, the issue of
schoo! closures and amalgamation is an area highly charged with
local politics.

Average Class Sizes

During the last decade, average class sizes in state government
school systems have declined considerably. This has been a conse-
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quence of a number of variables, including the decline in school en-
rolments for some age cohorts and the surplus of school teachers
available for employment. A major economic result of this more
favourable class size average was a greatly increased average cost per
pupil place. It has been a matter of concern to politicians that, al-
though school enrolments in some states had remained constant or
actually declined, the total costs of education (after allowing for in-
flation) had continued to increase. There has been concern in some
state government political quarters that despite this marked and con-
tinuing increase in real cost per student place in government schools,
there did not appear to be any accompanying improvement in the
quality of education, or the employability of the graduates of the
school systems.

Cost Efficiency and Expenditure Cuts in the Higher Education Sector

Smart (1986) and others have noted a number of trends in the
higher education sector which reflect the impact of Australia's in-
creasing economic indebtedness. Among those discussed by Smart
are the re-introduction of tertiary education fees in the form of the
$250 administrative charge levied on each student for 1987 ($263 in
1988), the export of higher education in the form of full-fee over-
seas student policies and the development of private, semi-private
and hybrid tertiary institutions which combine private sponsorship and
government funding (Smart, 1986:6-12).

Conclusions

In an economic climate of extreme budget deficits, high external
national debts and long term debt servicing burdens of governments,
together with very high youth unemployment levels, it is argued here
that greater expenditure cuts to the education sector are inevitable
(in real terms). However, it is not simply the expenditures, in them-
selves, that are most significant for education. It is the impact which
economic decline may have upon a large scale revision of school cur-
ricula and the balance of public and private responsibility for paying
for education, which will become the major focus of national concern.

Current government and business sector thinking, of the type evi-
dent in the Schools Commission Report, In the Naotional Interest,which
focuses heavily upon the relationship between education and the eco-
nomy, deliver a clear signal that the economic reality of Australia's
deteriorating economy has begun to shift the direction of educational
practice away from progressive philosophies back towards a more
traditional system, based on greater bureaucratic control and central-
isation. It is easier for economically wealthy nations to afford the
costs of an educational system based on curriculum diversity, educa-
tional individuality and decentralised educational decision making.
However, by exploring alternative methods of curriculum management
and combinations of resources for schools and cducation, less wealthy
nations may aspire to these goals.

In economic decline, one could argue that there is considerable
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economic wisdom in education policies designed to rejuvenate in the
younger generation the spirit of the pragmatic work ethic, almost
lost during two decades of over indulgence by the work force of the
generation of the 1960's and 70's, who was hooked on an insatiable
appetite of salary increases, with scant regard for labour productivity.
Have the economic sins of the fathers now been visited upon their
sons?
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ABSTRACT

In the recent spate of national reports on reform in American
education and teacher education, qualitative student input into the
formulation of educational priorities has been largely omitted. Ethno-
grophic studies are the means which inform us qualitativeiy of the,
nature of our youth culture and youth subculture. These studies in
the USA have assumed two methodological directions: critical ond
interpretive. Both use participant observation and participant analy-
sts of in-school cultures and subscultures. Critical ethnography fo-
cusses on sociol control functions of schools and social contradictions
in which schools porticipate. Interpretive ethnography focusses on
the meanings of school for the participants. [n the USA, researchers
on -outh cultures have assumed that youth ure either cut off from
agdul. society or are constantly forced to choose between opposing
cultures, viz, in-school or out-of -school culture. These views, how-
ever, are oversimplistic, for the reality is that there are multiple
youth cultures and that youth do adapt to membership in adult soci-
ety with regularhty. Indeed, it is the diversity of transoctions in
which youth porticipate culturally in a pluralistic United States that
infuses ethnographic accounts of youth culture with a richness of
meanings for the teacher educator and the teacher of educology.

Introduction

Jacques Leporatti was considered an average student, just in-
telligent enough so that with great effort he passed the Primary
Certificate exams. When I asked him why he worked so hard
at his lessons his reply was prompt and forthright: Pour qu'on
me laisse tranquille ("So that people will leave me alone!)
[Wylie, 1964: 90-91]

My English teacher, | was reading my book and he blamed me.
And he said to stop reading, and I did. And he goes, 'now
read the proper page,' so | started reading that. And then
he said, 'You're not supposed to be reading that.' And [ said,
'You just told me to.' And then he started blowing me up for
not reading the book. Then 'cause he started yelling at me, !
started yelling at him. And | got sent out. Then | wasn't
allowed back in English for a week, or so. He knew he was
wrong, but I still got kept out for a week. [Connell et. al,

1982: 84-85]
o
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Students can add greatly 1o the time provided in school with
time set aside at home for study . . . We see too little "self-
help" in many households today, especially among those students
whose academic achievement is lagging and who need it most.
[U.S. Department of Education, 1986: 4]

It may seem peculiar to blend together the comment of a pupil
in the village of Peyrane, Vaucluse departement, France, with a 14-
year-old Australian pupil's recollections of her schooling experience
at Rockwell High, a government school located in Sydney's suburbs,
still more singular to associate both with a recent dictum by Chester
E. Finn, Jr., Assistant Secretary for Research and Improvement, U.S,
Office of Education, on the responsibility of students in their learn-
ing endeavours. In what follows, we will suggest that this admixture
is appropriate for an inquiry which is focussed on the student; more
importantly, it serves to remind us of a significant void in the recemt
spate of national reports on reform in American education, generally,
and teacher education, specifically, i.e., student input to the designa-
tion and implementation of educational priorities.

The term, ‘student input', has much too broad a connotation for
what is missing in the national reform effort in American education,
for indeed in that effort student input there is. For example, the
Carnegie Forum on Education and the Economy's Task Force on
Teaching as a Profession (1986: 81) informs us that "[alt both ability
levels and for each ethnic group, the education [educology] major
appears, on average, to draw the least able students." This assertion
is based on unpublished Fducational Testing Service tabulations of the
statistical mean of combined Scholastic Aptitude Test scores for
college-bound Black, Mexican American, Puerto Rican and White high
school seniors (i.e., Year 12 students, or those completing 12 years
of school) by intended field of study in post-secondary institutions.
Such quantitative information is useful; it does not, by any means,
fully exhaust factors implicated in pre-service teacher education pro-
grams popularity with Scholastic Aptitude Test (SAT) defined " less
able” students. In brief, what the literature on reform in American
education and American teacher education frequently lacks is what
for a better term we will name as 'qualitative student input' (QSI).
Q81 is difficult 10 define in a single sentence. It is heavily centred
on the perceptions which students have of thejr daily lives; it is
illuminated by ethnographic studies of youth cultures and subcultures.

Ethnographic Research and the Concepts of 'Youth Culture' and
'Youth Subculture’

Ethnographic research and the concept of ‘'culture' have been
valuable aids 1o our understanding of American society since the
pioneering efforts of the American anthropologist Frank H. Cushing
to study Zuni life (an American Indian culture) in the late 19th cen-~
tury and the Enghsh anthropologist E.B. Taylor to publish a two-vol-
ume waork on Promitive Culture in 1871 (Mark, 1976: 449-486. While
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contemporary anthropologists of American education would reject
Taylor's view of culture as an absolute indicator, evaluated on a
universal scale, of the degrece to which people were or were not
“civilised" and rtake issue with Cushing's position that people con-
tained within themselves through successive environments the "impress
of the Idea of the earliest environment which affected their culture”
(Mark, 1976: 468), they stress the centrality of a concept of 'culture’
in understanding the dynamics of educational policy and the important
methodological role ethnographic research has in clarifying our under-
standing of the complex interplay between culture and provision of
education.

While space and time preclude a detailed exegesis of the diverse
ways in which anthropologists of education (or more properly educo-
logists of culture -- cf. Christensen, 1987, for an explication of this
distinction) have utilised the concept of ‘cuhiure’' and ethnographic
research to explicate the workings of schooling (readings listed in the
bibliography will aid in that endeavour), a few considerations are in
order. !

Kthnographic research in American education, popularised in the
USA by George D. Spindler and his associates in the 1960s and 70s,
has assumed two methodological directions: ciritical and interpretive.
While both directions accent a rescarch mode consisting of participant
observation and participant analysis of microcosmic in-school culrures
and subcultures, critical ethnography emphasises the social control
functions of schools and social contradictions in which schools partici-
pate (for example, Michael Apple's correlation of increased teacher
professionalism and teacher doskilling). Interpretive ethnography cen-
tres the research task on revealing "the workings of . . . educational
systems in terms of their meanings for the participants, either as
teachers or learners" {(Maseman, 1982:5). Both approaches stress the
inadequacy of investigating the formal structure of schooling in terms
preconceived and too narrowly delimited by the researcher. Both
emphasise what Magoon (1977: 652, 655) has named "constructivist
rescarch" in which "a significant part of the context of behavior
[sic] that educational researchers observe is a structure produced by
the constructions of the observed subject.'  Critical and interpretive
ethnographic research addressed to the diverse interplay of schooling
and the lived lives of youth focus on the cultures and subcultures in
which youth participate.

In an afterwoord to the American edition of his classic study of
how English working class youth obtain working class jobs, Willis
(1981: 203} asserts that the role of cthnography is to reveal the
cultural viewpoint of the oppressed. His is a protrait of male coun-
ter-schaol culture shaped by

everday existence and its commonplace span of shared concerns,
activities, and struggles, it is also the realm of meanings, ob-
jects, artifacts, and systems of symbols . . . These meet on
the terrain of "experience and the ways in which this is inti-
mately bound up with the structures and contradicuions through
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which social agents must live. This general level of social exis-
tence | designate "the cultural [Willis, 1981: 201]

This perspective on lived "culture" and the meanings associated
with it also flavours less critical, more interpretive ethnographies ‘of
youth in school. In one description of six "good" American high
schools, Sara Lawrence Lightfoot {1983: 6), for instance, sought

to capture the culture of these schools, their essential features,
their generic character, the values that define their curricular
goals and institutional structures, . . . their individual styles and
rituals.
Importantly to an understanding of school culture she added
I also try to trace the connections between individual and insti-
tution -- how the inhabitants create the school's culture and
how they are shaped by it; how individual personality and style
influence the collective character of the school.
At this level of microanalysis, the concepts of 'youth culture' and
‘youth subculture' are useful aids in shaping our understanding of the
understanding which youth have of the interrelationships between their
guided studying ("studenting"), on the one hand, and the functions
and structures of formal educational provision, i.e., school, on the
other hand. A brief word about appropriate contexts in which to
view youth culture and youth subculture is necessary.

It is crucial to an understanding of the concepts of 'youth cuiture’
and 'youth subculture' to distinguish Loth concepts from meanings
associated with the concept of 'school culture', although each of the
concepts shares much in common. Brake (1985: 24) suggests that
youth culture and youth subculture can be discussed within two con-
texts, viz. generational and structural explanations:

[t]he first analysis is concerned with the continuity/discontinuity
of inter-generational values, and the second with the relation-
ship of youth to social class, the mode of production and its
consequent social relations.
Youth cultures and subcultures within the first context represent
chronologically age-specific responses to a socialisation dysfunction
in society, a segregation occurring between society and age groups
often named with the term, ‘the generation gap' or the term, 'the
marginality of youth'. Within the second context, youth is portrayed
(Brake, 1985: 26) as
a particular generational response to a wider class problem in-
volved with structural elements such as housing, employment,
further prospects and wages.

In both generational structural contexts, the ethnographic litera-
ture on youth cultures and subcultures is a vast one. It largely re-
presents a corpus of knowledge eliciting no overarching theme or the-
ory. A major thrust in this literature, however, is to divide youth
into categories based on the content of their conformity to or re-
bellion against those who exercise hegemonic control over subordinate
groups in society. Borrowing Stuart Hall's definition of hegemonic
control, Hebdige (1979:16) suggests that culiural hegemony centres on
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the shaping of consensus in order that the authority of dominant
social classes appears as nonideological, permanent and natural, or
as James Herndon poignantly put it in a book by the same title, "the
way it spozed to be.” Within this perspective, "respectable youth,"
"delinquent youth,” "cultural rebels" and "politically militant youth"
(Brake, 1980: 23-24) are caught up in expressing what is
a fundamental tension between those in power and those con-
demned to subordinate positions and second-class lives.  This
tension is figuratively expressed in the form of subcultural
style. [Hebdige, 1979: 132
Two other perspectives of youth culture and youth subculture are cri-
tical, the segregation and polarisation hypotheses.

In the USA, researchers on youth cultures and subcultures have
assumed either that youth js largely cut off{ from adult society and
consequently develops modes of expression entirely within a referen-
tial youth culture (the segregation hypothesis) or that youth is con-
stantly forced to choose between two basically opposed cultures,

_ . . the culture of the school, based on deferred gratification,
cognitive skill, individual achievement and deference to authority,
and the out-of -school "youth culture,” based on immediate gra-
tification, physical skill, group solidarity and the equality of
group members . . . [Tlhey are forced to choose either one or
the other, and consequently low commitment to school will tend
to be associated with high involvement in "youth cuiture.”
[Murray, 1978: 22}
Both conceptualisations of the relationship between youth and forms
of prevailing cultural and social membership are, however thought-
provoking, essentially overly simplistic. Youth does adapt to mem-
bership in adult society with regularity; there is not one "youth cul-
ture," but several. There are many cultures, moreover, with which
youth in America interacts: school culture, street culture and pop
media culture, for example.

Indeed, it is the diversity of transactions in which pupils, teenagers,
adolescents, students and youth participate culwurally in a pluralistic
United States that infuses ethnographic accounts of youth culture and
youth subculture with a richness of meaning for the teacher educator
and the teacher of educology, a richness conspicuously absent in the
recent national reports on American teacher education reformation.
What are some implications of contemporary ethnographic studies of
youth cultures and youth subcultures for teacher education reform?

Implications for Teacher Education Reform

Philips (1983: 129) concludes her ethnographic study of native
American Indian children on the Warm Springs Indian Reservation in
central Oregon with the following admonition:

. . . [Blecause the minority students' efforts to communicate
are often incomprehensible to the teacher and cannot be assimi-
lated into the framework within which the teacher operates . . .

3 P .
A~



international Journal of Educology, 1988, Vol 2, No |

[t]he teacher . . . must be seen as uncomprehending, just as
the students are. And it is primarily by virtue of the teacher's
position and authority that the students and not the teacher
come to be defined as the ones who do not understand.

Wordsworth in The Prelude put it more succinctly: "What we have
loved, others will love, and we will teach them how." In citing Philip's
ethnography and Wordsworth's poetry, we are not suggesting that
students belonging to youth cultures and subcultures should have a
totalitarian grip on American educational provision. Rather these
statements are reminders that much of that provision is all too fre-
quently defined by and implemented through the contextual percep-
tions which adults bring to culwural understanding. In these contex-
tual perceptions, youth is viewed as a transitory stage of life, a
stage to be abandoned as soon as possible, at best, and, at worst, an
objective problem which is solvable within institutionalised and tech-
nologised panaceas (Suransky, 1983: 188-189).

If American education has a basic problem;the problem is not the
student, not youth. Rather, problematics inhere in a virtually toral
failure of its political organisation (Hawkins, Jr., 1985: 30). Parallel
to the rise of highly centralised American education (in especially
the public sector) there has occurred a fragmentation and division of
fundamental interests:

a situation in which parents, students, teachers, and school
boards are members of opposing teams. We have created or-
ganizations called schools that disjoin parent, student, commun-
ity, and education. [Hawkins, Jr., 1985: 30]
Ethnographic studies of youth cultures and youth subcultures do not
provide us with unequivocal anodynes, panaceas, or solutions for re-
joining youth with student. These studies, however, do have specific
implications for teacher education reform.

Importantly, ethnographic research on youth cultures and subcul-
tures encourages the pre-service teacher to consider student cultural
forms, their origins and relationships between teacher-authored actions
and group culture formation. Everhart's ethnographic study (1983)
of the formation of student-controlled "regenerative" knowledge at
the Harold Spencer Junior High School is a case in point. Secondly,
studies of youth cultures and subcultures are invaluable aids (Weis,
1986: 47) to teachers-to-be in suggesting what the teacher might walk
into on entering the classroom

and the ways in which theit actions and messages embedded

within the school may encourage, in contradictory ways, cultural

forms to emerge.
The imposition of adult-authored cultural forms together with the
lack of significant student input on the form and content of schooling
result, perhaps, in accentuated youth culture and youth subculture
responses.  Finally, ethnographic research on youth cultures and
youth subcultures may inform pre-service teachers of how their own
actions in the school as well as those actions of other teachers may
encourage cultural inequalities, racism, sexism and the like.
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The ethnographic study of youth cultures and youth subcultures
points us in the directions of treating the "youth problem" and, indeed,
the social construction of youth in ways that are less controlling and
less punitive. As Grubb and Lazerson (1982: 163) suggest, youthful
rebelliousness in American society is defined generally as status
offenses, punishable by an ever-expanding juvenile system; hostility
to school is met by demands that "students work warder."

In each instance, anger has led to policies that are essentially
punitive and controlling -- as if youths were already adults
who cannot be rehabilitated -- and away from public efforts
that could comprehend the sources of the problems and recon-
struct the options available to youth. [Grubb and Lazerson,
1982: 163]
Efforts to understand why youths are bored in school, efforts to
understand youth abandonment of conventional rites of passage from
home to school to work -- to both endeavours ethnographic research
contributes much, particularly an understandiné of youth understanding.

As Giroux (1983: 89) suggests, the effects of social class member-
ship pervade schooling, and they are reproduced in the manifold ways
by which diverse student groups deal with the culture, ideology and
politics of the school. Youth cultures are relational responses, formed
in patterns of consent and resistance, to cultures of dominance.
Speaking generally of youth culture, Brake (1985:198) hints at a per-
vasive theme implicit to these responses:

It is an expression of the mini-politics of rebellion against ob-
scure social forces. During a brief period, youth steps outside
the stark reality of industrial society to explore a symbolic
identity, to celebrate being young, optimistic and joyous --a
moment all too brief in personal biography.
Ethnographic research on youth culture and youth subcultures has
taken us some distance in uncovering the fallacy of assuming student
expression to be the product of homogeneous student milieux. Teacher
education reform needs to be attentive to the mixed and often am-
bivalent messages originating in these milieux.

A recent United States General Accounting Office Congressional

Briefing l%eport on school dropouts (GAO, June, 1986:34) concludes:
Considerable research has been done on the dropout issue, and
many dropout-related programs have been undertaken.  Yet,
based on our review of the literature . . ., it is not generally
known "what works" in terms of specific interventions to pre-
vent youth from dropping out of school or to encourage their
reentry.
United States Department of Education pronouncements (for example,
that of Chester E. Finn, Jr., cited earlier) to the contrary, if we
are to focus on the student meaningfully and to understand why
the American counterparts to Jacques l.eporatti and Heather Arlott
are turned off from conventional schooling policy, a search for drop-
out prevention programs that work (called for in the Dropout Pre-
vention and Reentry Act of 1985, H.R. 3042), statistical exegeses of

.
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Scholastic Aptitude Tests and commands that principals and teachers
"hold and convey high expectations for student achievement and
student behavior" (NEA/NASSP, August, 1986:24) will not suffice
alone. Shanker has urged very recently that "we nced to go in
new directions to bring teachers closer to their students" (Shanker,
January 11, 1987:7). Developing ethnographic strategies toward
understanding students is one means by which this closeness might
occur. Ethnographical studies of youth cultures and youth subcul-
tures suggest guidelines in which these strategies might be framed.
Clearly, the skills associated with ethnographic research (Tammivaara
and Enright, 1986: 106-125) have a pivotal place in teacher education
reform if we are concerned genuinely with substantively centring our
attention on the student.
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AN EDUCOLOGY OF TEACHING:
A MODELS APPROACH
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Lindfield, NSW, Australia

ABSTRACT

A model of teaching is usefully conceptualised as a blueprint to
guide preparation for teaching and action within the process of teach-
ing. From the literature about teaching and from the experience of
consulting teachers and teacher educators, at least five models of
teaching can be distinguished: exposition, behavioural, cognitive dev-
elopmental, interaction and transaction models. These five derive
from the criteria of centredness (pupil vs. teacher), directedness
(highly teacher directed vs. minimally teacher directed) and areas
of learning (academic, social, behavourial and personal). While the
models are distinguishable, they may not be entirely discrete cate-
gories of teaching. Models of teaching are related to, but distinguish-
able from, approaches and methods of teaching. No single model has
intrinsic superiority over another; each has extrinsic value, depending
upon the particular circumstonces of an educational situation.

Introduction: The Concept of Models

It is generally considered that there is no ideal form of teaching,

but that different teachers teach differently, and that the same
teacher may teach in different ways on different occasions. Such
differences in procedures may be the result of teacher personality
and style, different subject matter, different objectives, or the variable
receptivity of learners. Broad classifications of the different forms
of teaching and learning are referred to as models. More specifically,
a model may be defined as a blueprint to guide the preparation for
and implementation of teaching. Any model selected for teaching
therefore dynamically reflects the preferences and values of the
researcher.

Several understandings exist in educology and other disciplines as
to what constitutes a model. Brodbeck (1963) claims that the word
is often used in the most general sense as a synonym for theory.
Therefore a model often simply refers to speculation abour the rela-
tionship between a number of variables.

De Cecco (1968:11) distinguishes between theories and models by
suggesting that models do not have the rigour of tested theories. He
claims that

Unlike theories in their early state of development, models lack
factual support. Eventually useful models give way to empiri-
cally supported theories.
This article relates the determination of five broad models of teaching,
which have been adopted by schools, universities and colieges in the
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training of teachers. Accepting De Cecco's (1968) distinction, the
selection of any model cannot be empirically defensible, but the classi-
fication of the five models is derived from an analysis of the litera-
ture, and the experience of many consulting teachers and teacher
trainers.

The Nature of the Problem

Several difficulties confront the researcher in the determination
of models:

(a) There are relatively few developed models of teaching. Text
books tend to concentrate more on learners and their characteristics
than on teachers. Gage (1963) claims that theories of teaching are
neglected because many researchers believe that if there is a satis-
factory theory of learning, then the teacher can act upon that theory
without developing a separate theory of teaching. Teaching is there-
fore perceived as a mirror image of learning.

Smith (1961) claims that whereas 'teaching' refers to teaching be-
haviours, there is no equivalent word to indicate the behaviours of
pupils. Suggesting that learning is an outcome, and not a set of ob-
servable behaviours, Smith suggests the word ‘pupilling' as an equiva-
lent to teaching. Elsewhere, Steiner (1981) and Christensen (1981)
propose the term 'studenting'.

The paucity of developed models poses the problem of a lack
of information as a basis for further development.

(b) The information that informs teaching is vast ond complex.
The depth and range of this available knowledge, related to learning
theory, motivation, readiness, teaching style and method, classroom
interaction, ethics, epistemology, management techniques, personality
and group dynamics (all subsumed by the foundation disciplines of
educational psychology, philosophy, sociology and curriculum develop-
ment) may create confusion and prove daunting for researchers. This
vast complexity of information poses the problem of how to integrate
and classify the information in an intelligible way.

(¢) There ore many conflicting views of teaching and learning,
The most common dichotomy is that of traditional, formal or teacher-
centred education, and progressive, informal or student-centred edu-
cation. Similarly, humanistic education and a behaviourist orientation
are regarded as sharp contrasts. These forms of teaching-learning are
examples of extremes. There is a multiplicity of other forms repre-
senting different orientations to teaching. These different and often
opposing views pose the problem of whether or not there is a need
to reconcile the different views of teaching.

The Literature

There are four major classifications of the full range of models
of teaching. Other texts detail models in particular areas. For
example, Eggen, Kauchak and Harder (1979) itreat six information-
processing models (General Inductive Model, Concept Attainment Model,
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Taba's Process Model, General Deductive Model, Ausubel's Model and
Suchman's Inquiry Model) and suggest that the models are not general
approaches for all teaching situations, but specific teaching techniques
for particular goals.

Mosston (1972) adopts seven teaching models, which are placed on
a specturum from "command" to "discovery." The seven models are
distinguished as follows:

1. The Command Style, in which sigidly uniform behavioural
standards apply to all, and in which decision-making is by the teacher.

2. The Task Style, which is still teacher-dominated, but which
allows for some pupil decision-making.

3. The Reciprocal Style, which involves pupils working together
and having more decision-making responsibilities.

4. The Individual Program (Teacher's Design), in which the
pupil selects that task and level of performance which seems most
appropriate.

5. The Guided Discovery Model, in which, for the first time,
the pupil makes decisions about subject matter.

6. The Problem-Solving Model, which provides for more pupil
decision-making, in both quantity and quality.

7. The Individual Program (Pupil's Design), in which the pupil
makes all the decisions, designs the problems and asks the questions.

The five models of Stallings (1977) are also placed on a continuum:

1. The Exploratory Model, which aims to develop creativity and
independence.

2. The Group Process Model, which aims to develop self-aware-
ness, responsibility and co-operation.

3. The Developmental Cognitive Model, which aims to develop
cognitive skills.

4. The Programmed Model, which aims to develop basic skills
through behaviour modification.

5. The Fundamental Model, which aims to develop basic skills
through factual knowledge.

Lapp, Bender, Ellenwood and John (1975) indicate that the variety
of teaching and learning styles can be validly subsumed by four models.
These are:

1. The Classical Model, in which subject matter isimportant and
the teacher is trained more in terms of what to teach than how.

2. The Technological Model, which also regards education as
the transmission of information, but focuses on the competencies of
individual pupils.

3. The Personalised Model, in which teaching is built on the
interests, experiences and growth of pupils.

4. The Interaction Model, in which education is seen as an
interdependent effort between teacher and pupil, and content is
viewed as constantly changing.

The major text, and most comprehensive examination of teaching
models is that of Joyce and Weil (1980), who identified 23 models
in four basic families:

21.7.
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1. Information-Processing Models share an orientation towards
the information-processing capability of pupils.

2. Personal Models share an orientation towards the individual,
the development of selfhood and the way individuals construct their
unique reality.

3. Social Interaction Models focus on the process by which
reality is socially negotiated, thus emphasising the relationships of
the individual to society.

4. Behavioural Models emphasise changing the visible behaviour
of the learner rather than the underlying psychological structure.

Joyce and Weil published three books in 1978, each on a separate
family of models.

The above classifications of models do have characteristics in com-
mon. With the exception of Mosston, each theorist proposes a model
that is concerned with training student competencies and changing
their observable behaviours. Each theorist postulates a model which
stresses the needs of the student, and the development of individual-
ity. Each theorist posits a model based on the development of social
skitls within the context of society. There is also some agreement
on the existence of a model based on traditional or formal education,
and one based on the development of cognitive skills. Table 1 dis-
plays the models of Mosston, Stallings, Lapp et al., Joyce and Weil
and those determined by the author. They are arranged by the
author on the continuum of teacher-centred to pupil-centred, although
no attempt has been made to order the models within Joyce and
Weil's families of models.

The Models

In the determination of an appropriate classification of models
the author adopted this same dimension of teacher-centred to pupil-
centred. While acknowledging that such a uni-dimensional classifica-
tion is a simplification, and mindful of the fact that other classifica-
tions may also be plausible, the teacher-centred pupil-centred contin-
uum does provide a useful conceptual tool. The models selecied
by the author cover the full range of amount of teacher-direciion
(as indicated in Table 1) and include the academic, social, behaviour-
al and personal areas of learning. The models are defined as follows:

1. The Exposition Model is a predominantly teacher-centred model
that focuses on the expository approaches of narration and explana-
tion and that uses practice and revision to consolidate learning. This
model is based on "traditional" or "classical' education, with its
accent on traditional subjects, basic skills, whole-group teaching and
teacher direction. But the model does not have the stigma often
associated with traditional education. It is not archaic or inflexible,
and the approaches of narration, explanation, revision and practice
are considered basic to effective teaching.

2. The Behavioural Model is based on tighrly sequenced steps of
learning and the use of reinforcement to elicit observable hehaviours.
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[t is therefore broader than purely technological models. The princi-
ples of behaviour theory that underlie the model find practical ex-
pression in formal full-class teaching or in individually programmed
instruction. But the individual emphasis of the latter does not imply
that the model is anything but predominantly teacher-directed.

3. The Cognitive Developmental Model is a model in which the
teacher selects learning tasks according to pupils' developmental level
and elicits pupils' reasoning in relation to these tasks. Like the be-
havioural model, this model emphasises planning small instructional
steps, but the focus is on the nature of pupil reasoning that underlies
behaviour and on developmental stages. An "information-processing"
or "cognitive" model is not included, as the range of teacher proce-
dures in such a model is so variable. What Joyce and Weil (1980)
classify as "information-processing” models should be regarded as
approaches which may be used in all of the other models. A number
of "cognitive" approaches are possible within the context of the cog-
nitive developmental model.

4. The Interaction Model is a model which emphasises learning
occurring as a result of the pupil's interaction with other people and
with society. Thus, the emphasisis on personalinteraction. Although
it is predominantly a group process model, this name is not adopted
because it implies learning occurring in pupil groups only, and not
as a result of the interaction of the teacher and individual pupils.

5. The Transaction Model is a pupil-centred model of teaching
which involves a range of teacher structuring in which the predomin-
antly self-directed learner transacts with the environment (physical

and human) and changes as a result of that experience. Whereas
the focus of the interaction model is social interaction, the focus
of this model is the action or "transaction" of the learner. This
model derives from the theories of progressive education and from
contemporary practices of open education. The model allows for
varying degrees of teacher direction of pupil discovery.

The Characteristics of Models

(a) The models are not discrete. The models are the resuli of
attempts to classify teaching behaviour in a logically defensible way.
There will be obvious overlap between models. For example, there
may appear to be similarities between the exposition and the behavi-
oural model, and certainly a variety of models may invwlve a high
level of student interaction.

It would be unusual for a teacher to select a model, in toto, and
implement it. Instead, teachers select eclectically, guided by what
is appropriate to the situation. Teaching should not be viewed as
a limited number of models which constrain the nature of teaching,
but as a rich variety of methods from which teachers select. Teach-
ing may be seen as a kaleidoscope of methods, and just as the tube
of the kaleidoscope is rotated or shaken to produce a mosaic, so
teachers select appropriate methods to produce a coherent pattern,
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Such a pattern may or may not be consistent with a particular model.

(b) There are different interpretations of the specificity of models.
Models are broad classifications of teaching-learning behaviour, and
models can be distinguished from approaches and methods. These
distinctions are illustrated in Table 2.

Table 2: Models, Approaches and Methods
Model Approaches Methods

Exposition Narration Questioning
Explanation R =cording
Revision Discussing
Practice Dictating
Summarising

\
A model is a broad theory of teaching; an approach is a more speci-
fic teaching technique used within a model; and a method is a more
specific teaching technique.

According to these definitions, many of the models of Joyce and
Weil (1980) are approaches. For instance, they view role play as a
model rather than an approach in an interaction model, and they
regard the approaches of Taba, Suchman and Ausubel as models,
and not as approaches that may be used in a number of models.

(c) No single model is superior. There is at least prima face
logic in the argument that using a variety of models may increase
the likelihood of achieving the multiplicity of school objectives.
Models, approaches and methods are chosen according to their suita-
bility to the teaching in question. Whereas the cognitive developmen-
tal model and interaction model are probably best suited to moral
education, so the behavioural model is probably most appropriate to
teaching a skill in physical education.

Conclusion

Educational administrators and teachers should benefit from a
theoretical and practical knowledge of the variety of identified models.
The broad classification of teaching-learning behaviours into models
is a valuable complement to the skills based approach to professional
training. The use of models is further encouraged for these reasons:

(a) The great variety of school objectives are more likely to be
attained by using a variety of models.

(b) Particular models are more suited to particular subjects.

(¢) Particular models are more suited to specific student needs.

(d) The quality of teaching may be enhanced by combining and
adapting models.

(e) The use of a single model constrains both teaching and the pro-
cess of professional development of teachers.
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AN EDUCOLOGICAL APPROACH TO IDENTIFYING
TEACHERS' UNDERSTANDING OF SCIENCE CONCEPTS

Catherine Onyeka Ameh
Monash University
Clayton, Victoria, Australia

ABSTRACT

A group of teachers (N=388) in Nigeria were given a concept
test -- a pencil and poper test similor to the Learning in Science
Project (LISP) for students --and some teachers were interviewed
ustng Osborne and Giibert's (1979) Interview-About-Instonces Tech-
nique. Responses obtamed from written tests and interviews were
analysed for scicntific understanding and compared to responses of
students in the Lcarning in Science project.  This research showed
that teachers' understanding can be probed using the same type of
approach as that used with students. The research also found that
lack of scrence understanding is not confined to students ulone. Mony
science teachers do not understand some fundamental science con-
cepts, and teachers' beliefs and i1degs are often not any more sophis-
ticated and adequate than therr students'.

Introduction

The declining number of students enrolling in science in Nigerian
secondary schools calls for an investigation. Even the few who enrol
for science have demonstrated far more theoretical knowledge than
practical. This has left the nation's science educators and curriculum
developers with more puzzles than answers to the solutions intended
for science education.

In the search for causes of poor performance and improvement of
science learning, most recent research has focused on student beliefs
and ideas about natural phenomena (e.g. Champagne, Gunstone and
Klopfer, 1983; Osborne and Freyberg, 1985). It is also common for
researchers to urge classroom teachers to probe students' beliefs
before instruction to enable the teachers to begin instruction from
the students' conceptual position (e.g. Osborne and Gilbert, 1979
Shipstone, 1982; Symington and White, 1983). It would be difficult,
almost impossible, for teachers to probe students' beliefs and ideas
if the teachers do not have ideas in science more sophisticated, ade-
quate and sound than those of their students.

The overall study was designed to investigate science teachers'
understanding in selected aspects of science concepts. These were
animal, plant, force, friction, electric current, gravity, light and
chemical reactions. These aspects of science concepts of which
understanding of teachers is sought, are believed to be the areas
where students have the most naive conceptions, as evidenced by the
New Zealand learning in Science Project (LISP) reports, and other
research reports from many parts of the world. Examples are animal
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(Bell, 1981), force (Osborne and Gilbert, 1980; Gilbert, Watts and
Osborne, 1982; Gunstone and Watts, 1985), electric current (Russell,
1980; Osborne, 1981), gravity (Stead and Osborne, 1981; Gunstone
and White, 1981) and chemical reactions (Schollum, 1981).

In this study, quotes of teachers' responses in test and answers
from interview have been analysed to determine the degree of vari-
ance of responses from scientists' beliefs, and the teachers' beliefs
have been compared with students' responses in the Learning in Sci-
ence Project.

Approaches

The investigation employed two approaches: paper and pencil
test and interview. The written test was designed with alternative
conceptions in mind. This is similar to the LISP written tests. The
LISP written tests were essentially designed to probe conceptions and
were devised from individual interviews, either Interview-About-In-
stances or Interview-About-Events. The motivation for devising these
written tests was to determine how widespread were the conceptions
held by students who had been interviewed. That is, having estab-
lished that a particular range of ideas about a specific concept ex-
isted among a group of interviewed students, a written probe ofideas
was then used to explore the prevalence of this range of ideas in a
much larger sample. The written probes used by LISP were of two
general forms: open-ended questions or multiple choice questions.
In each case, the question form is consistent with the nature of the
interview schedule initially used. As an example, in order to explore
students' conceptions of the term ‘animal', the Learning in Science
Project used an interview schedule based on a set of cards. Each
card contained a drawing of either an instance of animal (e.g- cow)
or a non-instance of animal (e.g. car). For each example the inter-
viewee was asked whether or not the example was an animal, and to
explain why they answered in this way. The interviewer then asked
further questions to explore the reasoning being used for the example.
This approach was translated into a written probe of ideas about the
term ‘animal' quite directly: the drawing of the example was given,
students wrote their answers to the Yes/No question ("Is ... an ani-
mal?") and then wrote their reasons for their answer.

The second general form of LISP written probe involved generating
multiple choice questions from the data cbtained from interviewing.
By way of example, consider the situation of an empty electric
light socket. When this situation was used in interviews with stu-
dents as one aspect of exploring conceptions of electric current, the
situation was shown and interviewees were asked whether or not they
thought un electric current was present. The interviewer then probed
for reasons. Four common answers emerged: (a) No, because there
can not be current flowing; (b) Yes, because if you touch it you get
a shock; (¢} Yes, because if you put a bulb there, it would glow;
(d) Yes, because the current would be going out from the prongs.
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These four common answers were then used as alternatives for the
multiple choice form of the question used on later written probes of
students' ideas.

Both of these forms of question were included on the test given
to teachers in this srudy.

Advantages of These Approaches

These approaches have a number of advantages. First, the concep-
tion of concept adopted in this study (classifying attributes and list-
ing attributes) is consistent with the LISP approach to probing con-
cepts. Second the format of the LISP written probes does not in-
volve responses of an unusual nature (i.e. the format is familiar to
respondents).  Other approaches such as concept mapping require
the respondents to learn the nature of the task and the answer for-
mat before they can be successfully used. While some questions on
the LISP test are unusual in the experience ¢f teachers (for example,
in asking for reasons for an answer or in considering fundamental
concepts), no learning of formut of task or response is needed.
Third, the written test is derived from interviews, hence the test
can be used as the format for the subsequent interviews. Finally,
considerable data from school students who have undertaken the
LISP tests exist, thus comparisons between teacher and student per-
formance are made possible via using questions from that project.

Sample

Three hundred and eighty-eight (388) high school teachers (pre-
service and in-service teachers) wrote the test. The in-service
teachers constituted four groups by qualification: (a} NCE (National
Certificate in Education) -- this certificate is obtained from a college
of education three years after 'O' level it is the minimum qualifica-
tion for teaching in Nigerian secondary schools; the NCE teachers
are often confined to the junior classes; (b} B.Sc. (Bachelor of Sci-
ence), obtained three or four years after the 'A’ levels; (c) NCE
plus B.Sc.; (d) B.Sc., plus postgraduate Diploma in Education (PGDE).
The pre-service or trainee teachers in the sample were enrolled in
an NCE course.

Table 1: Sampled Population

Type of Qualification TT NCE BSC NCE+BSC PGDE Total
Number 137 140 79 17 15 388

Method

The method of gathering data was similar to the approaches used
by LISP, as described above. The instrument consisted of questions

204
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derived from LISP. The questions for teachers were not modified,
since the study was aiming to find out if science teachers had a
superior conception to students. The study was also aiming to es-
tablish the feasibility of using such approaches with teachers. \

Results

Two of the concepts investigated in the larger study are reported
here: the concept of 'animal' and that of 'gravity’.

The concept of 'animal'. Sixteen questions were used to probe
the concept of the term 'animal'. Twelve questions presented in-
stances of animals (in order --frog, snail, rabbit, bat, cow, worm,
fish, boy and girl, fly, grasshopper, bird and lizard. Four questions
presented non-instances of animals (in order--car, lettuce, fire,
grass). There were two parts to each question. First, the respon-
dent was asked to indicate whether or not the example was an in-
stance of animal. Second, the respondent was asked to give reasons
for her or his choice. Similar to the LISP report, the appropriate
attributes to appear in the reasons included heterotrophic feeding,
movement, digestive system, nervous system and cellular structure
(cell structure in terms of cell membrane). Respondents who class-
ified all the instances correctly and who gave at least two of the
identifying attributes were judged to have a scientific view of animals.
In this regard, 40 teachers (10 per cent) were judged to have a sci-
entific view of animals (i.e. to use the term ‘animal' in a scientific
sense). Fifty-four respondents (14 per cent) had difficulties with
multiple group membership, and they perhaps saw only the class of
mammal as belonging to the animal kingdom. Some of these groups
used mammary glands and parental care as a basis for their classi-
fication. On these grounds, other classes of animals and inverte-
brate animals were regarded as non-instances of animals. Some
respondents confused classes of animals, for example, they classified
fish as reptile.

The bat, an animal that flies as well as gives live birth to its
young, presented a major difficulty to about 1 per cent of the popu-
lation. Some said the bat was neither bird nor animal, while others
said that it could not be classified. Much confusion was evident.

Many of the teachers in the study used external physical features
as a basis for judgement. For instance, some respondents regarded
animals such as snails, worms and fish as non-animals because they
did not possess hair on the body. Hence birds were not classified
as animals because they possessed feathers and beak. Instances of
animals like grasshoppers, flies, birds and bats were not considered
animals by about 4 per cent of the toral population because these
animals could fly. Other features like shape of body, set of teeth,
fins, external ear were used as the basis of judgement by respon-
dents. About 5 per cent saw only the instances with legs as animals.
l‘urthermore, some saw only the four-footed ones as animals; hence
boy and girl were not classified as animals by them because boys
and girls stood on two legs.  Similarly, birds had two legs, and
they were judged not to be animals.
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Some 4 per cent of the respondents rejected worms, grasshoppers,
birds, lizards, snails, fish, flies, bats and frogs as animals because,
they said, these organisms lacked the general properties of animals.
Another 2 per cent of the respondents used the mode of reproduc-
tion as a basis for their judgement about whether something counted
as an animal. They explained that frogs, lizards, birds, fish, snails,
worms, flies and grasshoppers laid eggs and did not feed their
young with milk, so they could not be animals.

About 5 per cent of the respondents used locomotion as a cri-
terion for classification of things as animals. Their reasoning went
something like this: bats and birds are not animals because animals
do not fly; boys and girls walk, frogs jump, snails, worms and lizards
crawl, therefore they are not animals.

Other unlikely criteria such as parasite, senses and season were
used by some respondents. For example, 2 per cent of respondents
said that a worm is a parasite. [t depends on a host before it can
live, and thus it is not an animal. One respondent said that a worm
is not an animal because it is only seen during the rainy season,
whereas animals are present in all seasons.

These findings are similar to those of Bell (1981) in the Learning
in Science Project (LISP). What Bell's respondents said bears remark-
able similarity to the remarks and explanations given by the respon-
dents in this study. The following is a set of examples which com-
pares the LISP respondents with the respondents of this study.

(1) Number of legs: In both the LISP study and this study, some
respondents discriminated between animals and non-animals on the
basis of the number of legs. In their reasoning, four legs, many legs
or no legs was a signficant, distinguishing feature of animals.

(1.1) Four legs: "Yes, it's [a cat] got four legs" (LISP).
"It [a cow] is an animal because it has four legs" (Teacher). "No,
bat is not an animal. It doesn't have four legs" (Teacher). "All
animals walk on four legs" (Teacher). "No, boy and girl are not
animals; they do not stand on four legs" (Teacher).

(1.2) Many legs: "No [spiders are not animals], because
animals don't have eight legs" (LISP). "No [they are not animals],
because fly, grasshopper have six legs" (Teacher).

(1.3) No legs: "No [a worm is not an animal], it's got no

legs" (LISP). "No [they are not animals], because snail, worm have
no legs" (Teacher). "Fly and grasshopper are insects because they
have more legs than animals" (Teacher). 'Frog is not an animal.

Animals walk on four legs, but a frog does not walk on four legs.
Boy and girl are not animals, basing it on the idea of walking with

four legs. 1 think a boy and girl should not be animals" (Teacher).
(1.4) Two legs: "No [a bird is not an animal], because it's
only got two legs” (LISP). "No [birds are not animals], birds have

two legs" (Teacher).

(2) Habitat: In both the LISP study and this study, some respon-
dents discriminated between animals and non-animals on the basis of
the habitat. In their reasoning, animals lived on land.

o °
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"Yes [an elephant is an animall, it's on [the] land" (LISP).
“It [a cow] is an animal because it lives on land" (Teacher). "No
[a fish is not an animal], [it] lives under the water" (LISP). '"No
[birds are not animals], birds mostly live on trees" (Teacher). "No,
fish is not an animal because it lives in water" (Teacher).

(3) Animals have fur: In both the LISP study and this study,
some respondents used the covering of an animal as the attribute
to distinguish between animals and non-animals.

"Yes {a cat is an animal], it's got fur" (LISP). "No[a worm
is not an animal], it's got no fur" (LISP). ‘“Rabbit is an animal
because it has skin, fur and constant body temperature" (Teacher).
"Snail is not an animal, no hair on the body" (Teacher). "Worm is
not an animal because animals have hairs" (Teacher).

(4) Noise production: Some students in the LISP and some teachers
in this study discriminated between animals and non-animals on the
basis of noise production.

"Yes [a cat is an animal), [it] makes sound" (LISP). "Yes
{a boy is an animall, [a boy] talks® (LISP). "It isan animalbecause
it [a cow] makes sounds, hears" (Teacher).

Both students (in the LISP) and teachers (in this study) confused
scientific characteristics of living things and the scientific charac-
teristics of animals. In the LISP report, over 50 per cent of the
pupils used characteristics of living things which do not discriminate
animals from other living things (e.g., respiration, growth). About
34 per cent of teachers in this study used the same general charac-
teristics of living things.

Many teachers in this study used some inadequate criteria for
classification of an instance as an animal. These criteria included
the attributes of '"has life," "has blood," "has no chlorophyll," "has
mammary glands" and the like.The criteria were inadequate be-
cause they were not common to all animals and they were not dis-
tinguishing attributes of the class of animals.

Of the 38 pupils interviewed in the LISP, 35 (age 10 to 15 years)
could not classify all animal instances correctly. Of the 388 science
teachers who wrote the test for this study, 90 could not classify all
instances correctly. Another 130 teachers could classify the instances
correctly, but listed only characteristics of living things, not dis-
tinguishing attributes of animals. Both the samples of students from
LISP and of teachers from this study classified all the instances with
four legs (e.g. cow, cat, rabbit) correctly as animals.

The concept of ‘'gravity'. Aspects of the understanding of the
concept of 'gravity' were probed in this study with three multiple
choice questions. These questions dealt with the existence and mag-
nitude of gravity on the moon, the existence of gravity when stand-
ing on the earth and the existence and magnitude of gravity when in
free fall. The results obrained from this investigation were similar
to those reported by Stead and Osborne (1981) in the LISP.

(1) Standing on the moon: This question presented a drawing of
an astronaut on the moon and asked if there is any gravity. Four
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options were given to the respondents: (a) Yes, but much more than
on the earth; {b) Yes, about the same as on the earth; {¢} Yes, but
much less than on the earth; (d) No, there is no gravity. The most
acceptable response is "Yes, but much less than on the earth." In
the LISP report, of the 258 Form Three students {(Year 9 or 9th
Grade), 42 per cent gave the correct response, 44 per cent said that
there is no gravity, 12 per cent said much more than on the earth,
while 2 per cent said about the same as on the earth. Abour 31
per cent of teachers sampled in this study said that there is no
gravity on the moon, 37 per cent gave the acceptable response, 15
per cent said much more, 8 per cent said much less than on the
earth and 9 per cemt 4id not respond. Some of the statements from
students (in the LISP study) and teachers {from this study) are pre-
sented for comparison.

(1.1) No gravity on the moon: "It's only on earth as much
as we know and it's not on the moon, or anywhere like that" (LISP)
"“No gravity on the moon because you can continue to move along”
(Teacher). "No gravity because it is the moon" (Teacher). "Well,
the moon's got no gravity and you float off --and out in space, you
just float arcund™ (LISP). "No gravity because as you move further
from the earth, the gravicuiion decreases until you get to the space,
where there is no gravity" (Teacher).

(1.2 ) Other reasons: Some of the teachers in the sample
gave a variety of other reasuns to support their claim of absence of
gravity. "No force of gravity in the moon because there is opposing
force in the moon. In the moon, the force is acting upwards and
not downwards as you have on the earth” (Teacher). “No gravity,
there shouldn't be any gravity because he is standing far and we
cannot measure the gravity" (Teacher). 'No gravity outside the
earth, the moon will not have that force of gravity” (Teacher).

(2) Standing on the earth: In the problem presented to the respon-
demts, a diagram was presented in which a person was shown standing
on the earth's surface, and respondents were asked whether there
was gravity present when standing on the earth. The answer re-
quired was either "Yes" or "No." Three hundred and thirteen (313)
or 81 per cent of the teachers sampled said that there was gravity.
About 11 per cent said that there was no gravity, and 8 per cent
did not respond. In the LISP report, 94 per cent of Third Form stu-
dents said that there was gravity, while 6 per cent said, "No." Some
of the reasons advanced by some teachers for saying that there was
gravity on the earth included statements like, "Yes, because every-
thing that goes up must come down. If he jumps, definitely he will
come down" {Teacher). This statement is similar to a Form Four
(Year 10 or 10th Grade) student's idea of gravity in the LISP report:
"You throw a ball up, you know it will come down, it has to ‘'cos
of the law of gravity. [What is this law?] What goes up must
come down" (LiSP).

Other reasons given by teachers included explanations such as,
"Yes, because he is standing on earth and there is gravitational force

25
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acting down on him" (Teacher). "Yes, because he is on earth, that
is where force of gravity acts" (Teacher).

Reasons argued by teachers for saying that there is no gravity
when standing on earth included statements such as the following.
"No [there is no gravity acting on the man), because if there is
any gravity the man will sink [into the earth]' (Teacher). "No,
what will pull him? He is already on the ground" (Teacher). "“No,
no gravity standing on the earth because there is nothing pulling him"
(Teacher).

(3) Falling from a plane. Given a line drawing of a person in
free fall from a plane, respondents were asked about the existence
and magnitude of gravity. Only 82 teachers (21 per cent) said that
there was gravity and that its magnitude was about the same as at
ground level. (This is the most acceptable response from a scienti-
fic point of view.) A second group of teachers (27 per cent) said
that there was gravity, but that it was much less in magnitude than
at ground level. About 6 per cent of the teachers said that there
was no gravity, and about 10 per cent did not respond. In the LISP,
26 per cent of Form Three students (Year 9 or 9th Grade) gave ac-
ceptable responses; 32 per cent. said much less gravity; 31 per cent
said much more gravity; 11 per cent said no gravity was present

while in free fall. Examples of some of the arguments given by
teachers for saying that the gravity in free fall is much less than
at ground level included the following. *Yes much less than on the

ground because as we move away from the ground, the distance is
being increased so the gravity is going to be less. Increase in dis-
tance less force that will act on that body" (Teacher). "Less than
on the ground, well, its like going in the lift. When you are inside
a lift you find that you are suddenly weightless, so if you use that
concept with that of a person falling from the plane" (Teacher).
"Yes, much less than on the ground, it's as in the moon, the gravi-
tational force decreases as you go up" (Teacher). "Yes, but much
less than on the ground because the force of gravity keeps reducing
as you go higher" (Teacher).

For saying that the gravity is much more than on the ground,
some reasons advanced by the teachers included statements such as
the following. "Yes much gravity pulling on him because gravity is
a force that pulls something towards the earth" (Teacher). " Yes
the speed will be higher, gravity is the force acting on anything
towards the earth's surface" {Teacher). "VYes but much more than
on the ground because of the height. On the ground, the force of
gravity is zero, but as you go higher it increases so if the person is
above the ground | would expect that the force of gravity would be
greater than when he is on the ground" (Teacher). "Yes much more
than on the ground because he is still within the earth's gravitational
pull. The gravity is more up to a certain extent” (Teacher).

The findings from this study are broadly consistent with Stead
and Osborne's (1981) LISP report. Teachers in the present study
seem not to understand rthe concept of gravity. Their understanding
is often not better than those of the students in LISP.
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Similar to the LISP report, many teachers in this sample had a
view of gravity as something that holds, pushes or pulls. Many
teachers, like the students in the LISP sample, tended to consider
gravity in terms of a pull from only the earth.

Conclusion

This research report has identified the beliefs and ideas of teachers
with respect to two fundamental concepts in science -- animals and
gravity. One of its major findings has been that lack of science
understanding is not confined to students. Many science teachers do
not understand some fundamental scientific concepts. Teachers®
beliefs and ideas are often not superior to students' beliefs and ideas.

This study has also drawn attention to the fact that similar re-
search approaches to those used to probe students' understanding can
be used with teachers.

An important question which merits investigation is whether such
naive beliefs and ideas are confined only to Nigerian science teachers.
Many researchers have urged science teachers to probe their students'
beliefs and ideas before a program of instruction. In the light of
the findings from this investigation, it seems as if researchers will
have to think twice before urging teachers to probe students' beliefs
and ideas. There is an urgent need to probe science teachers'
beliefs and ideas in other parts of the world.
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Australian Education: Review of Recent Research., Edited by John
P. Keeves for the Academy of the Social Sciences in Australia.
Sydney, London, Boston: Allen and Unwin, 1987. Pp. xvi, 390.
$19.95 (Australian currency), paperback.

Australion Education aims to provide a review of research about
education in Australia over the past 20 years. The review is intro-
duced in the Preface by means of an overview of research since the
1880s. The research review from the 1960s through the 1980s is pre-
sented in three parts: (1) background perspectives, (2) policy and prac-
tice, and (3) special programs. The first part, "Background Perspec-
tives,” includes chapters on "the disciplinary areas:" philosophy of
education, history of education, family environments and educational
achievement, and curricular research and development. The policy
and practice section contains chapters on educational achievement,
new perspectives in teaching and learning, tegcher education in tran-
sition, and trends in higher education. The third part, on special
programs, has chapters on gender and education, Aboriginal education,
youth in transition, education for a multicultural society, and educa-
tional privilege and disadvantage.

In the Preface, it is written that “the challenge in preparing this
report has been not merely to document the research that has been
undertaken, although this task would be of considerable value, but
also to identify the contribution that research has made to the prac-
tice of education and the thinking about educational issues in Aus-
tralia" (p.xvi). Australion Education meets this challenge with
uneven success in all three areas (documentation, practice and
thought). The organisation of Part I ("Background Perspectives")
into "disciplinary areas" perpetuates the conflation of (1) funds of
knowledge, (2) fields of phenomena, and (3) rules for making war-
ranted assertions, by using the term ‘'disciplinary areas' to name all
three categories, and by failing to distinguish among the three. As
for Parts Il and i, there is no sound basis for attempting to main-
tain the distinction between '"policy and practice" and "special pro-
grams." The concept of 'policy and practice' includes policies and
practices for special programs in education. Although the title
implies and the Preface lays claim to the presentation of a review
of research about education, some of the chapters are not about
education per se, but rather about how one aspect of education
(formal schooling) influences or can be used to serve one cause ot
another (e.g., Chapter 11, "Youth in Tiansition," Chapter 12, "Educ-
ation for a Multicultural Society," and Chapter 13, "Educational
Privilege and Disadvantage").

While this volume is not an exemplary work in educological re-
search (because of its organisational flaws, conceptual conflations,and
category mistakes), it does present valuable information about the
progress {and absence thereof) made over the past 20 years in re-
search about education, and for that, it merits reading. (Editors)




86 International Journal of Educology, 1988, Vol 2, No 1

Action Kesearch in Classrooms and Schools. ltudited by Lavid hustler,
Tony Cassidy and Ted Cuff. London, Boston, Sydney: Allen and
Unwin, 1986. Pp. xvi, 220. $29.50 (Australian currency), paper-
hack.

Action hesearch presents a view of action research as a process
in which teachers (1)identify classroom problems which concern them
personally and (2) undertake systematic investigation (ideally collab-
oratively with their pupils and fellow teachers) for the purpose of
improving the classroom situation. The editors of this book assert
that they "are not attemptin; in this book to produce a theoretical
treatise on the nature of action research, but rather they "are
interested in what . . . practising teachers are actually doing to
examine, explicate and improve their own practices" (p. 1). With
this purpose in mind (of permitting school practitioners to report
what they have done in the way of action research), the editors
have assembled a coilection of reports from classroom teachers,
school principals and assistant principals, advisers and consultants
within Local Education Authorities (LEAs) and lecturers from Schools
of Education of universities and polytechnics who have worked
collaboratively with schools in action research projects. (The setring
is Great Britain in the first half of the 1980s.) The product is
an eclectic assemblage of action research rteports which treais a
wide range of topics. To give structure and order to their work
the editors have organised their book into three sections: (A) issues
in action research; (B) action tesearch case studies which started
with individual teacher's concerns; (C) two large-scale action research
projects which were initiated from concerns of agents external to
schools and classroom teachers. The first section (issues in action
research) contains chapt: s on whether action research requires
sophisticated research methods, classroom enquiry as an approach
to understanding children, teachers' professional knowledge, an LEA
adviser's view of action research, the use of the Curriculum in Action
materials (Open University and Schools Council, 1980) for a cutricu-
lum development project and teachers' perspectives on assigning
learning tasks which match pupils' attainments and abilities. The
second section includes chapters on procedures for developing an
open classroom situation, analysis of school pupils' responses to
non-literal art objects, effective steps in developing deaf pupils!
appreciation for the purposes and usefulness of literacy, effective
ways for a teacher to cope with changing from one school to another,
using the Action Keseorch slanner (S. kemmis et ol., 1981)
in a mathematics unit for the M.Ed. program and effective ways
of initiating and encouraging action research in comprehensive
schools.  The third section reports on the use of action research
in two large-scale projects which were initiated by agencies outside
of the schools, viz. the Girls into Science and Technology project
(C151) and the Alternative Curricutum Strategies project (ACS).

Action Kesearch is a work which clearly uses the educological




International Journal of Educology, 1988, Vol 2, No 1 87

perspective in its discourse. It is also clear that its editors and
contributors have used a balance of analytic, empirical and normative
disciplines in their investigations. These are good features of the
book. However, the book is not without its silliness and contradic-
tions. There are many, but two examples will suffice to illustrate
the point. One example is the assertion that ". . . experience itself
cannot be passed on" {p. 26), but it is stated by the same author
six pages later that "some of the teachers, seconded in earlier years
[to be involved in action research] . . . meet at the seminars for
seconded teachers, thus enabling experience to be passed on from
one year to the next" [our italics] (p. 32). A second example is
the statement that "action researchers use the literature only to the
extent that there is something significant and germane to the issue
under study; they do not genuflect to Pavlov and Piaget in order to
impress their readers™ (p. 24). The author of this statement is
quite mistaken to maintain that this is somehow a distinguishing
characteristic of action research about the educationa! process. All
good educological researchers (not only those committed to action
research) use the literature only to the extent that there is some-
thing signifi cant and germane to the research issue. No good edu-
cological researcher quotes research results gratuitously or preten-
tiously.

The way in which the editors and contributors of this book have
presented their reports as exemplars of action research necessarily
implies that action research is a process which combines (1) system-
atic investigation of educational issues with (2) uses of the results
of the investigation to achieve desirable situations within the educa-
tional process. This, in turn, necessarily implies that action re-
search, when it is functioning properly, is a process which produces
praxiological educology (i.e. produces knowledge about effective
practices for the educational process). The editors and contributors
do not use the term ‘'praxiological educology', but it is clear from
their discourse that they do mean the concept impled by this term
in connection with the products of action research.

Overall, the book is quite readable, even with the occasional
self contradition or absurdity. Those who take a social reconstruc-
tionist view of action research will argue that the editors and con-
tributors do not take the concept of action research far enough, and
thus the book provides additional grist for the mill of argumentation.
Setting that argument to one side, the book should be of special
interest to students of praxiological educology, and it should be of
general professional interest to all teachers, at any level ~-prepri-
mary, primary or tertiary -- who have a concern for finding ways and
means of improving classtocm practices through their own systematic
investigation, collaboration with pupils and peers and development of
well founded teaching practices (i.e. practicss confirmed by necess-
?ry and) sufficient evidence adduced from systematic investigation).
Editors
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Individual Development and the Curriculum. Kieran Egan. lLondon,
Melbourne, Sydney, Auckland, Johannesburg: Hutchinson, 1986.
Pp. xi, 174. $27.50 (Australian currency), paperback.

The first edition of this book was published by Oxford University
Press under the title of Educational Development (1979). This second
edition {the Hutchinson edition) retains the same basic argument as
the original, and it extends and refines the original thesis.

The book explicates a comprehensive theory about the educational
process. It offers an explanation of how the interests, capabilities
and motivations of students can best be accommodated by the most
appropriate teaching and studying activities and by the most suirable
content {or subject matier) so that the students can be empowered
to ach.eve a set of ideal educational outcomes.

The theory offered by the book posits four siages of interests,
capabilities and motivations in the course of human maturation from
ckildhood to adulthood within Western liberal democratic societies.
Egan gives the stages the nares of mythic, romantic, philosophic and
ironic, and he acknowledges that the stages parallel Plato's (from
The Republic) stages of eikasis, pistts, dianoio and noests (p. 76). His
claim 1s that every individual, given the proper circumstances, proceeds
through these stages of educational development. His claim is also
that when an irdividual is within a stage, she or he is sensitive to
and will benefit educationally from certain kinds of interactions with
teachers, content and fellow students. Appropriate educational exper-
iences within each stage empower the student to mature cognitively
and intellecrually. Likewise, inappropriate experiences and content
impede the educational progress of the student. If all goes well, he
argues, the eventual educational outcome will be (and ought to be
because it is a worthwhile outcome) a mature understanding of the
world and of one's experience within it.

The bouk is organised into seven chapters: the mythic stage, the
romantic stage, the philosophic stage, the ironic stage, some comments
on the stages, sensitive periods and content and curriculum areas.
There are also introductions to the Hutchinson edition and the first
edition and a section on conclusions, which summarises and highlights
the arguments for the theory, and a useful index.

From the educological perspective, this book is a very important
one -- much more important than, for example, the works of Piaget,
Maslow, Ausubel, Gagne, Erikson and Bruner. Egan makes the very
sound point in his introduction that "at present, it seems that educa-
tional [i.e. educological] research is dominated by psychological
theories that lead to knowledge of psychological value and interest
but that offer only occasional 'implications' for education. An edu-
cationa! [i.e. educological] theory of learning, development, or moti-
vation should be composed from, and focus back onto, those pheno-
mena of most interest 1o educators [i.e. teachers and educologists].
Such a theory will likely involve a different level of generality and a
different range of phenomena from those which interest psycholo-
gists, or sociologists, or genetic epistemologists" (p. 5). So, Egan
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uses the educological perspective where it is appropriate to use
it, and he eschews other perspectives where it is not appropriate to
use them. In addition, Egan recognises that the sorts of educologi-
cal questions which he addresses require a sound use of analytic,
empirical and normative disciplines. He does not mistake a norma-
tive question for an empirical one, nor an empirical for an analytic
one. He properly argues that "any developmental theory should indi
cate an end toward which the process develops, and being explicit
about this end should involve some image of what is desirable as a
product of the process" (p.164) "An educational [i.e. educologicall
theory must be . . . explicit about the desirable end product, and,
consequently, it will have as a central component normative claims"
(p. 165). He recognises that his claims for what constitutes an
ideally educated person are normative ones, and he treats them as
such. He acknowledges that questions of the meaning of terms re-
quire the use of analytic discipline, and he uses the rules, pro-
cedures and techniques of that discipline appropriately. He accepts
that questions which require the evidence fom observation are em-
pirical, and he calls upon that empirical discipline when it is indi-
cated.

Previous critics have charged Egan with having an insufficient
empirical basis for his theory. He has answered these critics in two
ways. First he says that he is "trying to build a coherent overview
of the process of education from a wide range of empirical observa-
tions. The oddity of the empirical base is that it is largely uncon-
tentious. It is not made up from the implications of insecure re-
search findings, but rather from observations about people's intellec-
tual capacities and performances that can be confirmed by casual
observation or by analysis of characterisitics of thinking evident
in stories, games, and other imaginative activity. These kinds of
observations, being largely uncontentious, are not the kind of things
one need set up research studies to establish, but they are, never-
theless empirical" (p. viii). Second, Egan says that "Having articu-
lated what I claim is such a theory, why have I not engaged in
the empirical research whose (presumed) support would have enabled
me to put it forward with greater security? Had 1 but world
enough and time, it would no doubt have been desirable to have
gone about it that way. But even if | had the research skills, it
would take a single person an inordinate amount of time to develop
adequate empirical support for the full range of claims made by
this theory. ldeas must precede data; what | am doing here is
offering some ideas that might help us to get at data of educational
significance. And the principle of division of labor must operate
here" (pp. 162-163). Both of these are fair comments, and they
present other educologists with the challenge of conducting research
which uses empirical discipline to adduce evidence which either con-
firms or falsifies the empirical claims implied by the theory.

The fact that Egan's theory makes itsell available to empirical
testing is part of the evidence of its adequacy. As Egan has so
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clearly stated, we must judge the adequacy of a theory '"by how
well answers are produced for questions like the following. How
adequately does the theory make sense of the phenomena it purports
to deal with? How sensibly does it identify and define what pheno-
mena should form the focus of a theory of educational development?
How well do its categories, distinctions, and characterizations cohere
with our own observation and experience? How well do these cate-
gories help us think more fruitfully about educational development?
How accurarely does the theory embody all the relevant data? Are
there some data which cannot be accommodated to this theory? How
well does the theory focus on the things we intuitively consider cen-
trally important to educational development? Does it generate new
claims, the testing of which will create knowledge of educational
significance?" (pp. 165-166).  Certainly, Egan's theory meets the
criterion of focusing upon the educational process per se. It gener-
ates new claims which can be tested, and when tested, promise new
knowledge of educological significance. It challenges educologists
to think more fruitfully about the educational process.

Egan writes in a most engaging manner, and his book is highly
readable. Consider this statement, as an example which combines wit,
style and wisdom: ". . . a mind stocked with fine poetry and prose
enriches both the rhythm of one's language and the range of one's
thought and sentiment and provides an infinitely rich treasure that
can be drawn on at will through the rest of one's life. . . . only
people without such treasures depreciate their value, and it is inappro-
priate to accept the advice and guidance of the ignorant in matters
of education" (p.49). A second example is on pp. 120-121: "By
the mythic stage children have begun the great adventure of trying
to make cognitive sense of the experience of being human in the
world.  Their most implicit question is, 'What's it all about?' Now,
we know what it's all about. There is no need to be handwringing,
limpwristed, or pettifogging about it, or, worse, to try to hide it
from children by keeping them in a never-never land of provincial
trivia.  What it's all about is a life and death struggle against ignor-
ance, fear, poverty, and hatred; it's a struggle for security, love,
confidence, and knowledge. And at its heart, whether one is atheist
or religious, it is infused with mystery -- most basically the mystery
of why there is existence rather than non-existence.” One rarely
encounters stirring prose such as this in the explication of a coherent
and comprehensive theory about the educational process.

This book is to be recommended not only to all educologists (for
them, it is compulsory), but also to teachers educators, curriculum
developers and evaluators and last, but not by any means least,
classroom tcachers.  This book has something important to say to
them all.  (Editors)
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The Journal

The International Journal of Educology is a refereed journal
(ISSN 0818-0S63) which is published biannually (January and
July) by Educology Research Associates. The Journal publishes
works which exramine the various features or aspects of the
educational process (e.g. teaching, guided studying, learning pro-
cess, learning outcomes, learning environments, learning goal
structures, educational policies, curriculum, supervision, adminis-
tration, counseling) from an educological perspective. The edu-
cological perspective leads one to think about education, not in
terms of the sociology of education, but in terms of the educology
of society; not the psychology of education, but the educology of
mental processes; not the economics of education, but the edu-
cology of economic arrangements and relationships; not the poli-
tics of education, but the educology of political processes; not the
anthropology of education, but the educology of cultural processes;
not in terms of comparative education, but in terms of compar-
ative educology.

The term ‘educology’ means knowledge about the educational
process, and it derives from the terms ‘education’ and "-logy’. The
term has been in use since the seminal work in educology by
Professor Lowry W. Harding at Ohio State University in the 1950s
and by Professors Elizabeth Steiner [Maccial and George Maccia at
Indiana University in the 1960s. The discipline requisite for pro-
ducing educology includes that which is necessary for conducting
analytic, normative (or evaluative), empirical (experimental and
non-experimental) inquiry or research. The educological perspec-
tive is inclusive of the scientific, praxiological, historical and philo-
sophical perspectives in discourse about the educational process.
Rational, constructive action within the educational process
derives from sound educological understanding. Through study-
ing educology, one can develop educological understanding
towards several ends, e.g. towards heightened sensitivity for
educational situations, effective participation within educational
situations, the articulation of sound theory about educational
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situations and resolution of problems connected with educational
situations.

Advice to Contributors

The editors invite submission of manuscripts from con
tributors for publication. The Journal publishes works which
focus upon the educational process (or aspects of the process, such
as educational goals, educational policies, teaching processes,
cognitive development. curriculum, counseling educational man
agement and leadership) and which use a variety of appropriate
approaches to research and inquiry including the following:
normative, analytic and empirical; experimental and non-experi
mental: historical and philosophical; jurisprudential: interpretive.
critical and evaluative: scientific. praxiological and technological

Manuscri, ' are reviewed anonvmously. and those which are
accepted are normally published 1n the next issue of the Journai
Contributnrs will be sent a complimentary copy of the jssues in
which their articles are published Contributers secking publica-
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consecutively, and only the title (not the author’s name) should
appear on the first page The length of manuscript should range
between 5.000 to 15.000 words. The bibliography should be
arranged in this form: Author {date): Title Place: Publisher
Referencing in the text should be in this form- (Author. date,
pages). Footnotes of explanatory texl should be placed at the
end of the text. but before the bibliography Diagrams and
charts should be camera ready for printing on offset.

Manuscripts will be viewed with favour if they (1) examine
the educational process (or some aspect of the process) from an
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educological perspective and (2) use appropriate rules of evi-
dence to advance sound arguments in support of warranted con-
clusions. The educological perspective in discourse treats the edu-
cational process as the dependent variable or as the central
concern of the problem being addressed in the discourse. The
disciplines requisite for forming educology include the rules of
evidence which are necessary for conducting analytic, empirical
and normative research (or inquiry) and for warranting analytic,
empirical and normative assertions. The educological perspective
encompasses historical, jurisprudential, analytic philosophical.
normative philosophical, scientific, praxiological and political
praxiological discourse about the educational process.

For authors seeking further guidance as to what constitutes
educology and the educological perspective, two helpful intro-
ductions to educology are available in Perspectives on Education
as Educology (edited by J.E. Christensen. Washington. D.C-
University Press of America. 1981) and 1n ‘Education, Educology
and Educological Discourse: Theory and Structure for Education
and Constructive Action in Education’ (J.E. Christensen. [nter-
national Journal of Educology, 1:1 (1987). 1-32).
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Editorial

The Need for Educological Research in
the Areas of Secondary School
Retention Rates, Educational Pathways
and Recurrent Education

The Situation as We Know it

Grades (or Years) 10-11 in secondary schools remain a serious
educational, social and economic concern for Australian society. It
is at this level of school that 45-50 per cent of the nation's 15-16
vear olds have, over the years, consistently discontinued their
formal education and sought entry into the work force. (This is in
contrast with Australia’'s OECD trading partners and the US. A,
which have retention rates of above 75 per cent.)

The changing nature of jobs, with ever increasing demands
for extensive technical expertise and mature judgement, has
presented fewer employment opportunities for young, inexperi-
enced and unqualified workers. All indications are that there is
an irreversible trend towards fewer and fewer employment
opportunities for youths and adults with only 9-11 years of basic
education. To be useful to the workforce, one needs more than
what a basic 10-year school experience can provide.

Those who have discontinued their formal education at ages
15-16 have thus found themselves both out of school and out of
work. They have had few or no prospects for self improvement.
Their withdrawal from schoo! has blocked their pathways to
personally satisfying, economically beneficial and socially useful]
occupations or careers. Their withdrawal has also diminished
their chances to participate in the necessary recurrent education
which would keep the pathways open for their future dev-
elopment of occupations and careers. Without the opportunities
and the motivation to engage in recurrent education, their chances
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to improve their employment prospects and to contribute to the
economic production and wealth of the nation have been seriously
handicapped (if not altogether eliminated). This potential labour
market has gone unused because it has been under trained, under
educated and under qualified.

Besides the economic waste, low retention rates in Grades {or
Years) 10-11 in secondary school have their consequent personal,
social and political costs. The personal costs include low self
esteem, aimlessness, irresponsibility, unhappiness, drug abuse
(including nicotine and alcoho! addiction, as well as other so-called
“hard” drugs), idleness and mindless violence to self (e.g. suicides)
as well as to others (e.g. assaults and rape). The social cost
includes the harm, theflt and destruction (e.g. from vandalism and
hooliganism) which disenchanted, bored and unemployed youths
exact from a society which has failed them educationally and
economically. The political cost is manifested through nonre
gistration for voting, bovcotts of elections. informal (invalid)
ballots and a general apathy towards the democratic processes of
advocacy through elected representatives for redress of

grievances, improvement of conditions and striving for a just and
equitable society.

Questions which Need Answers

One of the obvious reforms indicated by such a situation is to
provide courses and subjects which motivate students to remain
in school. In addition, those subjects must be selected and struc-
tured so that they promote employment prospects in such a way
that the students’ interests, talents and expertise matches the
economic needs of the society. But in order to do this effectively,
the processes of policy formulation and implementation need solid
factual information and sound explanations which tie the known
facts into an understandable picture which gives clear guidance
for efficacious action.

There is a need especially to call upon educological
researchers to resolve a set of critical questions, the answers to
which are crucial for the reformative process to proceed with res-
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ponsible foresight. Those questions are: {1) Why do so many
students leave school at Grades (or Years) 10-117 (2) What needs
1o be done to motivate those students 10 remain in school through
completion of Grade (or Year) 127 (3) What courses and subjects
should be offered in secondary schools so as Lo achieve a nexus
between employment opportunities and formal education? (4)
What needs to be done to keep educational pathways open to
youth so that they can knowingly make responsible and realistic
occupational and career choices and pursue their aspirations
through secondary and lertiary studies? (5) What needs to be
done to assure that youth and young adults have the motivation
2nd opportunity to participate in recurrent education at the
secondary and tertiary levels which contributes to the realisation
of their occupational and career aspirations? (6é) What needs to
done to assure that the occupational and career aspirations of
vouth and young adults match the needs of the economic system
which requires labour with specific technical expertise?

The importance of the first of these questions (why do so
many students leave school?) has already been recognised to a
limited extent by funding authorities, and some investigation have
been conducted to resoilve the question. But for issues as
important as these, it is inadequate to rely upon the findings of
one investigator or one team of investigators alone. Research
results require corroboration. Moreover, it is insufficient to be
satisfied with the funding of only one of the questions in this list,
just as it would be inadequate to be satisfied with only diagnosis
of an illness. Prescription and prognosis are also needed. That is
what makes the other five questions in the list crucial. They fulfil
the prescriptive and prognostic functions. All three -- diagnosis,
prescription and prognosis -- are needed in dealing with the
issues of secondary school retention rates, educational pathways
to occupations and careers and the proper role of recurrent
education.

The Inadequacy of Good Intentions
It is important that these questions not merely be included on

b 4|
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the national agenda for funded research, but that they be given
substantial prominence as well. Bitter experience has taught us
that good intentions are not enough to bring about meaningful
educational reforms, especially if those reforms are intended to
have genuine flow-on benefits for the =conomic system, the
political processes and the general stablity and well being of the
society. Reformative action within the schools requires accurate
information and sound educological explanation to guide the
reformative process sensibly, and the source of reliable
information and useful, productive insights about education is
well disciplined educological research.

Editors
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An Educology of Socio-Culturai
Factors in Science Classrooms

Olugbemiro J. Jegede
Ahmadu Bello University
Zaria, Nigeria
Peter A. Okebukola
Lagos State University
Lagos, Nigeria

ABSTRACT

To date, a considerable amount of evidence has been
generated which suggests that learning outcome variance is, in
parl, allributable to the teaching-learning environment of a
school. As a result, there has been a move amongst researchers
towards the in-depth study of classroom climate -- its nature and
the way it can be structured to improve students’ learning in
science. Several classroom climate variables which relate
positively to students’ achievement have been identified. These
variables include task orientalion, order and organisation, teacher
support, instructional strategies, teacher control and innovation, to
mention but a few. Inspite of all of these research efforts, the
socio-cultural aspect of the classroom environment has
surprisingly not received as much attention as it deserves from
investigators. A good starting point for the empirical study of
socio-cultural influence in science classrooms is the search for an
instrument which can be used to identify the socio-cultural
influences and their effects. One mafor purpose of this study,
therefore, was to develop an instrument which is reliable and
useful in measuring socio-cultural factors in science classrooms. A
second major purpose was to find what relationship exists
between student anxiety and socio-cultural factors which affect
the teaching and learning of school science. In this study, an
instrument for measurement was developed, the "Socio-Cultural
Environment Scale” (SCES), and st was used to identify those
elemen!s of the socio-cultural environment which correlate
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significantly with student anxiety within science classrooms.
Science teachers need to be made aware of these socio-cultural
elements so thal appropriale intervention strategies may be
developed to reduce anxiety of students for science. Further
research is needed to validate or revise the SCES with the ultimate
objective of getling the best measure of the socio-cultural
environment in science classes.

The Problem

A significant amount of evidence has been accumulated to
date which supports the assertion that learning outcome variance
is, in part, attributable to the teaching-learning environment of a
school (Moos, 1979; Rentoul and Fraser, 1979; Fraser and Fisher,
1982, Manor, 1987) As a result of this, there has been an
ubservabie shilt amongst researchers efforts towards the in depth
study of classroom climate - its nature and the manner in which
it can be structured to improve studenls learning of science.
Several classroom climate variables which relate positively to
students’ achievement have consequently been jdentified. The
variables include task orientation, order and organization, teacher
supporl, instructional strategies, teacher control and innovation, 1o
mention but a few (Bybee, 1977).

Inspite of all these efforts, the socio-cultural aspect of the
classroom environment has surprisingly not received the much
needed attention it deserves from investigators. The educational
process, of which science education is a subset, is a cultural and
human activity which deals with the transmission of the cultural
heritage of a people (Erickson, 1984; Maddock, 1984; Havifeldt,
1986). The educational process, as Wilson (1981) points out, does
not take place in a cultural vacuum. Although all teaching and
learning of science have some common ground in all cultures, it is
false Lo say that all cultures learn science and scientific concepts
in the same way. Several critical interactional variables come into
play. and they relate to the geographic, social, historical and world
views of a particular society (Mead, 1961; Champagne, [984;
D'Ambrosio, 1985).

Whereas the research literature suggests strongly that these
critical variables are attendant to effective guided study and
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achievement of intended learning outcomes within the social and
cultural dimensions of the classroom environment (Bajah, 1975;
Kay. 1975; Dyasi, 1977; Driver, 1979), empirical evidence for or
against this theoretical position has not been forthcoming (Jegede,
1987: Jegede and Okebukola, 1987).

The experience of undertaking guided study of the natural
sciences often calls into question beliefs and practices which are
part of the contemporary culture. As noted by Gallagher and
Dawson (1984), the values of youth are influenced by the cultural
system in which they are reared. This, as rightly observed by
Gallagher and Dawson, can be counter scientific, for a variety of
reasons, including the myths, superstitions, beliefs or world views
held by a particular group of people. These vajues and belief
systems strongly influence attitudes, thought and behaviour and
consequently the desire to study and learn science by pupils, their
undertanding of il and their ability to appy it to both within and
outside school. In recognition of the significant role of
socio-cultural factors in science classrooms, researchers are now
making efforts to call attention to, and encourage serious
consideration of, socio-cultural background of pupils which affect
their learning and understanding of science (Gallagher and
Dawson, 1984).

A good starting point for the empirical study of socio-cuitural
influence in science classrooms is the development of an
instrument which could be used to identify the influences. It
became, therefore, a major purpose of this study to develop an
instrument which is reliable and useful in measuring
socio-cultural factors in science classrooms. A second major
purpose conceived for this study was to identify what relationship
exists between student anxiety and socio-cuitural factors which
affect the teaching, guided studying and learning of school science.

Several sound reasons can be cited to justify the focus of this
study upon anxiely and socio-cultural factors. First, anxiety has
been shown to be a serious impediment to the students’ classroom
functioning and achievement of important cogniti’e and affective
outcomes (Spielberger. 1966; Gaudry and Spielberger, 1971:
Tobias, 1979; Fraser, Nash and Fisher, 1983; Okebukola and
Jjegede, 1987). Second, establishing the relationship, if any,
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between anxiety and socio-cultural factors would help put in
proper perspective the means of reducing anxiety in science
classrooms as well as the role which socio-cuitural factors play in
students’ anxiety in the guided study and learning of science.
Third, in developing, non-Western cultures where scientific
knowledge and interpretations of natural phenomena, of
instructional methods and of teacher and student behaviours are
at variance with the prevailing global conventions, the
socio-cultural dimensions of anxiety become very important
(Jegede, 1987). The findings of such a study would have
far-reaching implications for the educological conception of
socio-cultural factors in cognition and learning of science and for
ways in which science teachers might manipulate the factors
within their classroom environments to reduce student anxiety to
the barest minimum.

Measuring Socio-Cultural Factors

In this study, an instrument to measure socio-culturai
environment was developed in a series of steps. First, a thorough
search of the research literature was conducted, and from it,
seven descriptors or indicators of the socio-cultural environment
were isolated. These seven descriptors were taken to be key
indicators of socio-cultural environment, and a set of items was
generated for each of the seven indicators. Each item was given a
three-point reponse format of "Never,” "Sometimes” and "Often.”
An example of an item is as follows: "My {riends expect me to do
well in science.” Response: “"Never, sometimes, often.”
Approximately 30 per cent of the initial 50 items assembled were
negatively worded to check, in some measure, the reliability of
responses. The items were then subjected to a process of
validation by expert judgement. Each item was submitted to a set
of sociologists, anthropologists, science educators (i.e. science
educologists) and science teachers for their scrutiny and comment,
After the validation process was completed. the instrument was
revised in relaticn to the recommendations made by the
validators. As a result of the revision process, the number of
predictors was reduced from seven to five and the number of
items from 50 to 30 The set of 30 items was given the name of
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“Socio-Cultural Environment Scale” (or SCES). The SCES subscales
and examples of items corresponding to the subscales are as
follows:

Subscale 1: Authoritarianism (Nature of the Class)
Examples of [tems for Subscale 1:
I The African culture emphasizes respect for elders (teachers’)
point of view.
2 Students freely express their mind during science lessons
Subscale 2: Goal Structure (Cooperative, Competitive or
Individualistic)
Examples of Items for Subscale 2;
1 Students work cooperatively in groups during science activities
2 The science teacher provides projects that encourage
cooperative group work
Subscale 3: African Worldview (Beliefs and Superstitions)
Examples of [tems for Subscale 3:
! Traditional beliels have scientific explanations
2 Supernatural forces control events and happenings in the world
Subscaie 4: Societal Expectation (Motivation from Society)
Examples of Items {or Subscale 4:
1 My friends expect me to do well in science
2 The prestige science enjoys in the society is responsible for my '
studying it
Subscale 5: Sacredness of Science (Magic or Mysticism)
Examples of [tems for Subscale 5:

1 Science concepts have magical explanations attached to them
2 The things to learn in science are strange to me

. The preliminary field testing and construct validation
B involved administering the 30 itets in the five subscales to a
: sample of 707 students The students were in classes {or years) 4
and S5 of secondary school science (senior secondary school
iF students), and they were randomly drawn from urban and rurat
areas in four stales of Nigeria. The sample, which was made up of
470 boys and 237 girls, had an age range of 1410 19 years, with &
mean age of 17.
, Table 1. which contains the descriptive statistics ol the .
; sample’'s response to the 3CES, indicates that the inter item
: covariapzes ranged from -0 135 (¢ | 408, while the inter-item
correlation ranged from 0 <8 to 0.9¢
Table 2 shows the internal consistency reliabililty (alpha

-
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coefficient) obtained for the sample. The alpha coefficient ranged

Table 1
Descriptive Statistics of the Students’
Responses to the Items of the SCES

Mean Min. Max. Range
Item variance 2051 0685 3244 2.558
Inter-item covariance 0 458 0.135 1 408 1.544

Inter-item correlation 0.583 0.481 0964 0751

from 0.88 to 0.96 with a Cronbach aipha reliability of 0.92 for the
sample in this study, thus indicating satisfactory internal
consistency reliability for all 30 items of the subscales.

Table 2
Alpha Reljability of the SCES Items

Items Alpha Co-efficient

Authoritarianism

1 The science teacher knows all the answers
to scientific problems

2 Students freely express their mind during
scicnce lessons.

3 Students are expected to question the science
teacher on what they do not understand.

4 The African culture emphasizes respect for
clders {(teachers’) point of view

S Science students should be prepared to
answer teachers’ questions

6 Science students initiate talk during science
lessons

Goal Structure

7 The spirit of individual competition is
encouraged in our science activities

8 Students work cooperatively in groups
during science activities

9 The teacher is concerned that every body
understands what he teaches

L)
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10 The teacher provides projects that

encourage cooperative group work 088
11 Traditional games are used as part of science

teaching activities Q089
1 2. Group activities assist our learning of science 0.88
African World View
13 Traditional beliefs have scientific

explanations 096
14 Traditional beliefs hinder the learning of

science 0 RS

Supernatural forces control events and

happenings in the world 0 89

My parents accept my scientific explanation of

natural occurrences like rainbow, rain- making. etc 0 8K

What is learnt in science relates to day to-day

life experiences. 088

Only students brought up by educated parents

do well in science 0 89
Goal Expectation
19 My friends expect me to do well in science 091
20 learning science is seen as a special thing 092
21 My parents take personal interest in my study

of science 089
22 1 study science in order to understand a

science based career in the future 0 88
23 1 believe the government is interested in my

studying science. 0 89
24 The prestige science enjoys in the society is

responsible for my studying it 0 &9
Sacredness of Science
25 Science concepts have magical explanations

attached to them. 094
26 The things 1 learn in science are strange to me 0091
27 To study science requires special intelligence 090
28 The science concepts learned at school conflict

with what | already believe. 091
29 Science can be learned by any willing student 0 89
30 Only above average Africans should aspire to

be scientists 0 88

A factor analysis was undertaken to accomplish three things.
First, it was done to discover underlying factors and patterns
among the variables. As stated by Ferguson (1981), one purpose
of factor analysis is to describe the configuration of vectors in a
parsimonious way and also in such a way as to reveal its
structural properties. Second, it was done to find out whether the
construct of socio-cultural entity had been well established by the
instrument Third, it was done as an appropriate procedure for

o
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development and refinement of the SCES.

Table 3
Factor Analysis of the SCES ltems
Item i 2 3 4 5

i 043134

2 049243

3 042247

4 042887

S 050926 0.30992
6 054711

7 047314 0.37799

8 0.59605

9 063612 0.30336
10 039698

i1 051287

12 042391
13 0.68965

14 064175

15 060058

16 0.67201

17 067676

18 0.70404

19 068321
20 079819
21 0.76739
22 0.72938
23 0.75285
24 061131
25 062210
26 0.66071
27 0.64886
28 060944
29 0.64286
30 0.68906

Principal factoring with more than five interactions was
underlaken with the terminal solution determined after varimax
rotation with Kaiser nor malizations. Two factors emerged with 25
variables having eigenvalues equal to or greater than 1.0. The
factor structure is as shown in Table 3.

What this indicates is that the five subscales, when subjected
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to factoring, have emerged under two major clusters. The first
cluster consists of the authoritarian and goal structure subscales,
while the second cluster consists of the three subscales of African
worldview, societal expectations and sacredness of science. These
two clusters, to our mind, are social and cultural . respectively,
and they establish the construct of socio-cultural entity of the
SCES instrument.

Measuring Anxiety

The instrument used for the measurement of anxiety was the
Docking (1978) modified “Affect Adjective Checklist” version of
Zuckerman (1960). See details as contained in Fraser, Nash and
Fisher (1983). The instrument has been found to have a good
concurrent validity (with correlations of 0.62 to 0.74 with other
measures of anxiety) and good reliability {test retest) of 0.83.

The instrument was administered on the same day to the
entire sample of 470 boys and 237 girls. Using the Spearman
Brown split-half procedure, we found that it had a reliability of
0.82 with the Nigerian sample.

Relationship Between Socio-Culturzl Factors
and Anxiety

The need to seek a relationship between socio-cultural factors
and anxiety derives from the assumption that, since socio-cultural
factors may act as impediments to effective guided study and
consequential learning of science, they could be a source of
anxiety in the classroom and indeed might, with a non-Western
sample, account for the bulk of anxiety source for science
learners. The relationship between socio-cultural factors and
anxiety was investigated by using the mean performance of the
707 students as the unit of statistical analysis. The correlational
analysis which was done involved associaling sample mean
anxiety scores with sample mean scores on each of the five
subscales of the SCES. Table 4 shows that 4 of the 5 subscales had
significant correlations (p was less than 0.01) with anxiety. The
interpretation of these important findings is thatl anxiety state of
the student rises concomitantly with the socio-cultural effects of
authoritarianism, goal structure, African worldview and societal
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expectation.

Table 4
Sample Item per Each Subscale of the SCES
and its Relationship with Anxiety

Subscale Sample Item Relationship
with Anxiety (r)

Authoritarianism The African culture emphasizes
respect for elders (teachers’)
point of view. 0.45*

Goal structure Group activities assist our
learning of science 024"

African worldview Traditional beliefs hinder the
learning of science 032

Societal L.earning science 1s scen as
expectation a special thing 033*

Sacredness of Science concepts have magical
science explanations attached to them 003

Multiple correlation 0.59*

*pislessthan 0.01

A multiple correlation analysis, which Fraser, Nash and Fisher
(1983) believe provides a more parsimonious picture of the joint
influence of set of environmental variables on anxiety, was done
between the data obtained for the five subscales pooled together
and anxiety scores of the study sample. Table 4 reveals that the
multiple correlation between the set of socio-cultural scales and

anxiety was large (R - 0.59) and statistjcally significant (p is less
than 0.01).

Implications

One of the primary purposes of this study was to develop a
valid and reliable instrument that is usable by teachers for the
measurement of the socio-cultural involvement in science classes.
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This intention was met with the development of the Socio-Cultural
Environment Scale (SCES). which exhibited acceptable
psychometric characteristics.

The bipolar dimensions (social and cultural) which were
revealed by factor analysis endorsed the construct validity of the
scale. The five elements within the two dimensions have support
from research literature as being indicative of the socio-cultural
environment in science classes (Fraser, 1985; Hvifeldt, 1987;
Oguniyi, 1986). The [first element in the social dimension is
authoritarianism. This is one of the most important learning
variables (home or school) that is adjudged to influence classroom
behaviour. The idea that “elders know all” is pervasive in African
societal interaction. This is a variable to be reckoned with since
science itself does not claim to have all the answers. Science is a
process of finding out, and dogmalism is not part of the
enterprise. The identification and measurement of the level of
authoritarianism would therefore seem to be important in the
teaching, guided studying and learning of science. SCES provides a
valid and reliable means for conducting this measure.

The nature of the interaction with respect to goal structure i$
also important in the social dimension of learning in science
classrooms. Cooperative group work, working individually and
competing with others are the three major ways of interacting in
the class. The disposition of the individual student to prefer one
of these three ways is idiosyncratic. The influence of the three
ways on science learning has also been shown to vary {Okebukola,
1986). It is on this basis that the measurement of the goal
structure can be deemed to be important with respect to learning
science in classrooms.

The second dimension of interest in this study is cultural
Several years of research have led to the documentation of the
impact of culture on learning (e.g., Bajah, 1975; Dyasi, 1977).

As far as science learning goes, the worldview, societal
expectation and perception of science are important cultural
variables (Gallagher and Dawson, 1984). The science teacher
should therefore be able to mcasure and address these variables
when instruction in science is progressing. SCES provides a valid
and reliable means of such measurement. In the SCES, 18 items
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clustering around the three elements of African worldview,
societal expectation and sacredness of science provide measures
for this cultural dimension.

For the African worldview component of SCES, traditional
beliefs in supernatural forces and cosmological orientations were
of interest. For societal expectations, the influence of parents,
peers and others in the society as being culturally coloured was
the focus of measurement. Sacredness of science has to do with
the general conceplion of the structure and nature of science, It
would appear therefore that the major elements in the
socio-cultural dimensions of the learning environment in science
have been included for measurement in SCES. Teachers,
administrators, counselors and curriculum developers can use this
instrument for a variety of purposes with the ultimate intention
of improving the teaching, guided studying and learning of
science

The second purpose of this study was to examine the
relationships between measures of the socio-cultural environment
in science and anxiety. We found authoritarianism, goa! structure,
African worldview and societal expectation, which are measures
of the socio-cultural environment, to be correlated positively with
anxiety. This translates to mean that a high level of these
socio-cultural factors would engender a high level of anxjety. The
findings of Fraser et al (1983) wouid seem to be in firm
agreement with these results.

Authoritarianism, which is the assertiveness of the authority
structure in a home, school or social group unit, may relate to
anxiety by virtue of the characteristic demands of that authority
structure. [n an attempt to meet the demands of the authority
structure, the individual's anxiety arises from fear of failure in
meeting expectations. For instance, if the authority structure
implies that the science teacher is always right, fear of
self-expression develops in the student, and anxiety level rises
concomitantly.

The relationship between goal structure and anxiety on the
other hand, can be explained on the basis of the established
relationships between cooperation, competition and anxiety.
Cooperation has been shown to reduce anxiety (Fraser et al., 1983)
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while competition boosts it. The science student working in a
group with others feels secure in the group since she or he shares
ideas and receives explanations of difficuit concepts from peers.
The student is thus more relaxed to study and learn, and anxiety
levels about science learning are reduced. Conversely, in an
environment where competition is prevalent, the student's
anxiety level rises as a result of the desire to out perform others
in the group.

African worldview correlated significantly with anxiety in
this study probably because of the conflicts in the positions of
traditional beliefs and the epistemology of science. Explanations
of events and happenings in the world in the traditional systems
of thought are different from how science would want us to view
the world. This fundamental conflict in major areas may be
responsible for the relationship that was established in this study.

The expectations of the society were also found to be
significantly correlated with anxiety. The desire to meet
expectations of parents, pcers and others in the community with
regard to doing well in science may be the arousal factor that
triggers off the feeling of dread or foreboding (anxiety). For
instance, if my friends expect me to do well in science (item 19 in
the SCES) and my parents t' ke a personal interest in my study of
science (item 21), the student is on his toes in the science class in
order to ensure that the friends and parents are not disappointed
by his performance. This desire of wanting not to let down
friends and parents is anxiety producing and could have
accounted for the relationship established in this study between
anxiety and societal expectations.

Conclusions

The results of this study would appear to have important
implications for inservice and preservice science teachers. In the
first place, an instrument, the SCES, is now available for the
measurement of those sectors of the socio-cultural environment
that are important in science teaching, guided studying and
learning. Secondly, those elements of the socio-culturai
environment which correlate significantly with anxiety have been
identified. Science teachers need to be aware of this so that
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appropriate intervention strategies may be developed to reduce
anxiety of students to science learning. Further research is
needed to validate or revise the SCES with the ultimate objective
of getting the best measure of the socio-cultural environment in
science classes.
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An Educology of Democracy:
Democracy's Imperative for Holistic
Evaluation in Education

Terence }. Lovat
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ABSTRACT

Only those educological evaluation procedures which aim to
emancipate people and extend liberty and justice in society are
appropriate for education in a democracy. Democracy requires a
requisite set of attitudes and a necessary range of knowing among
its citizens in order to make it function properly. Democracy
implies the imperative that its educational processes promote
these requisite attitudes and range of knowing among its citizens.
Ranking high among the necessary skills is that of being able to
engage in sound, well inforted, fair and participatory evaluation.
However, the educational processes within those Western societies
which pride themselves for their democratic ways have not kept
pace with the rhetoric in those societies about the imperative for
democratic distribution of knowledge and power. As noted by
Sarason and Apple, modern forms of educological evaluation can
be even more sinister in the processes of exercising control and
repression over students than more traditional modes. However,
there is a way out: action research theory. It holds promise as an
avenue for developing criteria which are appropriate for
educological evaluation (i.e. evaluation of education) within a
properly functioning democratic society.

Education for Democracy
It would appear to be self-evident that the education system
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within any society should be serving the ideals and values which
are normative and often indispensable to the very survival of that
society. Within a society which is broadly described as a
democracy, therefore, it could be considered mandatory that the
education system be made to strive to produce the kinds of
citizens who can cope with life in a democracy and who can
further its ideals.

In turn, this vision of education -- a process of teaching,
guided studying and learning which promotes the growth of, and
skills related to, democracy -- would seem to require, among
other things, an educological evaluation procedure which
encourages formation and growth of the powers of self-direction,
critical appraisal and responsibility to self and others -- attributes
which are necessary to the maintenance of the democratic society.
In order to be effective, this educclogical evaluation procedure
must be open to all involved in the educational proposal which is
being subjected to evaluation. This would include parents and the
wider community, teachers and students. Students must, by
necessity, be included in the process because, after all, they
represent the primary focal group in curriculum development.
Any educational proposal will either further the students’
democratic participation or defer it.

Although desirable, it is doubtful whether such parameters
are at all prominent in those curriculum models which have been
influential in the design and development of educational proposals
over recent years within Western democratic societies.

Curriculum Development Models and Evaluation

Perhaps curriculum models, as much as any other
instruments in education, reflect a society's basic power and
status structures and, polemic notwithstanding, its fundamental
resistance to change. The research of Seymour Sarason (1971)
seemed to confirm that schooling in Western democractic societies
basically had not changed for decades. Michael Apple criticized
what was then conceived to be modern schooling for being
“instrumental in confirming the existing distribution of knowledge
and power” (1974:6).

Among those aspects of school life which had contributed to
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the undesirable state of affairs in schools which Sarason and
Apple slated, evaluation procedures were specifically nominated.
Educological evaluation of any kind was not, in fact, the impartial
instrument of measurement that jt was often supposed to be.
Quantitative assessment in education, typical of a behavioural
approach to lesson planning, reflected the interest in technical
production. It was (and is) part of the social processes within a
society which is controlled by norms and values such as
competitiveness, status and privilege (Apple, 1974:6). Apple even
characterized the apparently humanistic trend in education
towards assessing so-called affective educational objectives as a
tightening, rather than a freeing up, of control (1974:6-7). With
this, students not only had to perform, but to display the right
(meaning socially sanctioned) attitude as well. Given the nature of
schools, the right attitude would invariably be the one which
assisted smooth running and efficiency, to the neglect of critical
appraisal.

Critical Theory and Evaluation

Jurgen Habermas' “critical theory” offered clear guidelines
concerning those parameters which should govern educological
evaluation. He derived his guidelines from his concept of human
interest in emancipation. Emancipation, in his view, offered the
key to genuinely worthwhile knowledge (Habermas, 1972:198).
Through emancipation we are led to critical seif-reflection.
Emancipation frees us 10 make the future present through praxis,
or action with a view to change. Critical self-reflection enables us
to place in perspective those other human interests, such as
technicality and practical effectiveness, whizh tend to retard
growth through tying us to the past. Habermas describes
self-reflection in these terms: "...the mind can always reflect
back upon the interest structure ... this is . . . self-reflection”
(1972:313-314).

Implications for Curriculum Theory

Max Van Manen has elaborated on the implications of
Habermas' scheme for curriculum theory. He centres Habermas’
conception of interest in the notion of “the practical”
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(1977:205-228). Each human interest leads to a different fevel of
reflection concerning desirable practical outcomes of curriculum
proposals. The interest in empirical theories leads one to regard
the practical as being those outcomes which offer greater technical
application. The principles which guide curriculum development
derived [rom empirical educological theories are basically
expedient ones. This technical level of reflection will inevitably
lead to a similarly technical approach to evaluation (1977:226).

When the human interest in a curriculum proposal is in
establishing processes for communication and common
understanding, th  oractical outcomes will be regarded as those
which help to analyze and clarify the phenomena of experience,
meanings, prejudices, presuppostions and so on. Van Manen
suggests that this level of reflection is also restricted. It is
sensitive to the nature and quality of education, but not
necessarily to its worth and value (1977:226).

At the highest level, the human interest is in emancipation.
This leads to practical outcomes being conceived as those which
lead to an ongoing reflective critique of institutions and authority,
including educational authority. At this level, one will criticize the
information and interpretations derived from a particular
proposal and the structural paraphernalia which support the
proposal.

The norm is a distortion-free model of a communication situation that

specifies social roles and social structures of a living together in

unforced communication. That is, there exists . no inequality among
the participants of the educational process. [1977.227]

For Van Manen, only at this point does education become a human
and ethical enterprise (1977:227).

In like manner, Apple has pointed out the dangei in any
educological evaluation mode which is only concerned with such
criteria as efficiency or intelligibility. For him, proper evaluation
connotes valuing, a process which implies choice when confronted
with various value systems. Apple stresses that the guiding
principles of evaluation -- success and failure -- are social
constructs. Educational failure is a construct which results from
imposing criteria of measurement to which a student's
performance does not accede (1974:12-13). Proper educological
evaluation must then include critical scrutiny of those
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assumptions which underlie the device for measurement, as well
as assessment of periormance and the appropriateness of the
educational program (1974:12). It would seem to be imperative
that students be involved in this evaluation, lest the only
educological evaluators be those who hoid the very assumptions
which are designed to exclude, rather than include, some students
from success.

Pertinent to the assumptions underlying educological
evaluation is Apple’s contention that people in modern societies
tend to apply engineering-type strategies to their problem-solving
(1974:21-22). This "purposive-rational action” tends to stifle
ethical concerns or 1o communicate them in a technical way which
purports to be more real, in the sense of being verifiable, and
therefore, solveable. The cognitive interest which dominates this
kind of reflection is one which is concerned with control and
certainty (1974:22). The physical sciences formulate laws which
are supposed to govern the regularity of nature. The so-called
human sciences, too, have created laws which, similarly, are
supposed to map predictable patterns in human action and
inter-relationships.

According to Apple, the quest to eliminate the ambiguities
implicit in human interaction effectively depersonalizes it
(1°74:22). By this account, the interest in control is likely to tend
towards human alienation and to a smothering of critical dialogue.
In this light, educational structures in general, and evaluation
procedures within the educational process in particular, could be
interpreted as being manipulative towards a de-powering of
individuals, rather than helpful in preparing people to become
effective participants in democracy.

Apple suggests strongly that traditional educological
evaluation modes have "dissoived the elements of argu mentation
and conflict that enable substantive educational change to evolve”
(:974:22).

Such an educological evaluation is locked into the same
system from which it arises. As such, it is able to assess a
student’s performance only in relation to the ideological goals of
that very system. It is, however, unable to stand outside in order
to evaluate critically the educational system itself. So, while it is
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presented as an impartial, objective and values-neutral mode, it is
in fact anything but this. It is a device by which a particuiar
ideology, epictemology or philosophy of schooling and curriculum
is justified and preserved. It is, in other words. a powerful way in
which a ruling class can retain its power over the educational
process and in which democratic growth can be retarded.

The Ethical Dimension of Educological Evaluation

The issue of how to conduct educolpgical evaluation is
therelore an ethical one, just as much as it is a technical one,
Within a democracy, any proposal purporting to be educational
must surely be justified in terms of its frecdom and
justice-promoting worth. It must be working for the frecedom of
the individual and lor the reconstruction of the cemmunity
towards greater justicc and humanness. In order to achieve this,
any cducological evaluation mode must include students in the
critical process of educological evaluation. which goes to the very
heart of learning.

Action Research Theory and Educological
Evaluation

In response to the belief that few modern curricular models,
including many of those prominent in situation-based curricula,
were promoting or even allowing appropriate and fair evaluation
criteria, more radical models have been developed by
conlemporary situation-based curriculum protagonists. One very
prominent set of such models is that one which continues to be
developed around the parameters offered by action research
theory.

The thrust of action research is to encourage participants to
improve the process of teaching, guided studying and learning, not
by appeals to higher authority’'s policy- making procedures, but by
on-the-spot, day-1o-day problem solving and management. This
involves skills in educological research and educological
evaluation (including educological evaluation of self) and in
disseminating one's own educological research results by means of
practical application. Stephen Kemmis summarizes action
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research as a model which “creates a forum for group
seif-reflection which transforms communities of self-interest into
learning communities” (1980:1).

Essential to the process of action research, then, is the control
by those involved in the curriculum proposal at hand, primarily
the teachers and, presumably, parents and students t00. Outsiders
can facilitate, but should not dictate. John Elliott insists that any
outside facilitator must be able to justify her or his research
through dialogue with the participants in the curriculum proposal
(1978:356). Shirley Grundy and Kemmis insist that it should
involve the fullest possible involvement on the part of all
participants: it should be, in the truesi sense, a democratic
process (1981a:4). This is vital to ensuring that any deliberations
and plans for action have a practical and immediate application
{198 1b:8).

True to Habermas vision, the comprehensive nature of the
evaluation dimension within action research is seen in the stress
on its constant, reflective nature (Grundy and Kemmis, 1981b:8).
Elliott refers to the spiral of review, diagnosis, planning,
implementing and monitoring (1981:1 1). This is central to the
critical nature of the model. Action research is about improving
curriculum conditions through critical reflection and dialogue.

Again, true to the Habermas' yision, the human interest
involved in action research is the interest in the emancipation of
all who are involved in the process of action research.
Emancipation towards democratic participation can only be
ensured if the effects can be seen in a transformation of those
structures by which groups (as against individuals) work towards
change. Habermas insisted that true critical reflection is
distinguished by the fact that it immediately takes a practical
organizational form (1974:35). For Grundy and Kemmis, this
genuinely critical perspective implies the necessity of total
collaboration by all involved in, and affected by, the proposal at
hand (198 1a:4).

Similarly, Grundy and Kemmis propose that Habermas’ critical
theory, and what they choose to call “emancipatory action
research.” are similar in that they both involve “the linking of
theory and practice through the organization of enlightenment in
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critical communities” (1981a:23).

[t is this enlightenment which will transform the
sell-interested community into the community of learning, by
breaking down those divisions which tend to suffocate individuais
and destroy democracy. By establishing a “fellow researcher's
relationship,” teachers and students are drawn into a constant
reflective (and self-reflective) mentality, responsible for their
own studying, their own learning and their own world.

Six Stages of Action Research

Grundy and Kemmis' model of action research is a practical
attempt to turn Habermas' critical theory into practice. Its six
stages are (1} interaction, (2) critical intent, (3) group deliberation,
(4) enlightenment, (S) enlightened deliberation and (6) praxis
(1981a:26-33).

The interaction stage is a trial period, a time when the
would-be initiator of an educational proposal might try out her or
his ideas on other teachers, on a select group of parents and on
students. If there is sufficient agreement and signs of support,
the process will move to the critical intent stage, in which
everything in the present structure will be subjected to close
scrutiny. By the end of this stage, there must be a strong
commitment from a majority of participants to work for change.

At the group deliberation stage, a thorough analysis of the
total situation should ensue. Both external and internal factors
will be assessed thoroughly in order to judge the viability and
advisability of change. The result of this deliberation should lead
to the stage of enlightenment, in which everything is seen in a
new way and in which there is an acute awareness of those
assumptions and organizational details which direct, and
sometimes smother, our teaching, guided studying and learning.
If the original hunch about the need for change was correct, then
one should be able to criticize present practice with clarity by
now,

The stage of enlightened deliberation is one in which all the
information that has been gained so far is used. from the new
enlightened vantage point, to set up the parameters of any new
proposal which is deemed appropriate. The stage of praxis is then
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a matter of implementing the educational proposal, choosing
subject matter, methods and evaluation criteria.

Praxis to Praxis

The contribution of action research to the evaluation debate is
seen, then, it the constant, reflective and spiral nature of this part
of the process. "Praxis-to-praxis” is an eloquent phrase by which
to describe this comprehensive type of educological evaluation of
all processes within education by all participants within
education. The critiques which are produced by such a process
can come to form the basis of a genuine critical theory (Grundy
and Kemmis, 1981a:34), with the distinct advantage of being
grounded in, and having arisen [rom, practical experience. This is
close to Van Manen's concern for linking levels of reflection with
ways of being practical. At the deepest level, a critical reflection
becomes eminently practical (1977:226-227).

In fact, action research theory begins and ends with practical
concerns. The dialogue and equality of communication which
provides the necessary modus operandi for action research must
centre on a "substantive problem” which is undergoing the process
of enlightened deliberation (Grundy and Kemmis, 1981a:35). To
be genuinely emancipatory, the process must involve group
deliberation on the chosen educational problem and lead to total
collaboration and participation by all involved.

The Promise of Action Research

According to the theory, at feast, it would appear that action
research might involve one of the best sets of parameters
available among contemporary curriculum models for establishing
and maintaining the type of educological evaluation procedure
which should contribute to the growth of a democratic
participatory mentality through curriculum involvement. If so
much is to be placed on the shoulders of action research, however,
it is imperative that its parameters and processes, themselves, be
the focus of constant critical evaluation.

In this spirit, it should be moted that there has been some
recent concern expressed about the truly critical nature of action
research. Rex Gibson is sceptical that, for all its apparent zeal,
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action research in fact has any power in the face of structural
inequality and injustice (1985: 59). Moreover, he claims that it
can be intensely uncritical of itself, its own assumptions and its
own community and, as such, is more likely to resuit in an
increased conformity and intolerance of deviance (1985:60).

In response, Kemmis admits that action research, in practice,
has often been far from perfect (1986:50). Certainly, he concedes
that action researchers must constantly be returning to first
principles and examining the bases of their assumptions. Granted
that, however, he contends that the model holds great promise for
education to be changed from within (1986:50).

As evidence of the commitment on the part of action
researchers to rflect on their own assumptions and criticize their
own praxis, a seminar was held at Deakin University (Geelong.
Victoria, Australia) in 1986 to serve these very ends (McTaggart
and Singh, 1986:42-46). In an elfort to ensure its genuine critical
and emancipatory thrust, the seminar concluded with the
proclamation that

.. the only . . research deserving the name action research is that
which . contributes to the struggle to identify groups committed to
social action and educational reform, and in particular, to cquality of
access and legitimate participation in education [my emphasis] It will
aim to be emancipatory, or it will not be called Action Research at all

[McTaggart and Singh, 1986:46]

This commitment to access, participation and emancipation is
central to the proposition that curriculum involvement, generally,
and participation in educological evaluation, specifically, can be
powerful determinants in the development of the range of
knowing and the types of attitudes necessary for becoming a
mature contributor to a democratic society.
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ABSTRACT

Education, or self-discovery, is the chief natural purpose of
the family, the school and the society. The crucial need today in
these educational systems is for the development of creative
imagination and self-responsible decision-making, on the part of
all involved.

The School of Life

Human existence is arguably, meant to be an educational
experience. It makes sense if it is a curriculum, or set of learning
experiences, the understanding of which can lead us to
increasingly higher degrees of competence in our perceptual,
intellectual, conceptual, motivational and expressive processes.
Otherwise it is all rather senseless, whether viewed as a briefl
hedonistic, pleasure, or a temporary bourgeois market place, or a
chance interaction of physical elements.

However, most of us, once we reach the age of reason, refuse
to be educated (i.e. to be fed forth, to develop from a condition of
latent, rudimentary or merely potential existence) and we devote
ourselves instead to the alternative, i.e. we "produce.” We are like
grubs who refuse to believe in the possibility of butterflies.
Rather than developmental labour, we engage in productive work.
Rather than seeking liberation within mature communal
behaviour, we perpetuate the immaturity of authority,
dominance-submission and factionalism.

Instead of a natural, mature educative sociely, we perpetuate
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an artificial, immature productive and reproductive one.

The Nature of Personal Development

Many writers have hypothesized on the nature of natural
human development, and useful models are provided by the
hierarchical needs of Maslow (1954) and the developmental
trends of Argyris (1960}

The key natural movement would seem to be from a state of
complete dependence and submissioon as an embryo to a state of
maturity characterized by complete independence from human
authority and complete rejection of roles involving either
dominance or submission. This movement is associated with an
increased desire and ability on the part of the person to imagine
alternative scenarios, to make her or his own decisions between
competing choices, to act sensibly in accordance with those
decisions and to accept the consequences of those actions.

Jesus of Nazareth, Francis of Assisi and Mahatma Gandhi
might illustrate maturity of this order.

The main characteristics of such mature (self-actualizing)
people appear to be:

(1) self responsibility, in the sense of acceptling responsibility for
making and implementing one's own decisions and rejecting the
authority of other human beings;

(2) equalitarian collaboration, in the sense of labouring with
colleagues for personal and communal development through
consensual decision-making;

(3) commitment to an ideal {i.e. an unprovable assumption) which is

more important than one's personal needs for survival,
reproduction, belongingness or recognition

Self -responsibility is associated with authentic personal
behaviour in ¢lace of the socialized role-playing that characterizes
immature people. Collaboration ensures that this occurs without
impinging on the mature rights of other people. Idealism ensures
that the primacy of the person over the collectivity does not
deteriorate into narcissism and selfishness but has a moral
purpose.

Production vs. Education

No significant improvement in sociely can be expected to
emerge from institutions controlled by peopie who have a vested

122

SYEIN




International Journal of Educology, 1988, Vol 2, No 2

interest in maintaining the protestant view of humankind as
‘producers.” These commercial organizations, devoted primarily
to extraction, manufacture, distribution, finance and socialization,
and their associated trade unions and chambers of commerce,
have long been instrumental in inhibiting humankind's natural
development. In this, they have heen symbiotically allied with
institutions controlled by people with a commitment to
maintaining catholic-style authority systems, whether in churches,
academies, professions or political parties. The commercialism of
the first group of organizations is harmful to both personal and
societal development because of the emphasis placed on our
immature deficiency needs for acquisition, consumption and
belongingness. The dominance-submission of the second group is
equally harmful because it inhibits our natural growth drive for
self -actualization.

The further development of humankind 1s dependent on
members of educational organizations being prepared to assert
the primacy of the human drive for self-actualization, both in the
living model they present to others and in the theoretical
argument with which they justily their practice. This involves a
rejection of both the protestant work-ethic and the catholic
institutionalization of authority and a search for genuine
educational alternatives.

The basic organization for human education is the family. and
it is here that we can all be educators. The secondary educational
organization is the institution, and here school teachers have a
special responsibility. The tertiary educational organization is the
community. and here again we can all practise education. An
alternative to our present commercial-production society will only
emerge when enough ordinary people become committed to their
own continuing education and to the education of their children
and their colleagues within families, institutions and communities.

Such a commitment to the release of mature human potential
inevitably calls for a rejection of the role-playing whereby most of
us maintain the present authoritarian hegemony, and a rejection
of the induction programs whereby our families, institutions and
societies socialize us into accepting those roles. It requires,
instead, that we embrace education as the process whereby we
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manifest the characteristics of human maturity that are
embedded, latently, within us.

In this view, the socialization programs of humankind's past
five thousand years (and our individual lives to date) have
generated necessary adolescent taboos. These can only be
identified and broken by self-actualizing people, but must be
broken by them if they are 1o attain genuine human adulthood.

Experiences
I[ it is accepted that the over-riding aim of education is
self-actualization, or of "self discovery" in Roszak's terms (1979),

then its essential characteristics are:

(1) a structured range of experiences from which abilities can be
learned,

(2) graded practice in seif responsible decision-making. and
(3} the encouragement of creative imagination

Currently, most children are deprived physically,
intellectually, emotionally, mentally, morally and socially. It is
not simply a case of one class or faction being privileged and
another being underprivileged; rather, each social group tends to
specialize in its own inadequacies and inhibitions. Whereas the
intellectual development of working class children is inadequately
catered for in their urban ghettoes and state systems, the social
development of the children of the managerial-professional caste
is inadequately served in their bourgeois homes and private
school systems.

It is largely because of our technological expertise and our
consumerism that personal development is widely inhibited
throughout the class structure. We allow ourselves to be
indoctrinated to value consumption rather than self-discovery,
and we are committed to using technology to replace natural
human capacity. We improve our machinery in preference to
improving ourselves; we produce and consume more and more in
preference to becoming more and more as human beings.

Physical development requires exposure to a variety of
physical experiences from horse riding to swimming, from yoga
breathing to athletics, and results in natural physical fitness. In
our underdevelopment however we are characterized today by
our pot! bellies and round shoulders and artificality of all sorts.
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We have allowed our socializing institutions to mould us into
hecoming paying spectators and paying consumers and little else.

Intellectual development requires open access to facilities and
techniques for reading, calculating, reporting and recording and
results in competence in rational reason and its expression. Yet
today's political, economic and legal systems must be as irrational
as any in humankind’s history.

Emotional development occurs through exposure to a wide
range of feelings, both as subject and object, such as love, hate,
anger, forgiveness, greed, selfishness, intimacy and trust. It
culminates in competence in intuitive and instinctual thought and
expression. However, most of us today are emotional cripples!

Mental development occurs through exposure to a variety of
paradigms and theories from a broad range of disciplines and
fields of study and application. [t permits us to uncerstand our
experiences at increasingly more meaningful levels and so behave
in ways more appropriate to mature human beings. i.e. morally.
Yet how many of us have been socialized to lead meaningless,
purposeless, immoral lives.

Social development requires experience of a wide range of
interpersonal situations: authoritarian, factional, anarchistic,
competitive and cooperative. It results in interpersonal
competence. Yet, following our schooling, most of us accept our
immature authoritarian and factional relationships as part of
inevitable "human nature.”

The utter failure of our family systems, school systems and
social systems to provide the range of structural experiences
needed for personal development (or, alternatively, our failure to
utilize these experiences) is obvious for anybody with eyes to see.

Personal Choice

Similarly, these sysiems have inhibited our natural drive to
become responsible for our own lives rather than obey the
authority of professionals and managers.

Whereas it is natural for the infant to be dominated by
parental authority in a period which is, after all, merely the {inal
embryonic stage, it is quite unnatural for adults to be similarly
dominated, whether by Big Brothers or silent majorities or
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intangible hegemonies. Yel a major characteristic of human
society today is its authoritarianism. We behave as others expect
us to behave rather than as we have decided, self-responsibly, we
should behave. We are controlled by our thoughts that "They will
not fet us -- They will not like it -- They will disapprove”
(Roszak, 1979:123).

Our educational systems need to develop within us an
awareness of the choices that continually confront us, a desire 1o
make our own cecisions and a realizziton that all such decisions
have consequences that must be lived with. It is because we do
not accept that self-discovery is the purpose of life that we fail in
this area. If life is for work, for jobs, for profit, for status, for the
state -- then adults can make choices for children and superior
adults can make decisions for inferior adults and families, schools
and societies can legitimately be authoritarian.

However, if life is for seif-actualization, then the preparation
needs to begin in infancy and continue until either realization or
death. In this case, the teacher helps the student (or the learner)
1o explore the possibilities in any situation and realizes that the
specific situation is largely irrelevant because it is the process of
choosing that is the focal issue. Preparation for self-discovery
entails a continual, graded exercise in decision-making, both
individually and in groups, with teachers as resource persons who
are caring and concerned and competent in the process
themselves and so model, in their own behaviours, the
self-responsibility that they are committed to developing in their
proteges.

One tragedy of modern family systems, school systems and
societal systems is the infantile model presented to children by
parents, school masters and politicians who are either dominants
or submissives and, what is worse, satisfied to remain so.

Creativity

If it is accepted that few, if any, people have matured to
self-realization, then it follows that our present paradigms and
theories are inadequate for understanding the nature of life.
What is needed is a fresh insight into the nature of humankind.
The tired old men and women of tired old religious, economic,
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political and scientific paradigms need to step aside and stop
socializing the young into their inadequate, immature realities.

This does not mean that children should not be brought into
close contact with the great minds of past and present, but merely
that this should be associated with a spirit of questioning and not
one of acceptance. Children should be taught to question the
eiperts rather than to accept the authorities.

In particular they need to be encouraged in creative
imagination -- the ability to visualize an assumption, or
proposition, that differs from normal and to explore the theories
and the practices that are implicit in such an assumption. Yet our
present “educational” systems inhibit this through their emphasis
on obedience (father knows best!), content curricula (curriculum
specialists know what should be learnt), assessment (teacher
knows what is right!), suhject disciplines (academic rules must be
followed!) and management (the principal is paid to make the
decisions!).

How many children in today's factual world (or adults for that
matter) understand the nature of a parable? How many have
developed their imagination on puzzles, riddles, koans and fairy
stories? Today, our visual aids such as television and our
structured toys and games cripple their capacity to imagine,
dream, improvise, conjecture and experiment. In our material
affluence we give them the unimaginative "real” thing rather than
the challenge of the flexible dream. Cobs of corn, and clothes pegs
no longer suffice for toys, and games must now be purchased from
a merchant and must be “correct” (like a school test answer) in
every petty, technological detail.

[t is true that creative imagination cannoi always be
completely stifled. and so it is often emasculated into harmless
impotency within the titillation known commonly as “culture” -
in the arts and crafts, in literature, drama, painting, dance and
music. Beneath all of its pomposity and pretentiousness, “culture”
merely serves to distract its practitioners and its clients from the
important art of self-development to the triviality of playing
games with words, colours, sounds or movement.

Like scientism, art has become a neurotic expression of the
natural desire to understand life and express tha. understanding.
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Like refigion, business and sport, they have both, scientism and
art, become opiates for many inadequate, immature people.

This betrayal of creative art can be remedied, but this
requires teachers who are prepared to participate themselves in
the remedial exercise.

The Answer

There is no attempt made here to offer solutions to the
problems of education, because that would make a nonsense of
the argument so [ar presented (and to expect such answers would
be indicative of the reader’'s educational immaturity).

The solutions can only be derived by concerned educators
within the context of their own systems. Genuine solutions can
not be offered, or imposed, ii recipe-book fashion by eliie
piviessionais and managers. We have tried this authoritarian
approach for ages with singualar lack of success. Of their nature,
educational answers can only arise from people committed to
education as self-discovery, and they are specific to the situation
in which such people find themselves. Certainly many of us, as
outsiders, can participate collabcratively in such grass-roots
exercises, and bring a variety of viewpoints and expertise to the
discussion, but only as collaborators and not as authorities.

However, a few things can be said with some certainty. One is
thay the education of teachers and students must be a conjoint
activity. The o . idea that teachers have nothing to learn from
their interact.on with students needs to be replaced with the
realization that all life is a potential learning experience, that it is
the process of education that is crucial rather than the situation
wherein it occurs, and that most teachers are more inhibited than
their students.

Another is that the school is only one educational institution
among many, and no mature educological theory can omit
consideration of the crucial learning that occurs within families
and within society. No longer can school teachers divorce
themselves from the educational implications of society's family
structures, economic values, political practices, occupational
ideologies and religious assumptions. There is an educational
whole that needs to be assembled from the [ragmented societal
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institutions that currently divide, socialize and emasculate us.

And related to this is a third point. We can learn as much
from nature as from humanity, as much from the past as from the
present, as much from our mistakes as from our successes, as
much {rom the example of evil men as from the lives of saints.
The lessons of life are everywhere if we only allow ourseives the
luxury of living as we were meant to live -- utterly dissatisfied
with our present imperfections and driven by an insatiable
curiosity that is beyond our control, or the control of others.

Nevertheless, it is as if we are faced by a giant conspiracy
designed to make it as difficult as possible for us to discover
ourselves. There are countless movements designed to make us
satisfied with our present attachments -- patriotism, parochialism,
denominationalism, factionalism, consumerism -- all of which
hinder our education. There are continual pressures on us to
conform happily to the socialized roles designed for us -- sexual,
occupational, racial, agial -- all of which hinder our
self-actualization. There is a vast propaganda exercise designed
by media moguls, politicians and advertising hacks to persuade us
that we live in the best of all possible worlds.

It is out of an intense, but optimistic, dissatisfaction with our
present organizations and our present societies that we may be
motivated to educate ourselves, and others. Nothing of much
value can arise from the happily satisfied or the smugly satiated,
nor, let us realize, from the bitter violence of our less perceptive
colleagues.

Let us tell these things to the children we teach and act as if
we really believe the things we say. They can ask no more of us.
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ABSTRACT

Qutcomes of research about effective schools clearly point out
some schools do better than others in teaching basic skills and in
developing positive attitudes towards school work. Strategies and
tactics for transforming ineffective schools into effective ones are
known, and appropriate resources are available. Researchers have
been successful in producing an educology of effective schools.
But the educology and the relevant resources are not necessarily
in forms apt to be uncovered, understood or used by those
persons in most need of them. What is wanted is a set of
procedures which give school practitioners guidance in Row lo
translate the educology of effective schools into a plan for
practical and productive action. One set of procedures which
shows promise of providing links between the educology of
effective schools and the needs of educators associated with
ineffective or marginal schools is the WWLM (the Wolf Welsh Linkage
Methodology) and the WKD/UI (the Wolf Knowledge Diffusion/Utilization
Inventory). The WKD/UI is a survey instrument. It provides data
about (a) an organization's capacity to change, (b) the
organization's needs and (.) the set of plans appropriate to meet
those needs. The WWLM is a guide for action. It is akin to a
roadmap for innovation which specifies a starting point for action,
alternate routes and a destination (or set of intended outcomes).
Both instruments have value for resolution of several key
problems related to using the educology of effective schools (i.e.
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knowledge about effective schools) to transform aspirations into
effective schools practice.

Introduction

How many effective schools would you have to sec to be persuaded
of the educability of all children? If your answer 1s more than onec,
then | submit that you have reasons of your own for preferring to
believe that basic pupil performance derives from family background
instead of school response to family background Whether or not we
will ever effectively teach the children of the poor is probably far
more a matter of politics than of social science and that is as it should
be

We can, whenever and wherever we choose, successfully teach
all children whose schooling is of interest to us We alrcady know
more than we need to do that  Whether or not we do it must finally
depend on how we feel about the fact that we havent so far
{kon Edmonds) [

Kon Edmonds was one ol an ambilious group of researchers
which focused its energy upon the identilication of school factors
that seemed to be related to improved pupil performance during
the 1970's and 1980's. He along with scholars like Bloom,
Brookover, Clark, Frederickson, Rutter and Stallings helped frame
what has come to be known as the “effective schools” movement.
These researchers studied and observed school operations,
gathered varied data pertaining to the operaiions, subjected data
cblained to intensive scrutiny and reflected upon outcomes. Their
rellections resulted in modifications in school practice which have
had the most positive consequences for the education of poor and
minority group pupils.

The effective schools movement originated in schools located
in large cities across the U.S.A. Serious and urgent needs were
identified in these environments, and vigorous, aggressive and
cogent action was undertaken to address those needs. Educators
responsible for making the targeted schools more effective
received recognition, declarations of appreciation and often
promotion for their initiatives. Oft times, these educators were
called upon to offer advice and to guide similar interventions in
other communities. Some met the challenge successfully again
and again; others encountered unanticipated difficulty in meeting
the challenge in unfamiliar school environments. Many of these
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educators learned that enthusiasm and prior success were not
sulficient to extend effective schools practice in all communities
and school districts.

It is one thing to change : familiar school environment from
ineffective or marginal to effectlive; quite another to rcplicate the
process in an unfamiliar school environment. Educators involved
with or anxious to move in directinns suggested by the educology
of effective schools either have leained about or soon will learn
about a constellation of factors which retard and/or thwart
constructive action.

The Concept of Effective Scanools
According to Appalachia Educational Laboratory staff (1986),

an effective school isone in which:

Basic skills achievement cannot be predicted from students
Socio economic status
Student attendance is regularly above 90%

Documented occurrences of vandalism and dclinquency are
relatively low.

. High satisfaction ratings are given the school by all stakeholders
(school personncl, students, parents and community)

Elementary schools and middie schools reflect these attributes
much more frequently than junior and senior high schools. It is
not difficult to determine ihe extent to which a specific school has
each of the above-mentioned attributes.

In the past, it has been quite a research challenge to relate
desirable performance and causal school practices meaningfully.
However researchers now are able to talk about specific sets of
variables which yield insight into cause-effect relationships. For
example, Mackenzie (1983:8) has identified 31 dimensions of
effective schools from his analyses of the related research
literature. He has clustered these dimensions into three categories
(leadership, efficacy and efficiency) and has described core
elements and facilitating elements within each category.
Summarizing research of the type conducted by Mackenzie
enabled Rowan, Bowert and Dwyer (1983:24) to isolate four
school-level characteristics which promote improved pupil
performance in the basic skills:

1. A school climate conducive to learning one that is free from

disciplinary problems and that embodics high expectations for
student achievement,
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2 A schoolwide emphasis on basic skills,

3 A system of clear instructional objectives for monitoring and
assessing students’ performances,

4 A school principal who is 2 strong programmatic lecader and who
sets high standards, frequently observes classrooms and creates
incentives for learning.

A number of recent related research reports provide support for
the relevance of characteristics tike those mentioned above.
Appalachia Educational Laboratory staff have translated such
educological research outcomes into a staff development program
intended to be used within local school districts (AEL, 1986:3-9).

The program addresses |1 characteristics of effective schools, viz.

Mccds basis
Use of assessment
Objectives
{nstructional time and task oricntation
Expectations
Conditions and rcsources
Code of behaviour
Rewards and reinforcements
Roles and responsiblities

10 Parental support and involvement

1l School climate

These variables were chosen by laboratory staff because they are
alterable - that is. each can be addressed constructively within a
given school and/or district.

These examples of effective schools are most encouraging.
Unfortunately, conceptual and methodological limitations apparent
within research studies drawn upon suggest that relationships
between school-level characteristics and pupil performance may
be somewhat unstable. Even so, outcomes of effective schools
research clearly point out some schools do better than others in
teaching basic skills and in developing positive attitudes toward
school work.

Obstacles Along the Path Toward Effective Schools
Practice

Effective schools practice entails so many specifics that it is
difficult to address all of them. For example, how do interested
persons ascertain their own level of need with regard to effective
schools practice? How do interested persons plan and sustain
in service training initiatives related to all of the important
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effective schools components? How do interested persons obtain
necessary resources to modify in meaningful ways questionable
school practices which are already in place? How do interested
persons clear appropriate amounts of their time to oversee the
matters addressed in the first three questions?

From these four questions, an impartial observer could
reasonably conclude that the effective schools practice cannot
become an integral part of a school district without major
commitment and the expenditure of immense energy.

Everett Rogers (1983: Chapter 6) offers an interesting
perspective to support conclusions which might be drawn by an
impartial observer. Rogers isolated [ive kinds of individual
perceptions of the attributes of an innovation which affect the

rate of adoption of an innovation. They are:
Rclative advantage: The innovation is perceived as being better
than current arrangements or practices
Compatibility. The innovation is perceived as consistent with
values, past experiences and needs of targeted setling
Complexity: The relative degree of complexity of the innovation is
perceived as relatively difficult to use.
Trialability: The innovation can be experimented with on a limited
basis.
Observability: The results of the innovation are visible to others.

When the concept of effective schools practice is examined in light
of these five attributes, potential problem areas quickly come into
focus.

Needy school environments will not be compatible with
effective schools practice, hence, considerable dissonance between
proposed practices and current practices will always be a given
condition. Challenge number one is to ameliorate the dissonance.
The complexity of the process of effective schools practice will
discourage all but the most stalwart educators. Challenge number
two is to portray effective schools practice as an attainable goal.
Since the process of developing effective schools practice can be
arranged into manageable subcategories or stages, it is possible to
conduct limited and relevant experiments. Trialability then can
be viewed as an asset with effective schools practice. Challenge
number three is to compartmentalize the process appropriately.
Neither relative advantage nor observability comes into play
until many features of effective schools practice have been
adopted. This situation suggests a chicken-egg dilemma.
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Challenges number four and five are to resolve the dilemma by
conceptualizing plans intended to draw upon the experiences and
practices of other involved educators.

Each of the five challenges has been or will be accepted by
educators who aspire to become a part of the effective schools
movement. Educators have in the past opted to accept and attend
to each challenge personally; they have commissioned one or more
consultants to share the responsibility; they have drawn upon
printed resources, in-service training opportunities and
consultation services offered by specific organizations (e.g. the
Appalachia Regional Laboratory): and so forth. Their enterprise
has drawn national attention to progress being made with
effective schools work.

Innovative individuals, charismatic individuals, court orders
and the threat of court orders seemed to influence the
implementation of effective schools research outcomes within
many school environments during the past half decade. There is
now in operation a set of schools across the US.A. which
represents whalt is possible to achieve from the work of dedicated,
enthusiastic individuals and favourable circumstances. These
schools serve as "lighthouses” to all educators.

It is unfortunate that there are many, many more schools
across the nation which remain untouched by the progress. These
are schools which do not meet the needs of poor and minority
group pupils either consistently or satisfactorily, and which are
not taking aggressive steps to address the problem. Satisfaction
with current levels of practice, limited resource potential required
to initiate changes and/or a history of unimpressive change
initiatives, probably account for their current levels of practice.
When members of this school group are targeted for effective
schools work, trench warfare type strategies will be required, as
assets like innovators, charisma and court orders are going to be
in short supply.

A set of fortuitous circumstances, supported with credible
research-based evidence, may account for a fair amount of the
effective schools progress realized thus far. However it may not
be sufficient to influence practices significantly within large
numbers of schools which remain untouched by effective schools
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research outcomes. Problems related to the overwhelming nature
of effective schools practice and to the apathy and limited
resources likely to be enocuntered within many needy schools are
significant. Imaginative people have used most diverse available
resources in the past to link effective schools researck outcomes
and needs of educators who work with poor and minority group
pupils. Whereas the breadth and quality of such resources have
improved during the 1980's, the chailenge of modifying practices
within the next set of schools is imposing.

Improving Practices Within Ineffective or Marginal
Schools

It is obvious that effective schools research outcomes are not
adopted or adapted without much fuss. Even within the most
receptive of school environments (i.e. those under court order to
change), the implementation process transpired over a period of
years, and performance improvements were measured in feet and
yards rather than miles. However, the bottom line ultimately was
improvement, and the success stories have raised the aspirations
of educators across the US.A. What is not clear in the evolving
relevant literature about effective schools is advice pertaining to
the "how” dimension related to improving practices within
ineffective or marginal schools. That is, how should persons, who
are willing to accept the school improvement challenge, proceed (o
change ineffective or marginal schools practice to effective schools
practice? Are strategies and tactics which are of proven value
available to guide decision-making throughout the change
process? And are resources available to support such change
initiatives? "Yes,” with a qualification, appears to be an
appropriate response to the last two questions. The qualification
is quite significant, however. Strategies and tactics are known,
and appropriate resources are available, but not necessarily in
forms apt to be uncovered, understood or used by persons in most
need of them. Time is required to track down, assemble and
apply appropriate resources in order to make things happen.
Those persons who are in a position to accept the school
improvement challenge often are not willing or able to commit
much time to the search and assembly work which are of crucial
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importance to the improvement process. Many rely upon their
instincts as professional educators and move ahead. "Damn the
torpedoes; full speed ahead!” characterizes their behaviour.
Swashbucklers survive in motion pictures; they are often slain in
institutional change arenas.

An alternative has been evolving for the past decade, and it is
of importance to swashbucklers and the more cautious and
prudent minded. Researchers at the University of Massachusetts,
Amherst (Wolf, 1984) initiated the alternative as a result of their
study of variables related to the diffusion and utilization of
knowledge. They followed in the footsteps of Rogers, Havelock
and many others, in order to come up with a parsimonious set of
guidelines which reflected work completed across disciplines.
Table 1 depicts a communication configuration which these
researchers believed juxtaposed salient variable classes
meaningfully.

Table 1
Perceived Relationships of Classes of Variables
Believed to be of Importance to the Communication Process

Classes of Classes of Classes of
Antecedent Manipulable OutcomeVariables
Variables Variables

Conditions for Characteristics of Characteristics of
change communication or adoption or
diffusion strategy utilization
decisions

Characteristics Characteristics of
of innovator or rejection

linker decisions

Characteristics
of innovation

Characteristics of Chracteristics of
adopting units deferred action
decisions

The configuration described in Table 1 served as a point of
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departure for a series of diffusionYutilization studies. These
studies were focused upon how to [ink the world of educological
researchers and knowledge production with the needs of
educators and knowledge users. Research made clear (a) a
specilic set of variables and processes to be addressed, (b) a
modus operandi (a metamethodology) for addressing the
variables and processes and (c) a set of procedures as to how to
apply outcomes of the enterprise.

These inquiries contributed to the development of two
instruments which were designed to meet the needs of those
persons aspiring to link knowledge production and needs of
knowledge users. The first instrument is a linkage methodology,
intended to guide persons’ actions. The second instrument is a
survey inventory. designed to generate data needed by persons
during the planning and implementation stages of a linkage
undertaking. Both instruments have been tested in a varjety of
settings, and both instruments have been revised six times as a
consequence of information obtained.

The Wolf-Welsh Linkage Methodology (WWLM) has been
designed to address erratic and unpredictable knowledge
diffusion and knowledge utilization practices which are
characteristic of many organizations in the US.A. The methodology
is an applied outcome of years of research aimed at the
identification of classes of antecedent, manipulable and outcome
variables believed to be of importance to the process of linking
knowledge production and needs of knowledge users. The
resource that has evolved is akin to a road map which specifies a
starting point, alternate routes and a destination. It adds order
and direction to the linkage process within environments not
accustomed to either order or direction.

The WWLM consists of 7 distinct but interrelated parts. Each
part is made up of two components. The first is a brief orientation
statement intended to clarify the nature of information sought.
The second is a set of recommendations aimed at acquiring
needed information. Whereas the 7 parts are presented
sequentially, their inter-related nature calls for application of
specific parts in conjunction with opportunities presented. The 7
parts are:

1 Qualifying for Linkage Responsibility
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2. Targeting an Audience for a Change Initiative

3. Defining Knowledge to be Adapted or Adopted

4. Modifying Knowledge Selected to Accommodate Identified Needs of
a Targeted Audience.

S Obtaining Commitments from Key Persons to Initiate and Sustain a
Change Initiative

6 Ascertaining the Impact of Selected Knowledge Upon a Targeted
Audience.

These parts prescribe a relevant frame of reference within which
individual ingenuity is encouraged and is able to flourish.

W hat accrues to persons who choose to incorporate the WWLM
as part of their linkage repertorie? First, they quickly get the "big
picture’ and the “little pictures” related to a change initiative,.
Second, they are told what to do in order to make fruitful
innovations happen within an environment earmarked for change.
Third, they become the recipients of systematic feedback
pertaining to the viability of specific plans made and specific
action taken. And fourth, the methodology facilitates the
production of physical traces during a change initiative which can
be studied to determine pluses and minuses of the effort.

The Wolf Knowledge Diffusion/Utilization Inventory (WKD/Ul)
has been designed for use by those persons who assume
responsibility for varied kinds of organizational change initiatives.
It is intended to be employed along with the Wolf-Welsh Linkage
Methodology. The Inventory provides persons making use of the
Methodology with important data. These data can be converted to
numerical scores, which put into perspective relationships among
(a) an organization's capacity to change, (b) an identification of
organizational needs and (c) a conception of plans to meet the
needs.

The Inventory consists of five separate sections, each of
which includes four items. Up to four points can be earned for
each item: hence, the range of scores possible is zero to 80. Scores
obtained can be used to judge the viability of four different types
of organizational change initiatives, viz., awareness-interest,
analysis-reaction, pilot test and adoption-adaption.

DPart One highlights characteristics and commitments of the
set of persons responsible for the linkage. Part Two [ocuses on
conditions for change within targeted environments. Part Three
emphasizes characteristics of the set of innovations to be adapted
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or adopted. Part Four places emphasis upon characteristics of
environments targeted for change. And Part Five focuses upon
characteristics of selected communication strategies and tactics.

What accrues to persons who choose to incorporate the
WKD/UI as part of their linkage repertoire? Data obtained can be
used to reduce guesswork associated with organizational change;
data can be used to address problems that arise: and data can be
used to alter plans conceived prior to the commitment of
resources. These persons have an additional advantage of
objectively derived documentation to support some or many of
their linkage decisions.

Educators willing to accept the school improvement challenge
ought to welcome the additon of the WWILM and the WKD/UI to their
repertoire. Both tools can be utilized easily; both are appropriate
for work envisioned within the effective schools practice sphere:
and both are available-at low cost (r.e. reproduction and mailing
expenses). Application of these resources should improve
practices within many ineffective and marginal schools.

Footnotes
I Edmonds quotatton was offered during staff development work

associated with Project SHAL, a St Louis, Missouri School Department
enterprise
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ABSTRACT

Seven formats of educational testing are compared according
to student preferences and student perceptions of how well each
test method evaluates learning. The seven formats are (1)
true/false, (2} multiple-choice, (2) matching, (4) MDT multi-Ddgit
testing, (5) fill-in-the-blank, (6) short answers and (7) essay. The
sparse relevant prior research is reviewed. A survey of 1,440
university students reveals that students perceive a hierarchy in
the formats of educational testing. The above list ranks them in
increasing complexity of responses, increasing student perception
of ability to evaluate learning and decreasing student preference.
MDT multi-digit testing is a machine-scored equivalent to
fill-in-the-blank tests. It utilizes numerically labelled and
alphabetized long lists of up to 1,000 discrete responses. The
newly devised MDT multi-digit gtst is not as favourably received
by students as are more familiar methods. Students consider
themselves to be less able as test takers with the MDT method.
Students indicate no familiarity with it from high school and
comparatively little from university courses. Thirty-five percent
stated that the MDT method was not appropriate as used in their
course. When the sample was controlled for “appropriate use,”
however, the MDT was as well liked as and was rated as equal in
evaluative power to the fill-in-the-blank method of testing. The
incorporation of the more rigourous MDT method of assessment
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into the upper realms of machine-scored testing should benefit
education in terms of increased learning and savings of time and
cost.

Introduction

The advent of a new and distinctive test format for
machine-scoring of [ill-in-the-blank questions gives rise to
numerous avenues of research. Research concerning student
attitudes toward this new format (called MDT multi-digit testing)
also raises questions about attitudes toward the full range of
testing methods. A review of the prior academic research on
student attitudes about traditional testing methods is presented.
Then the results of a survey of 1,440 American university
students show how well the MDT testing method fits into a
hierarchy of seven test formats, ranging from true/false 10 essay.

Educational Measurement, Testing and Educology

Measurement of student learning is a multi-faceted
cornerstone of education. Educational measurement can be
performed in a variety of ways that include laboratory exercises,
tutorial discourse, in-class observations and term papers. Each of
these methods is valid for specific purposes, but the core of
educational measurement is commonly called testing. Testing, as
defined here, involves the recording (usually on paper) of student
responses to a written set of questions within a prescribed time
period, usually without access to books or notes, and for a
specified point value toward a grade in a course of study.

Testing is an extremely common occurrence with which most
students become highly familiar in terms of question formats and
methods of administration. Testing can vary greatly from school
to school and from subject to subject. The variations can be in
frequency, length and format. In general, given years of prior
experience, most students develop some sense of “"test-wiseness.”
Students become familiar with the administrative methods and
the question formats of testing in much the same ways as do their
teachers, that is, mainly by trial and error.

All students and teachers form opinions (i.e. attitudes) and
perceptions about test formats. Common sense generalizations are
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drawn from common experiences. For example, it is commonly
recognized among teachers and students that essay tests are
unpopular, although they evaluate well. Multiple choice questions
are popular and are nicknamed "multiple guess” because one of
the five answers must be correct. True/false has a reputation for
tricky phrasing. Fill-in-the-blank requires recall rather than
recognition, but that formal is much slower to grade than are the
machine-scored objective formats.

The content of the preceding paragraphs is common sense
knowledge to most teachers and their students. That common
sense knowledge is not education; it is knowledge aboutl education,
ie. educology.1 That knowledge derives from the students’ and
teachers' educational experience, and it has entered into the de
facto body of warranted assertions about education. In other
words, much knowledge in use about lesting and test formats has
entered into the fund of educology through the door of common
experience, not through the scientific study of testing. Certainly
research has made significant contributions, but many studies
have been mainly confirmations of empirical common sense
knowledge which stems from the observations of millions of
students and teachers over decades or centuries. Those
warranted assertions which are derived from experience
generally also have a quality of analytic knowledge among them
because reasoning can be (and commonly is) used to infer
consistency among the statements. Likewise, the knowledge also
has a normative quality because the statements about testing are
consistent with sound values. Indeed, if those assertions of
common sense knowledge about testing were not consistent with
sound values, the educological foundations of almost all of modern
education would be shaken. Certainly a few scholars, teachers,
parents or students might challenge some aspects of the assertions
for specific cases, but the body of educology stands firm with the
common sense knowledge about testing as the core of educational
measurement.

Scientific Educology of Student Attitudes about
Test Formats
In addition to the core knowledge of testing based on the
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common experience of teachers and students, a vast literature of
scientific educological studies about testing methods has been
developed over the years. Entire organizations, both public and
commercial, exist to study and improve testing methods and
measurements.? Specific measurement issues such as those
relating to special education, socio-economic bias and the use of
new technology are studied in depth. In general, the research
results have constituted "fine tuning” rather than fundamental
adjustments to the common sense knowledge of warranted
assertions about classréom testing. As evidence of this, change in
education has been generally quite slow. Tradition and inertia
have been exceptionally strong when it has come to the education
of one's children. In short, the warranted assertions from
common sense knowledge about testing are currently dominant
and are likely to remain so.

Within the educology of testing, the topic of student attitudes
about test formats is of very minor imporance. A review of
several highly regarded American textbooks on educational
measurement {including Thorndike and Hagen [1977] and
Grontund [1985]) ) found no reference whatsoever Lo whal
students think about the various formats of educational
measurement. The lack of information in standard textbooks
indicates that teachers-in-preparation are not provided in their
classes and coursework with information about the attitudes to be
expected from their students. By implication, the absence of
treatment of this topic in basic textbooks is evidence of the
assumption that the knowledge which teachers need about
student attitudes toward test formats is sufficiently understood
from the common sense experiences and attitudes which those
teachers formed when they themselves were students,

Searches of the research literature about test formats yield
few academic research articles specifically comparing student -
attitudes in relation to different types of test formats. Many of
the recent references are like that of Laffitte (1984), and Arkin
and Schumann (1984) which discusses attitudes to variations
within one format of testing. Papers such as Marlarkey and Aiken
{1986) are descriptive of current testing practices in specific
schools. However, systematic comparisons of student attitudes
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toward a range of classroom testing formats are very few, and
most date back several decades.

Four studies with original data, plus one review of eight
studies .in the 1920s, discuss student attitudes about test formats.
Ruch (1929:3-26) summarizes the history of examinations. He
points out that not until 1845 did Horace Mann formulate "a
clean-cut concept of the written examination and its superiorily
over older methods such as the oral quiz.” Subsequently, as a
reaction to the subjectivity in marking traditional essay-type
examinations, educators began development of standardized tests
in the early 1900s. By the mid-1920s, there were no fewer than
500 different standardized tests with combined sales of at least
20 million copies per year. The standardized tests offered norm
referencing and objective (i.e. uniformly impartial) scoring, but
they suffered from inflexibitity, high cost and poor question
construction (Ruch, 1929:21-23),

One unintended but positive result of the early standardized
tests was the exposure of thousands of American te 'chers to the
new methods for objective tests. In the 1920s, the true/false,
multiple choice, matching and [ill-in-the-blank formats were
called 'new type” examinations.

The objective or new-type test is essentially a hybrid [t represents

the objectivity of the standardlized] test without the [costs and rigidityl
of experimental study and standardization [Ruch, 1929:24].

As Ruch predicted,

the objective examination, when perfected, will be the principal
reltance of the classroom teacher for the next few decades to come

(p. 251

The new-type tests attracted the attention of researchers in
education. Ruch's book (1929} is an excellent summary of the
educology of objective tests in their initial years. One [ull chapter
(pp. 130-137) is devoted to studies of student attitudes toward
test formats. Four minor studies with sample sizes of 200 to 300
students found “that preference for new vs. old types runs in the
ratio of nine to one” (p. 137). Four other studies with samples
ranging from 130 to 170 students included more quantified
results. For example, Brinkley (1924) found 16 percent of pupils
preferred only essay tests, 26 percent preferred true/false, and
56 percent preferred multiple choice. Somers (1926) sample
ranked the methods. True/false was preferred, followed by

147 5/.; ('




International Journal of Educology, 1988, Vol 2, No 2

matching, multiple choice and oral quiz. There was a tie between
the written examination and the completion test for the least
preferred.

These early studies did not use quantitative research methods
as known today. The results appear imprecise. Also, because
these studies were in the early years of objective testing, the
students’ background experiences with objective tests were
limited.

A sccond part of Somers investigation showed, however, that a better

attitude toward [objective type]l examinations resulted from a

semester’'s use of examinations as an integral and constructive part of
instruction (Ruch, 1929 132]

In other words, newness and the resultant lack of student
familiarity with the "new-type” tests of the 1920s led to less
favourable attitudes toward those test formats.

Still in the pre-machine scoring era, Bender and Davis (1949)
surveyed the opinitons of 1,040 students in 41 different secondary
schools. In terms of test preferences when students are not given
an opportunity to study the percentages of students selecting
each type of test were as follows: multiple choice, 49 percent;
true/faise, 23 percent; matching, 15 percent; essay, 7 percent;
completion, 4 percent; problem- solving, 2 percent. The order was
almost reversed when the students were asked which type of test
would best show knowledge when students are well-prepared in
the subject : essay, 38 percent; completion, 29 percent; problem-
solving, 15 percent; multiple choice, 9 percent; true/false, 6
percent; matching, S percent, It is unfortunate that the issue of
student preparedness was not kept separate from the questions of
preference and perception of ability to evaluate. One can only
speculate about student preferences if the students did have
adequate opportunity to study for a test.

Bender and Davis (p. 59) also found an almost perfect rank
order correlation between student perceptions of a test format’s
ability to show knowledge (given above) and which test formats
students believe cause them to studv hardest. That result is
logical and in a desirable direction. I. is also at least partially
explanatory of why students do not preler certain types of tests.
Test formats which are perceived to require more study are less
preferred by students.
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A comparison of true/false questions about factual knowledge
versus short answer (complete sentences) questions with
explanation and argumentation would hardly seem fair or
meaningful. The short answer format is clearly perceived as the
better evaluator. Nevertheless, Cirn's (1986) study of these styles
of questions yields meaningful results about students as test
takers and about instructors as test makers. The evidence
supports the notion that a combination of test methods is
beneficial for correctlly scoring and ranking students. Cirn also
points out how some unfavourable attitudes toward a test format
could be the result of "the individual instructor's misapplication of
the question type rather than anything inherent in the approach”
(p. 37).

Five test formats were ranked by 134 adult learners (Weare,
1984). Multiple choice was the most preferred, with essay a close
second. Then came true/false, matching and filling-in-the-blank.
When asked for the least preferred types, the students again
named the essay format. Weare does not explain this antipathy
toward essay tests; her main focus is on test anxiety. Test anxiety
in adult students was found to be heightened and also alleviated
by each test formatl. Although Weare's study does not present
quantitative analyses, it appears to this reviewer that liking or
disliking a test format is highly personal and largely based on the
student's prior experiences with each test format. The roles of
such experiences and perceptions are probably accentuated in
adult learners since they are further removed from their major
test-taking years in secondary schoo!. Unfortunately Weare did
not present data on the level of experience of her respondents
with each test format.

Numercus aspects of the article by John F. Check (1982) have
relevance to the educology of student attitudes about test formats.
Although 431 college students responded to & questionnaire with
quantifiable questions, only rank orders were reported. Multiple
choice was the most preferred, followed by short answer essay,
extended essay and true/