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| : GENERAL AIMS AND METHODS

i

\The'foqus of this paper will be on the currently pop-

" ular subject of incentive offerings in educational contexts.

'

I hope to show that philosoﬁhics are relevant to this sub-
ject in two ways;

1e throﬁgh the philosophies of education held by in-
dividual educators, and

2, through the application of philosephical analysis
to issues raised in the current literature,.

For these reasons we will first discuss the,general nature

of a 'philosophy of education?! and then turn to philoséphical
problems related to the theoretical concept of,.and praé-
tical application of, incenfives in education. In the course
of’ these discussion55 questions will érise'concerning the
value of and bbssible Justification for the use of education~
al ihcentivesn X wish to stress at tﬁe outset tﬁe tentative
and speculétive nafufe of tﬁis paper. Thé sfudy of the prac~
tical application of incentive offerings to professional
educators and in educational contexts is not onl& ngw, but is
also plagued'by coﬁceptual difficuities in its more theo-~
retical forms,. Furthermdrg, tﬁis is a cross disciplinary
study,  Hé§ing‘been a professional educator in higher edu-~
catidn does not hake §ne an expert in the proble@s of K-12,
To a certain'extené therefore the applicatioh of the issues:
raised heve will have to be made by‘those more directly in-

volved in such situationse.

\"

BEST COPY AVAILABLE



,2..;'

I saylthat.thié paper is from the point of view of pro-
\féSSional ﬁhilOSophy - or one professional philosopher - to
warn fbu as to both the unusuai style of some of éhe discus=-
sions and to their 1imitationse

Professional philoSoPhers are as limited as anyone else
~in what they are competenf to do., They are not, qua philoso~-. .
phers, coﬁpeteﬁt to do empirical science; any more than empir-
ical scientists are comﬁetent to do philosophy. Educatoré
today are interested in incentives in eduéation, and may there-
fore be interested in wﬁether of not the incentives thét oper-
ate on educators are the same as or different than those which
operate on ordinary mortals., This is an empirical question =
call éhe psychologists, They may begin by taking a random
sampling of non-educators and finding oﬁt by intricate testing
.and statistical analyses what incentives operate more force-
fully upon them, Doing the same thing with a random group of
educators and compaxring the ;esults would probabl& answer the
question. .

I don't want to suggést tﬁat philosophefs can be of no
help at all in such ma%ters} but what help they can give is of
;a very'specialiied sort. - Many COntémporary philosophers study
.ana use fhe techniques of conce?tual and linguistic anal}?sis.1
The aim is to prevent or'clear up donfusions which might impede
progress in the solution of outstanding froblem's both within
» philoéoPhy‘ang without, and also to identify any confusions

¢

which might have led to spurious problems. As we shall see
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‘there are a considerable number of conceptual questions to
: be raised about the notion of an incentive and some of theée
lead inrather interesting:directions.

The area of valucs is another place where philosophers
»?ave concentrated their attehtion; and with good results,
éhilosoPHGrs are nofﬁ of courée, in the business of making mox-
al pronouncements. in a sense they study values - though,
again, not in the way 4in which soéiplogists or péychologists
do. Siﬁce the question of adopting inCthiVes in education
ié one of policy, and concerns the value of incentive programs,

this paper will also raise issues as to the possible justi-

fication of incentive programs,

CHARACTERISTICS OF AN EDUCATIONAL PHILOSOPHY

When we are interested in the pléce of philosophies,
.theories of education or ideologies in educational decisions
and préctices, just what sorts of things éfe we talking about?
"The word *philosophy? is used for a wide variety of things,
starting with.the work of a Plato, Hegel or John Dewey, This
would be philosophy in the traditional.- or more striét sense.,
But ofherfthings get called philosophy, too. A coach might
be asked for his philosophy of thé.post season bowl game,‘and
‘Daryl Rdyal of Texas is said to have responded to this as the
country girl - 'I'1ll dance with who brﬁng ;efg meaning that he
wasn!t going to change his game from what had worked all sea-

'ERIC
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‘\V\‘son. We know that othexr coaches have other philosophies « say
Eo surprisc‘their 0pponents. Now if all this is philosophy in-
some sense, how much is really important for education, and
why? |
Like a ooaching philosophy, an educator!s philosophy of
educaﬁion conteins goneral priﬁciplcs of wisdoﬁ'which he uses
to guide his conduct. When we ask someoﬁe for his philo-
sophy of.education he is likely to give us those princi-
bles which to hiﬁ_are'most overriding and important;.and
against which he measures more specific proposals and actse.
Occasionally it is necessary to'give a justification for these
priﬁciplcs and this process may or may not involve reference
to philosophies in the more strict sense of the various 'isms!?
(e.g. Mateiialism, Idealism or Existentiaiism) or vaiiousv
disoiplines (e.g. metaphysics. ox epistemology). We will re=
turn to this.problem later. For now we can at ieast say that
many if not most educatorslheve an educational philosophy in
the sense.that’they hoid to some general principles aboot the
oonduct.of'education which they regard as overridingly
important. One such philosophical principie might oe that
Tthe‘classroom should be democratically organized (associated
with the‘OPen classroom concept). The feature of such a belief
i ‘
-that is most sighificant for educational decision and practice

is. that philosophies of education are not things which one

would feel comfortable giving up or violating. They are not

mere proferences; but overriding principles, and general aims
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\:and oommitménts. It should be clear that philosophies of’
\éducation as described ahove include such diverse things as
ideologies, eduoational creeds, educational theories, etc.

We should also note that groups or‘institutions-- include-,
ing individual schools or: school boards - may have philoso-\
phies, These are overriding not only in the sehse just dis-
cussed, but also in that the members feel required at least
in their official capa01ties, to ascede to them or to leave .
the group (if'they cannot convince. the group or institution
that 1ts philOsophy should be changed, ) These institutional-
ized philosophies of education are most 51gn1ficant for the
decision processlin groups. Ind1V1duels don't ususaily write ‘

down their educational creeds; but ihstitutions do. \bnce'they;
are written down, people feel coﬁpelled by them in a way not .
otherwise present, There is in such. cases a.simple and obvi- .
ous way .to Dbe oonvicted of hypocrisy; In fact let me ﬁnder-
line th1s point by saying that the overriding character of
philosophies is most ea511y seen in an institutional situation,
The decision process in the indiVidual vis a zis that person's
philosophy is the group!'s process writ small._ We have seenj
'that a philosoPhj is a “principle against which a specific pro-
posal can be measured. .If a group with a well defined philos-.
/ ophy gets a proposal that tends to violate that philosophy, it
Qggt in a sense turn it down. (Changing a groub's philosophy
_is not all that easy or that common.) The reasonsing will be

quite objective and impersonal, Does the proposal violate our

Simar wmomen wmom e om on
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. Philosophy oxr mot? This.phiiosophy may then appear as a super-

\.' : . . ’ - B
pérsonal force requiring a certain decision even when the mem-

bers of the group would rather do otherwise. There are of
course,othcr even more obvious examples, Judges are expected
to rule on the basis ;f established legal principles - regard-
less of their own prqferehces.

. Though thié ovpfridingneSs comes out mbst clearly in- the
reasonings of groups, it is present in individuals, There
still exist in this world men an& women‘qf principle, What
we mean when we say this is that they make their decisions in
the light of their principles. If T want to lie abput some-~ -

thing but am a man of principle I will not. Though I control

~what principles I adopt, once adopted they exert a controlling

influence on decision processes., I may of course be a hypo-

crit - sa& I believe something but not actually use it to base

' my decisions on, In such cases we are sometimes hard put to

determine whether what is invqived in hypocrisy, ﬁeakness of
wiil,.change of heart, etc, ”Of course there are men who !lack
principles?! - by which we mean'that nothing exerts a régulating
iﬁfluence over their desires and decisions.

'What.is presénted here is not even cloée to a 'theory of

deci§ion'; it is only an attempt to point out one -often neg-

- lected aspect of some of our most difficult and important deci-

sions, Many educators and educational groups do adopt philo-
sophies of education which if sincerely held do function in

the manner described,
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u#f a school board as a whole has adbopted a certain philosophy -

3

7

Suggest to a feacher that some new procedure be adopted in

the classroom and the teacher may respond, "My philosophy is

‘that children should not be...", and what follows'is an educa-~

%ional principle that precludés‘the‘adoption of the suggestion.

say that children should be educated in their own neighborhood

'§chools in order to provide as much continuity as possible with

qhe rest of their experiences as well as giving them a sense of

.JFcurity and belonging - you will find considerable resistence

té any highe: administrative of legal requirement to the Oppo-.
site effecf.

Firstly, then,‘dur philosophies of education act regula-.
tively to preclude és a matter of pfinciple certain practices.
and require others., But secondly, they act as pervasive concerns
that permeate all our individuél acts. If a teacher'!s philos~

ophy is that children should be treated democratically (the

.open education movement) this will not .only forbi& her adop-

tion of certain practices and redﬁire others but will Eervadek
all the individual interactions she has with students., In addi-

tion, the adoption of such a philosophy may also act suggestively.

- The teacher may create a new classroom:procedure because of her

adoption of a certain philosophy. And not only procedufes but
the verxy aims and purposes of education may be suggested by a
philosophy,.

It should also be pointed out that it is not merely dis-

tincitively educational principles which will have such influ-
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ences; but all of a ferson's basic values. There is nothing
disti;ctively educational about the principles tﬁat we should
not affirm what we know to be false. Yef educafors, like every-
one else, may bé asked or tempted to do such things and here
again, whether and to what exfent.the educatbr‘is a person of
principle will determ?ne:her reaction. In an educétional con-
text, of course, these principles will not be as 1ikcly'to act
spégestivély'as'will distinctively educational ones.

| 'It will help at this point to have one or two éxamples,of
edﬁéational philosophies before us.. For many yéérs and until
fairly recently, Progressi?ism was the dominant educational
philosophy in the United States.> Today, a newer relative of .
Prﬂgréssivism,‘using various forms 6f_the word 'opent! is becom-
.ing highl& popular, Tﬁis Open Educatipn-Movement3 - as we may
call it - has enoﬁgh éimilarity to the older Progressive
} Bducation Movement that it will ‘be worthwhile to point these out
as‘an indicatioﬁ of whicﬁ'elements iﬁ this_countri's educational
philosofhy are most strongly“held tos If it then becomes appar-
ent tﬂat there are conflicts between theSe pérvasive elements.of
educational philosophy in América and the current proposals for
inceﬁtives in education, it will be not only worth noting but
exploriné fﬁrther.

The most universal feature of both progressive and open ed-

ucation is aﬁ emphasis on the interests of fhe child, Today

- this is called a child centered approach, The view is that a

child has a natural curiosity about the world around him and

/
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that he will .learn best if his school expgrieﬁpes build on the
thing; he is already interested ih. This does not mean that
he must be interested directly in all the things schools will
need to teach; but rather, that an interest can at least be
developed perhaps by a relationship discovered bet#een his cur-
rent»intereéts and th§ other material., |

Not qnly is this approach.thoqght.of as child éentered,'it
is also tﬁoughtof as bringing democracy to the classroom, since
students have a voice “in what will be.studied. Both progres-
sive and open educators emﬁhasize the use of field trips and
other similar devices to sfimulate-the child!s curiosity und
bring abéut intereéts in a wide variety of subjept:métters;
Again, the méin feature is the“develbpmént of ‘the learning site
uvation from the child!s already present ﬁésire to learn.

In at least oné impoftant réspect, the offering of incen-
tives in education goes against this strongest §f traditions
in hodern<education. Both Progressiﬁism and the 6pen Education
movement held that the.educational situation should.be an out:
‘growth of the natural inclinatiomns of the Childc "Not only does
one not find that emphasis in the 1iteratﬁre on classroém ine-
centives, it seems that the idea is to offer the child a re-
ward other than the satisfaction of his own curiosity. But
this point will require further examination.

Adopting variéus’philoSOphies of education will produce
different educational practices by having us select different

facts (or weight them differently) as considerations in making
. N
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our decisions, 8% course various versions of our philosophies

can.be more or less well presented and more or less thoroughly -

argued for, Sometimes we may make logical errors, but there

ek

‘are also errors of a subtler sort, For example, if one takes

he ﬁiew that a certain proposition is a‘fact,'fhen he will
give it less careful'scrutinf than if it is straightférwardly
valuative. Now many philosophies of education -~ certainly
rogressive and open education -~ put férth views about the
way children learn, These might be put as; 'cﬁildreh learn

b¥...! and the assertion is in the form of a factual statement.

If I want children to learn I will, it seems, have to adopt

the specified procedures, But obviously children did learn

even under the most traditional of practices., If I qome to
regard this as what it is, viz. a disguised way of saying
something like 'realt! or !genuine! learning; I will be more

likely to ask questions, I may come to wonder why one way to

‘learn is mofe ‘real! than another. -So, whereas I thought that

T had to use certain'practices, I now see that there are altern-
atives - among which I can choose, or a% least demand further
justificétion. '
A second exémpie wiii be dinstructive, "Opening..;réflects
more accurately the process, movement and continual dynamic
growth of child centered - as oﬁposed to teacher centered -
classrooms;"h The philosopher, C. L. Stevenson, spoke of

5

persuasive definitions”- definitions designed not to inform

us about the concepts in question - but by their language to
+ : ) . ‘ /~
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Berﬂuade us to accept them, Hére, in this pfoposed definition
of 'opanng’ (in place of ‘open') we have such tin,?! up-~to=-
date words zns 'process? movemcntl and 'continual dynamlc
growth.?! ¥ho could possibly be op?oséd'to tcontinual dyhamic
growth?! And as for 'child centered! as opposed to *teacher
centered!? classrooms, only the most self centered teacher
wanté to ﬁo the center of attention - and even she wouldn't
admit it as good-theoryo Clearly the;e is more gbing on
here than meets“the‘mind. The open o? opening ciassroom may
be a great’idea - but we'd,all be better off hever having

heard this definition of it.

In the preceeding section I haQe‘béen assuming that at
ieast some people act on £he basis of their principles at
least éomé of the timé. Perhaps it may even be the case that
most people so act at least some of the tlme. To thls way of
deciding {on the basis of ones principles) we may. contrast
-those actiocns done in order to achieve some benefit or object
of desire. I d6 not wish to claim that these two categorieé
exhaust the types of decisions; but only that for purposes of
this paper these are the significant ones to contrast, For
wheﬁ we offer someone an incentive it @ust'be something which
-he wants -— and wants badly enough to put out extra effort for,
In this Qﬁy we can see that mnothing is an incentive in and of
itself, but that almost'anything-could‘act as an incentive =-

could become incentive. If he-does not want it badly enough

wll Toxt Provided by ERIC
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to puf out extra effort, then it has nof actéd as an incentive. 
So 1ncent1ve language belonysjto the language of our
desireés, wants, etc, in contrast to the language of pr1n01- ‘

ple; obligation, duty, and the like, Let it be said immedi-
ately fhat I ha&e nothing against either form of language,

nor against the social practices, institutions aﬁd forms of‘
reasoning'of which they are a part., I merely wish to contrast
them, and remind us if our minds tend to concentréte too much
on one, that the othef exists<aﬁd is alsc important,

’

HISTORICAL AND'PHILPSOPHICAL BASES OF INCENTIVE SYSTEMS

The concept of an incentivé is not new, People have been
.offering and receiving them for a ioné time;‘ But perhaps fhére
is something peculiar-énd interésting in the offering of incen~
tives in eduéational contexts, |

The study of 1earn1ng is- not all that old; and the.appli—
catlon of scientific methods to learning researnh in place of
personal observation is even more recent., . Because it is so
eaé& and relatively uncont?ovérsial to use non—Human‘subjects,
.that'eiement of learning called !conditioning! has been most
thoroughl& studied. Evén‘early on, it was widely believed that
these methods would be relevant to human learning as well.

Now after a bit of controversy and smaller scale testing, it
has be;omg apparent that'esfecially in the classroom of young-

er children, incentives in the form of rewards that children
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can appreéiate do increase learning as measured in standard
test;° A second area where incentives are often discussed,
and to which we shall return later, is that of incentives to
school persomnmnel - incentive pay, performance contracting, etco

So far as the classroom is conéerned, therefore, the
incentive system haé.its historical roots in behaviorism and
concepts iike toperant conditioning! and {behavior modifica=~

6

tion,! Lipe and Jung7 for example clasé incentives with those

theories of motivation which stress external events rather than

internal states, and distinguish a number o6f sub-types. "This
Qiew of learning ... assumes_fhat the failure of a learner to
achievé the instructicnal objectives..° reflects flaws in the
program rather than inadequacy in_thé learner.”’

. Before we g0 on, hovever, we had better'stOp and pick up
what may turn out to be important-philosophical_details.' If a
scientist says he is working with ingentives, I will expect
his use of the word 'incentive! to.be slightly different -
broader or narrowver ~ from what it means in{ordinary usage.

To paraphrase a well known point made by Wittgenstein I might
say - We can give the comcept 'incentive? rigid limits, that
is use the word 'incentive' for a rigidly limited concept, but
we can also use it so that the extension is.not closed by a

- frontier. And this is how we do use fhe word !incentive.!

How is it bounded? Can you give the boundary? No. You can
draw one; for none has so far been drawn. To repeat, we can

draw a boundary for a special purpose. Does it take that to
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! make the ccricept usable? Not at all. - except for that spe~

L cial purposc,
| The scientist has a spécial purpose - scientific inVesti-
gation ~ for which a ﬁoundary must be drawn., The oply diffi-
‘\Fulty he is likely to encounter is ‘translating lhis findings
%ack into ordinary 1§nguage. The extension of his concept
Yill not 5e exactly}the same as the ordinary one. And how
Lill he tell us what he has discovered? W¥ell, perhaps by
ﬁeaching us his_boundafies S0 ﬁe know how he is using the word.
ﬁveryone can get confuséd, however, and many times fofmérs of
“boundaries have used a word in its nérmal sense ahd in its
speciall purpose sense interchangably. If this occurs in an’
argument, the argument wi;l necessarily be invalid. And sd-
we must all be careful;l For psychologists, educators and
myself I'd like to say some things about the way the concept
of 'an incentive! functions.,
| 'Tncentive! in its most typical cases involvés the offer~
ing of things like rewards. "A punishment for non-compliance
or failure' to meet a goal may.motivate éomebne ?o try harder
but it is not an incentive. In fact it is propé; to say that
the word '!'incentive! is used preciself tp mark off these posi-
.tive inducements from negative ones. Thé threat of punishment
or financial loss may act as a deterrant - fortunately not as
an incentive,
Generally speaking an incentive is'something offored in
an attempt to get us to do something; or to do it in\gﬂmanncr

IToxt Provided by ERI
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or to a degrece that we might not have otherwise. To offer an
inceﬁtivc to do X, X must 'be something that I might not have
done’ofhcrwise; and, it is probably something that I woulq not
do otherwisec. But we must examinc the sense of 'would not do
otherwiseo'_ I would not have done X3 but only because it was
too hard; too time‘cqnsuming, or generally 'not‘worth it.! The
incentive makes it !'worth it.! If someone offers me money to
do something which is against my principles, this too is some-
thiﬁg-I would not do otherwise - and should 1ot do anyhowe. He
is offering me a bribe, not an incentive, The lesson here 1is
that %o be an incentive fo? doing X, X must be something the
doing of which T élready am able to.approve. We shall return
- to theée points later,

B It is time to look at the concepf of 'incentive! as

it occurs in psychologye. Throughout the literature it is
given a number of guite loose boundaries. Witryal remarks
that the terms 'reinforce!, ‘reward! and_'incenﬁi%e' are com-

9

monly used interchangably.” He goes on, however, to point out
ways in which they are coming to be distinguished in the experi-
mental literature, Starting with the concept of a reinforcer,
rewards &qf as reinforcers to increase the probability of the
response.occurring again and also can increase its strength.

The concept of.an incentive is a construct from this, It

has to do with anticipat%ng the reward. Whereas rewards sim-

ply reinforce S=R habits or amplify stimuli, incentives pro-

duce learning of a second kind based on this standard S-R

-
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conditioning. The same basic definitions @re used by Logan’

and_Wagncr1o wherce they point out that choice performance is

based on incentive learning as well ag habit. When two stim-

ulus-response-rewaxrd patterns are equally expected; the one

4

“that is chosen indicates the incentiVe value of the réward,

t -
1 This concept is similar to the ordinaxy one in its
requiremcnf that an incentive not just be a reward but an
lnficipated feward. It also allows for there being larger’

\

énd smaller incentives. But it is also necessarily different.
I% is linked by definitions tq the basic conéeptions of behav-
ioristic psychology which so‘far at ieast have.not to any
appreciable extent gotten into our ordinary modes of speech,
Thus, there are implicative relations in this concept nqt
found in the ordinary one. Most importantly, the incentive

pattern of learning is regarded by behavioristic psychology

(especially in combination with drives)11 as the most imporw-

‘tant modec of learning. In ordinary language, to be condi--

tioned and to be educated are two quite ilifferent kinds of.

-things. This is not to say that ordinary language cannot con-

tain mistakes as part of its strgcture - nor is this to be
construed as opposition to behaviorism., I merely wish to
roint out differences and take a wait and see attitude on the
evidence., But we must not allow the discussion to be too
directly translated from scientific language to ordinary lang-
uage in view of these somewhat differcnt meanings.

In what follows I wish to offer a few loosoly connected
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comments that will improve even further our ability to see
the relations between the ordinary conception of an ’incentive'

and those usages appearing in the current literature. The

Though principles are not incentives to act in a spe-

ified manner, it is necessarily true that an incentive is

%oncopt of 'bribe! will-be the key.
|

¢

lot what is offered for doing someth¢nb contrary to our prin-
leles. A bribe is. Suppose tincentive pay’ is offered to a
tgacher for reaching a certain goal with her class. It might
s;em %hat'this money simply is an incentive - that any reward
offeréd is an incentive apart from aﬁy point of view - that
it is something objectively there - the money. But to break
us of this impression, we might make up the following: !One
mants imcenti?e is another man's bribe,!

Consider the following: Smith offers.Jones money to help
insure he will accompliéh a‘certain task which he.does not
believe causes ©ffense to Jone'ls pfinciples.. Smith says, 'I
am offering Joﬁes an’incenti§e.‘ Jones! principles are
offended, hew@&er, and he says either
(1) "smith thinks he is offering me an incen-

tive." (If he believes Smith does not

know of the violation of his principles) ors
(2) "smith is offering me a bribe." (If he

believes Smith does know of the violatiﬁn).

The above istuation can occur fairly frequently wheﬁ the

Smiths and Jonesecs are not at all known to one another, If a

Y

BT
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i \&grgc organization offers some grqup of people an incentive

é;hperform X, it should be aware that this may be looked on
as a bribe by at least some of the group, If the group has
common principles that help kind it together it is even pos=~
sible that the proposed iﬁcentive will violate the principle
6f the group as a whqle in which case the centire group will
respond antagonistically -~ having Béen offered what they see
as a probable bribe. There will probably never be a question
aboﬁt‘an incentive offered té raise the reading or math abil-
ity of sfudgnts being considered a bribe, since everyone is.
in favor of these éoals. Yet if educators are offered incen-
tives to change the size, distribution or personnel of theixr
schools by government agencies, such a problem could conceive
ably arise, |

Perhaps the bigéeét'problem facing those who wish to
study incentive systems for eduqation is the quite wide var-
iety of things which get referred to as incenfive; in the
current literature, James S, Coleman is one of the more im-
portant of the current writers and yet the concept Qf an in-
centive is far from clear in his influential paper "New In-
centives in American Education."12

We can note that in evef&day affairs the word ‘incentive!
comes up rather rarely. Where incentive pay is paft of a
contract, its use is more common; but the general offering

and receiving of incentives is quite rare. Compare this

fact to the following: "Evory organization can be described
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g as a system of incentives for its members,"(p. 72) And we
%havevseen that people change their behavior or even change
their lifestyles (at least on occasion) by adopting new
#rinciples-or by having a new 'philosophy! about the fhings
in question. Compare this to: ".,. oxly by such modification
ZEf the existing structure of incentive§7 will individuals
ge led to change their current distribution of time and en-
ﬁrgfa"(p. 72) Coleman seems to regard this as axiematic
s@nce.no defense whatever is given. This indicates that some-~
héw in his use of tincentive! must be included all the sundry
things that we normally think will_léad a person to change.
We also learn that no matter what the educational situation,
"Incentives cannot be kept dut.“- And this of course is be-
cause they are ubiquitious in every organization. Incentives
are already operating on students, teachers and administrators
and we must-merely see whether these or some néw incentives
‘would be more useful. -
Since the paper . -begins with no definition of incentive =~
0 warning fhat "by incentive I mean ..."; wé must try to
discover from quotes like those above exactly what Coleman does
have in mind. (Descartes no doubt made exagerated claims for
the efficacy of clear and distinct ides; but that they ére
quite helpful we should not forget).

Coleman distinguishes artificial from natural incentives.

(p. 73) The natural ones "impel learning in everyday contexts."

O ools in general lack these(p. 73) and to make up for it
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they "introduce extensive rewards and punishments" - artificial
: incentives.. But what are the natural incentive structures

for lecarning of everyday life? - “action, feedﬁaék, modified
Lctiono"(p- 73) The world provides us with contingent re-=
'fponscs, and these.impcl learning. ' We shall take no issue
bith the naturalngss‘of the way in which the world teaches

?s -~ but I am curious as to what this has to do with inceﬁ-
.%ives. I can see what.the se-called artifical ones have to

éo with incentives since at least they can be rewards and ére
'offered by someéne (and not mother nature) to someone (and

not everyoné). This at least is in fhe same conceptual ball
rark,

| From the above we.can conclude several things., Firstly,
we can conclude that everything which influences a child for
or against a certain action is an incentive and part of the
incentive system, Secondly, we can see our atéention drawn
from the éuestion of whether we shonld introduce incentives '
into education, Our'réal chéice is: natural or artificial.

But let us.get to’Coleman's-point.' He is against of-

fering any artificial incentives (in his sense) and thus
against offering incentives (in the ordinary sense) altg-
gether, This is logically true since the class of Coleman's
artifiqial'incentives includes the class of ordinary incentives,
At the end of the paper he comes close to saying this outright
when he claims that there are two ways to introduce now in-

centives. The one he indicates opposition to is what is
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lordinarily meant by an incentive system.,(p. 88,89) What
i

| . L . . .

he wanis is to introduce his "matural incentives" as the new
incentives in American education ~ "incentives that are closer

40 the natural incentives for learning."(p. 74) /S/uch events

|
ads debrmtes and simulation games ..+ introduce a natural and

|
intrinsic structure of incentives for learninge...." Field trips
: 1

i ,
a%d newspaper articles shquld also be used.(p. 74)

\ The above sounds very much like support for either pro-
gfessive orxr bpcn‘classrooms, and in fact Coleman does con-
tfast ‘his approach to teacher directed classrooms.(p. 83)

The newest idea is that instead of héving their incentives
come from higher ups, that teachers and administrators should
have isicentives coming from the choiCe-by their customers in
a free market situation. (p. 88,89)

In this way Coleman can be part of two of the most up
to date educational notions; vize. open educatién and the use
of incentives. These were lines of thought which we had orig-
inally seen as in opp051tion; By changing radically enough
the meaning of tincentive}] they can be made to seem com-
patible,

Therg-is a second probiem related tb the tendency to
refer +to things as incentives which really are not., This
second aspect is that regardless of what these things are
called, they must at least be alike one another in important
enough ways that it make; sense to lump them together for
purposes of resecarch or discussion. To éall.any indi%idual
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i thing an inéentive.arrangement when it is not will lead tc

one- kind of confusion; to call two significantly different
- things the same thing (incentive system or whatever) will
lead to another,

Performance cﬁntracting, for example, though nearly
}always discussed as %n incentive system is realiy not =-
%r at least not necessarily, ~Part of this tendency to think
of performance contracting along with incentive systems is

that those contracts o6ften employ incentive devices in their

work with the students.s But this does not mean that the

- contract to pay only upon successful completion of a program

to raise reading or math levels is an incentive device, It
probably would be for a single individual with no other source
of income, It probabl& would not be to an established com-
Pany whose salaried employees may carry out the contract.

For such a company -~ not in financial trouble -~ the perfor-
mance contfaét is 'business as usuall!s If a salafied employce
did enter the'clasérbom under a performance contract, his
incentives == if they are incentives ~- have to do with his
keeping his job and his standing among fellow workers., His
paycheck 7L though not the company'!s -~ will come anyway.,

At any rate there is something unusual 'in saying that the
local bakery fegards my five dollars as an incentive to bake
that cake I ordered, It.is hard to imagine‘even the owner
forging ahead with his task —~- my five dollars driving him on,

Of course he wants to make money and of course he would not
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. be in business long if he did not fill his ofders;’but that
does not mean that the payment for each agreed to task is an
incentive to complete that task., Yet this would be the only
reaéon for discussing performance contrgcting,.as such, along
with incentives. A large amount of money offered directly

to the pcrsén who will do the work would ~- othér things.
being equal -- act as an incentive; but a normal amount is,
again, juét business as usual, Put another way, incentives
are added benefits; ﬁdt the normral. ones. If they Were,'then
every‘paycheck is an incentive to do the job ~« but incentive
pay is something different.

The concept of an 'incentive?! is also related to the
conCebt of an 'indﬁccment‘. We mighf say that generally an
inducement is a reward offered prior to some .performance
while an incentive is a rewvard dffered subsequent to and
contingent upon s;me performance. In ordinary life these
are often combined as if we believed that their cémbination
is more effective in securing the desired performanbe than
either alone., "“I!'ll givé you X now,. and Y when the job is
done," Adding the element of inducement may make the in-
centi&e more operative since it helbs remové any doubt about
the sincerity of the offerring.

From the point of view of ordinary life one may well
wonder why contemporarxry gducators should!concenfrate exclu~
- sively on incentivés for changing behavior, Ordinarily

we offer inducements almost as often as incentives to get
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things done,, 0f course incentiveé tie in wi£h the~work of
expefimenfal psychologists on stimulus-rcsponseufeward sit-
uations., And how doces onc experiment on lower animals by
offering inducements? To a person we cgn-explain what we
want énd that this reward will be taken back, ﬁevcr offered
again, etco if he dogs not actually do what the inducement
was for., ‘An indﬁ;ement ié'not simply a gift - though it
would seeﬁ so to é lower animal, It is something which one
may accept or noit. Adceptance of the inducement implies a
promisc to perform the specified préject in the specified .
mannér° 'HOWever, rejection of the inducement does not nec-
essarily imply refusal to perform. The person may believe
that the action is 'doing his job? 6r;fequired by his prin-
ciples =~ for which he feels uncomfortable accepting any
reward before or affef. I keep.returniné to this point:

people do some things for reward and some things as a matter

of principles And this is where a pérson’s.philoéophy connects
with our discussion of incentives as well as inducements.

One objection I foresee to the above is'a behavioristic
contention fhat doing things for reward and doing things on
principlé-arelnot really different things -~ that there are
rewards for actiné on principle, though of a different sort.

I will not quarrel with the bahaviorist on that point (though
‘thére are a number of ways one might), so long as he will‘

‘allow me to underline 'of a different sortt.

When we offer incentives we can control situations which
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we might not be able to otherwise, and this among othexr fac-

; tors leads its to cuvncentrate our attention almost exclusive-
ly on this :oxrt. Yet there are other things properly called

incentives .hich have some things in common with these -~=

}along with some differences.

For example a certain possible reward might act as an

5

!
l
g .
incentive for certain conduct without that possible reward

%ver actually having been offered. It need oﬁly be highly

1}

%robably that the reward.will be received for it to act as
én incentivé on a person'!s conduct, That a person with whom
oﬁe is dealing is known to be generous if pleased can act as
an incentive to try to please him even though that person

has not actually offered anything. We might speak of this

sort of thing as a naturally occurring incentive were it not

. for the fact that soéial convention as well as personai idio=-
| syncracy are involved. Not everyorne is generous when pleased
~and not all relations follow the 'tipping the waiter! medel.
Furthgrmore, there may be some sort of inability to, or rule
against being generous even if one wants to be, . Despite
these uncertainties, if the reward is probable enough to ‘make
the added.effort worthwhile, we can.say that it acted as an
‘incentive.‘
”This.sort of incentive may not scem important for policy,
but something closely related ise It may not bé nmerely pro-
- bable bﬁt quite certain that if X accomplish something which

takes spccial_effort or ability, I will receive the praise of
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a group -~ friends, professional colleaguesy; etc, == that‘I
woﬁl& very much like to havé. The belief that this praise
will be forthecoming acé;as an incentive to put forth the
extra effort. And related to this, though not specifically é
case of incentives, is the situation where the doing or
achieving of a cerﬁain thing would bring disapproval from the
same sort of group. The relation to policy is that such 
conditions can often be manipulated, We can ﬁot only offer
incentives, Ve.can also work to étrengthen those élread& pre-
sent social and personal rewards which may act és incentives
as well as attempt to weakén those pressures which inhibit
the desired conduct.

There is another class of cases which are simiiar enough
to standard cases of incentives that they too may -- harm-
lessly == be“called incentives., Suppose there is something
which I do not want to do but which I must or ought to do.

I co%%d suffer the consequences of ﬁutting it qffl» On the
other hand I could play a little trick on myself and offexr
myselflaﬁ_incentive Tor doing the;task in question. Suppose
there is something which I very much enjoy doing. I can
'make an agreement with mysclf that i will allow myself to do
this onl& if T complete (at lecast a portion of) the task
which I would rather not do, I might describe this by saying
that I have offered myself an incentive -=- and though this

is surely an 'off color! use of the wdrd'incentive,.it is

quite harmless,
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induce and inducement, not to mention incite, are not always

Relations between concepts such as motive and motivatey

vhat we might expect. Though piils may induce slecp.they are
not .inducements. And, unless one is speaking older styles
of English, inducemnts and incentives do not incite us to
action == ;rc not ingiting. We ’incife to riot! for example
nqt'by offering rewards of any sort but by oratory. And every-
thing which motivates someone need not Le a motive, A killer '
may have acted becaﬁsé df the monetary inégntive offered by
a third partve. However, it is this third party and not the
actual killer who has the motive (whatever it may be). All.of
these things we know perféctly well as we go along speaking
- our lénguage, and yet are easily forgotten when we begin to
reflect upon it all,
| Despite 21l the above it is not always necessarv that
language be used correctly, If an officer of the law insist-
ed he was scarching for a ki}ler's incentive, we ﬁight simply |
. say that.we know what he means and leave it at that., There
are also cases where a word is used facetiously, dr'in
~quotation marks, The only neccessity is that we not confuse
ourselves.or one another. No greaf harm is ordinally done
by grammatical mistakese. Furthermore, there are borderline
cases where there may be no coxrrect way of speaking. Is a
fetus a !'person! or 'human being! and thus cove;ed by ouxr
pfincip;e against killing? The rules used in ordinary lan-
" guage do not give us an answere. We:may draw a boundary which
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includes or.cxéludcs_them, since there are similarities and
x\dissimilarities, but the most intellectually honest approach

would be to revert to the term ?!fetus'!, Similarly, if 'incen-

tive! is simply a short hand way of referring to a tym of

situation, clearly we could use a d;scription of that type

in place of the word:'tincentivet!, And so in bofdérline

cases: since we have no short hand way of referring to it,

we can revert to a description.

Furthermore,.incéntives are not the sorts of things which
by themselves change our attitudes or beliefs. Notice: "We{ll
offer them an incentive to believe tﬁat the earth is flat,"
"This incentive will make them believe that lying is OK." We
can perhaps offer a big enough incentive to get an ordinarily
truthful person to lie; but that is not relevant to hisl_a_‘t_g:'h-
tude toward lying., To change that,_éome ideological change
would have to take place; he would have to see some reason
(in the sense of justification) to change his attitude., And
this is‘another way of seeing'the relationship between incen-
tives, philosophies, prin;ipleé, etc.

We have scen that there are men and women of principle
‘= those who make their decisions in.the light of their prin-
ciples, I have also said that a pfinciple is not an incentive
lto act in a certain ﬁay. Appealing to comeconel!s idecological

commitments or principles is actually an alternative to offer-

ing incentives as a way to modify their actions. If a teacher

is not putting forward full effort, not preparing properly,
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2 etce we coan of course offer an incenti&e to do so. But we
! .
5 can also appeal to her presumed belief inthe value of educa-
" tion for her pupils, to the po;sibly harmful consequences of

itheir not learning what they are supposed to. If this latter

appeal is successful, the former is' largely unnccessary.

We pointed out carlier that the incentive system scems to
)

onflict with one of our most strongly held contemporary prin-

Bt R

ciples - viz, that education should develop from a child'!s

natural curiosity or interest in knowledge, Clearly the class-

& . .
room incentive system does connect in some way with the inter-

ests and inclinations of the child. It offers rewards.for

achievement which would not even be rewards if the child did

not want them. But the childs' interest in thesc rewards -

whether they be money, goqd grades, or something even more
‘Mhirectly stimulating —‘is used to get him interested in some-
thing elsc he is presumed 223 to be iﬁterested_in, or nqt to
the proper degree. Strictly speaking, it is not even required
that he'develop an interest gn this other thing -~ learning.,
‘All he ﬁecds to do ié perform to the specified level.

Now it might be objected that there really is no differ-

ence between getting someone interesied in learning a body
of material by offering him a reward, and getting him inter-~
ested by developing a'relationship between that material and
material he is interested-in. ‘In both cases he is interost-

ed in the other thing only because of its relation to some=-

thing else, But this will not do, Tﬁcre arc two diffcrences.
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E The relation_ botween the rew?rd and the material to be lecarn-
?ed is patently artificial -~ completely the creation of a
teécher -~ whercas the relation between two subject matters
if it exists at all, can be seen not to be simply anyone's
¢reation. The field of interest in’ entirely within the realm

1

éf intellectual and practical curiosity. Secondly, the student
|

qever does really take an interest in the material any more than
%s necessary to pass whafever test the reward is contingent upon,
I% may be and often is$ forgotten.the next minute «- as.when

one leaves an exam for which one has 'crammed,! But the
material learned as a necessary outcome of ones genuine in-
terests does appear to be retainea ~~ is genuinely learned,

The same problem only partially arises on the level of
incentives to teachers, administrators or administrative agen-
cies. Both progressivc and open education do assume that
teachers have a strong interest not only in théir students,
but in learning in general, _In this respect they.self admit-
tedly expect almost superhuman motivation on the part of
teachers. But since ¢uriosity and natural inclination are not
assumed to be operating on them, one can offer them incentives
to carry qut their tasks, as a réplacement for or supplement
to their motivations to be educators.

As we have seen in the examination the concept of an in-
centive, this problem is inherent. TFor even if dedicated

teachers are given incentive pay and do arousc the natural curi-

osity of their studénts, only reinforcing this with rewards,

/
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there is still the tendecncy to substitute interest in the

incentive foxr the ofiginal. Suppose as a student I am inter-
ested in the internal combustion engine, I want to learn how
it works, etc. Next suppose a teacher offers me a small réw&rﬂ
for doing well on a quiz about these engines, If it is too
small it wiil not increase my interest; and if it is large
enough to increase my interest it will be because I am now
intefestcd in the reward more than in the knowledge. I will

as an wxpression of tHis, tailor my studying to the sorﬁ of
quiz I expect to receive and not to satisfying whatever curi-
osity I may.have haﬂ..

I do not sce.how we can avoid putting this problem to
experimental test. - Do incentivés cffered directly to human
beingé tend to replace any previous motivation or inclination
they may have had? If so, won'!'t the net effect be to produce
students whoée supposed natural curiosity and desire to learn
is deliberately overriden and destro&ed; as well ;s teachers
and administrators who will be similarly affected. The ehtire
principal of conditioning supports this. People will do what
they are rewarded for doing. If they are not réwarded for
‘having an.interest in learning (students), or for the extent
to which'they develop interest in learning (teachers, etc.),
then this is not what they will seek. ITf thpy are rewarded
for succeeding on even the best of tests, then this and not a
‘broad interest and curiosity is what they will get. The sys-

tem of conditioning is meant in this respect to be foolproof
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and I for one believe it probably is.

The final result.of the questions raised as +o the over-
all value of incentives in education will depend on weighing
the results of empirical studies mentioned here and prdpos;dﬁ
at the conclﬁsion of this paper,

Incentives seem to have two obvious points in their favor:

;1. They produce immediately obvious results which
can be used to justify expenditures; and

" 2. II propdérly set up, they work regardless of
who administers thém. Other methods of mo-
tivating leafning in students seem more dé-
pendent on the personality and techniques of
the teacher. Some tecachers are so personally
attractive #o their students that these stu-
dents would learn even under what would
otherwise be the most unpopular of classroom
fechniques.

The use of incentives and their 3ustification will of
course vary with the target population. We feel comfortable
offering children incentives to learn because the self disci=-
pline which many learning activities involve is a érait they -
are not yet expected to have acquired. We feel less comfort-
ablq even angry,’if we have to offer incentives to adults to
do a job they are suppos?d to do, or to put forward their best
efforts, Incentives may often be necessaryv; but they are

rarcly desirable,
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b There is a sccond way in which the use of incentives

{ needs to be justified. Not every incentive that has been offer-
ed, earned and recceived has acted as an incentive! It acted

ias an incentive only if it was a main reason why the ferson
1did what he did. And since incentive offerings usually in-
%olve added expense, it is important to be sure that incen-
Fives that are given have been effective, For purposes of
Bustification it must be probable that the performance would
not have taken place had there been no incentive; or that

fhe performance be so important that any expenditure is Jjust-

ified in order to take it certain.

THE PROBLEM OF JUSTIFICATION

It is in light of.the preceeding issues concerning the
long term consequences of incentive systems and of their poé-
sible conflict with traditional cducational philosophy that
vwe now turn more directly to the question of justifying the
use of incentives as.an educational policy, Let us grant that
a person's philosophy has some bearing on this problem and
first examine the traditional view of this relation,

Textbooks in the philosophy of education nearly always
assume that the views the great philosophers have held on
metaphysics or epistemology will have educational implica-
tions - that a student could build a philosophy of education

for himself by studying what these great philosophers have
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had to say.- The s%udent is also told that his philosophy of
education is important because decisions about the aims and
content of education are based in part on a philosophy of
education, Until recently such generalities wcfo about tﬁe.
only information we could get. on the influence of philosophy
on educatioﬁal decisione

Glasman and Sell13 refer to this study a“s"neg}ectcd'o As
recently as 1973, Thomas1u observed that schools h&ve not been
much studied by organizational theorists at all - much less in
their ideological components. Part of this, Thémas claims, is
due to the fact that schools do not fit a Weberian rational-
legal model - are not bureaucracies designed as rational models
for production oriented organizations.. (ps 91ff) A second
factor‘would be the multiplicity of organized groups one woula
have to include, Thére are one room rural schools and large
urban ones; there are small colleges and large universities;
there are school administrations, local school bodrds, stafe
boards, federal agencies and.others. It is wvery likely
that.researchers will find not only that philosophies of edu-
cation or ideologies vary, but that the extent and manner of
their influence will vary with the level and type of adminis-
tration étudies;

Glasman aiid Sell have continued the traditional approach;
i.e., that philosophies imply views about the conduct of educa-
tion, in their "systematic examination of philosophical influ-
ences on administrative decision making in educqtion.(Po 145)
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But, whereas traditional philosopby of edwucation spoke of
; philosophical views in the strict sense, implving conse-
quences for education, Glusman and Sell speak of philosophy

reneratings dircctly educational goals and objectives; and of

deologics evolving Trom philosophibso The basic model is:
%hilOSOphy - genoratind.idcology - generating goals and
6bjectivcs - generating policy, Now the similarity to the
ﬁraditional analysis is that philosopﬁy in the sense of meta-
ﬁhysical and_epistcmoiogical views is considered as the prime
mover from which educational policics gé} their start. It
would have been'helpful to have had examples of this policy
formation model. One question would be whether people actu=~
ally develop their philosophies of education {or educational
ideologiecs) from philosophy propers

'Interestingly enough, they would probably be making a
logical mistake even if they did. Sidney Hook, D, C. Phillips
and others have raised important issues concerning the logical
relations that can exist between a specifically philosophical

view and an cducational one,,,15 Glasman and Selk talk of phi-

losophies generating ideologies, meaning educational ideas and

values., (Note 11 Pe 162) The traditional view in philosophy
" of education asks what some particuldr philosophy = say. i
Materialism or Existentialism - imnlieé for education.16
Both Hook ﬁnd Phillips reply immediately - nothing!
Phillips discusses various senses of 'imply! to show that the
vgrious philosophical t'isms?! do not imply anvthing for educa-
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:tion. The peoint is that the general statement of a philoso-
iphicgl tism' says nothing about education and if there is to
be a conclusion to a valid argument centaining a reference to
&ducation, there must be at least one other premise cohnccting
?hc tism! with education. (p. 9) Further, the connecting
éromises(s) will contfain either explicit or implicit values,
i

since they have to be practical principles linking theory to
pl;ractice0 (p. 13) Even philosophical theories of value will
not do, since what is ‘required in these fremises are the values
tﬁemselves -~ not theories about them. Taken by itself then, a
person can hold any philosophical tism! he wishes and never'
need worry about a conflict between this and wvhatever views he
holds on the aims or practices of education.17

If the traditional: view of the justification of the aims
and practices of education-is incorrect, just what are the
issues in_thé justification of the offering-of.educational
incentives? ‘

The justification of incentive offerings of any sort is
tied to the justification of ;ny educational, or for that mat-
ter, social policy. We have pointed out the current discussions
showing thaf we cannot look to an educator!s philosophy ~-
whether this be understood as a view about metaphysics, épis-
temology, etc.bof as one of the various tisms?! -- for Jjusti-
fication, fet the question of the justificafion of an ed-

ucational policy is an important one ‘=~ too important and

too complicated to be resolved in a short space, Still, we
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must at lcast see what the basic issues arece.

.

We are involved here in questions of values, and these
are held by many to be subjective ~= by which T suppose is
meant not just that each of us hold certain values to be
truec; but that they cannot bLe genuihelx.true or false, My
vilues will be true @o me and yours will be true to you, but
neither of us is more correct than the other. in this they
arc usualiy classed opposite factual judgments whiéh are said
to be capable of being gehuinely.true_or falses If I believe
the carth to be flat, I am wrong and that is an end to it,
And this is relatéd to Jjustification in that for the asscr-
tion that the earth is flat to be known to be false, there
will be some wvalid arguement with true premises whose conclu-
sion is that the eurth is not flat. (Wé aré‘assuming that
no simple observation will suffice.) The difference t?en
is supposed to be that factual utterances can have satis-
facfory jﬁstificatory arguements; or put another'ﬁay, that
conclusively good reasons could be given for their truth or
falsity; whereas with value judgements it is commonly believed
that ne conclusively good reasons can be given for accep=~
t;ng one rather than another, Thus no individual need ac-
cept someone elsels-evaluations if he does not wish to,.

This'subjective theory of wvalues is so commonly held by
social scientists that "?hat's a value judgment" is the
coffin-nail to further discussion. It may seem a bit fool-

ish not to agree, but current philosophical thinking is
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divided on tﬁe issue.?8 (And theory of value =~ Axiology -~
\ié a branch of philosophy.) One thing that can be said is
that both the public at large and the social scientists who
hold to the subjecfive theory do so for reasons wﬁich all the
philosophical combatants would regard as imcorrect. There-
fore if thebissue is an important one, an update in the
thinking of prdfessional policy makers is céiied fore

What is important about whether the subjective view is
correct or not? If if is true, then whenewver anyone tries to
convince us that their particular policy suggestions are
better than others, we should simply not bother listening
further, Whatever he says is only propaganda, There is no
such thing as being reasonable about onel!s values. Public
discussion of educational policy should probably be avoid-
ed. = To be convinced by good reasons is one thing -~ but there
can be none here (and no bad ones either), so why risk being

- idnfluenced at all, Poiiéy makers may make any deéision they
wish and cannot be faulted on any grounds of rationalitye.

On the other hand if the subjective theory is wrong it
follows that in at least some éases, it will be possible to
‘Justify an educational policy in such a way that it will be
demonstratably correct. If rationality can plgy a part in
policy decisions, then it will be to the benefit of all of us
for policy makers to tr}oto meect any cannoné of reason that

may be discoverable,
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PROPOSALS

- 1s. . Given the variation in the sorts of things that count

as incentives for various current writers, one of the first
requisites to meaningful dialcgue on these matters is the
development of a common linguistic base, Yet there is already
{ .

a common base in our ordinary ways of speaking. For this
\ ) [t
feason it is suggested that ‘the use of the word !incentive!?
\ . . B

among professionals be restiicted to that ordinar use,

This will not bnly aid communication amongsf investigators

"and practitioners, but will also facilitate communication -

with the public at large ~- to whom in the long run education-
al proposals will probably have to be at least explained if
not Jjustified.

Some educators will want to Support the use of motiva-
tion techniques which are similar to, but do not exactly

fall under the ordinary meaning of 'incentivef!, For them,

it would be helpful if they ﬁoﬁld uée such phraées as !'quasi=-

_incentive!, !incentivators!, and the like., These need def-

¥
inition since there is no established usage for them, and

the writer's provision of that definition will distinguish

‘his views from whatever view may be held about standard case

incentives.

2. It is cdmparatiycly easy to test the short range re-
sults of incentive offerings -~ but. before commitment becomes
tco complcte,.considcration should be given to the long range

consequences, espccially as to the possible tendency to change
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people!s motivations towards ones of personal benefit and away
from'principles, obligations, etc, Students have long noted
their tendency to become purecly grade conscious, even when‘
they had previously been interested in learning for its own
" sake, Experiments.;an be undertaken to determine if this is
ISO. In the light of'our éducational values, we may then want
to reassesé the incentive system,
3. It might perhaps be worthwvhile investigating the relative
nerits of inducéments‘versus incehtivés. I am not aware of
any advaﬁtage of the one or the other so far as the issues
raiéed in this paper; but it does seem to ﬁe that inducements
mighf turn out to be as important as ihcentives are now thought
to be so far as stimulating educational performance is con-.
cerned. But this requires'experimental work -- as does the-
question of how incentives and inducements‘may combine,
L, One aspect of.the offering of incentives to motivate peo=-
ple to act in certain ways should be given carcfui empir-
ical study. It seems at 1éast possible that the desired
behavior will not be continued if the incentive is not’
continued; i;e., that the motivation created by incen-
tives may not be pormanent. Consider the child that is
alréady motivated in the direction of learning. If all
fhe stuéents were motivated, there would be n§ nced to of-
for incentives to learn. So, we offer incentives, and
the other children begin to act in the same manner as the

motivated child, and progress well in their abilities,.
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¥What will happen if we subsequently remove the reward, don't
offef that kind of incentive any longer? ' The motivated child
might continue roughly as before, and some others will have
discovercd 'the joyé of lecarning! and are now also motivated-
in that direction. But the majority have learned what tﬁey
have and made the efforts they have bocause. of the incentives

offered, If we want to change their attitude toward learning,
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it would scem wé will have to find some other way to do it.
5. 'Thoée poinfs madé in the bod& of’the paper about the im=-
portance of discussions on the jﬁstification not only of ine
centives in education, but'of policy generally need not be
repeated here. The first step in this might profitably be a
review of the current status of philosophical thought --
though directed towafd reasoning as it occurs in justifica-

tions of educational policy,
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FOOTNOTES

The mames most closcly associated with this movemént are

ludwig Wittgenstein and J, L, Austin, though many more
desexrve mention,

Onn this point seec Lawrence A, Cremin The Transformation

of the School New York: A, Knopf, 1908, p. 13,

For purposes of 'this paper the following werec helpful:
Interview with Vincent R. Rogers "Making the Case Tor
Open Education® in Teacher Vol. 90 No. 8 (April, 1973),
and Charles H., Rathbone "The Open Classroom: Underlying
Premises The Urban Review Vols 5 No. 1 (September, 1971)
Pe 8.

.

Rogzer Bybee "Opening Your Classroom" Teacher Vol, 90
No. 7 (March, 1973) p. 30.

C. L. Stevenson Facts and Values New Haven: Yale, 1963,

Traditional textbooks in vhilosophy of education which
start with metaphysical conceptions and their supposed
implications for education would claim that the incen-
tive system in its relation to Behaviorism is an educa-
tional theory baseéd in Materialism, A very similar
point is made by Allen Harrison, Jr. and Eldon G. Scriver

in "Educational Controversy: A Gloomy Prediction™

Coniempoerarv Education Vol. 44 No., 2 (Vovembcr, 1972)
Pe 116, The gloom is gencrated by the fact that the
materialist philosophy of education will probably win
out over humanism, '

Dewey Lipé and Steven Jung "Manipulating Incentives to
Enhance School Learning) Revicw of Educational Research.
Vol. 41, no. 4., October 1971. pp. 249-2850,

Philosophical Investifations para.'s 68, 69,

Sam L, Witryal "Incentives and Learning in Children" in
Hayne W. Rcese (ed ) Advances in Child Development ‘and

Behavior Vol. 6 New York: Academic Press, 1971. Dpe ‘e

F. A, Logan and A. R. Wagner Reward and Punishment Boston,
Allyn and Bacon, 1965, p. 46, See also pe 3.

Roger W. Black "On the Combination of Drive and Incentive
Motivation" Psychological Review Vol. 72 No. 4 (July, 1965)

PPs 310~ 3170
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FOOTNOTES continued
James S, Coleman "New Incentives in American Education"

in James W, Guthrie and Edward Wynne New Models for
Americun Educotion. IEnglewood Cliffs: Prentice-ilall, 1971,

Naftaly S. Glasman and S. Roger Sell, "Values and Facts
in Educational Administrative Decisions" Journal of
Educational Administration., Vol., 10 No, 2 (October, 1972)
Do 17'50 ' '

Donald R, Thomas The Schools Next Time New York: McGraw=-
Hill, 1973, p. 90.

In particular D, ‘C. Phillips Theories Values and Education
(Melbourne: Melbourne University Press, 1971) pp. Tiie

and Sidney Hook "The Scope of Philosophy of Education:
Harvanrd Educational Revicw Vol. 26 (Spring, 1956) pp. 145ff,

Glasman and Sell do not actually employ the concept of
timplication;! but instead use words like !generates!
and t'evolves from! to discuss links between philosophy

. and policy. If these words do not come down to some

sense of 'imply,! we need to be told what is meant by
tevolving! our ideologies from philosophy. Is this a
rational process or is it non-rational?

It should also be noted that several writers have recently
criticized the concept of 'aims! in education. The bhest
known of these criticisms is R. S. Peters Authoritv
Responsibility and Education N. Y.: Atherton, 1967. See
Ch, 7, "Must An Educator Have An Aim?"

Representative examples of subjective views would be, the
writings of C, L. Stevenson and R, M. Hare. In opposition
to this one can mention works by Kurt Baier and Stephen
Toulman, The reader will find that a number of the remarks
made at the conclusion of the immediately preceeding sec- '
tion.of this paper presuppose a view other than the sub-
Jective one,.
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FOOTNOTES continued

I realize that at least one study suggests that my appre-
hensions nerc are unfounded, Haroid i'e Rothe "Output
Rates Among Welders: Productivity and Consistency
Following Removal of Incentives" Journal of Applied
Psvcholo:v Vol., 54 No., 6 pp. 549-551, Rothe found that
there was an immediate and large drop in production follow-
ing removal, but that by a year later the production had
come back to incentive level. In some phases of life such

-a lag back to full productivity may be tolerable so this

may not be an ovjection. DBut the other probiem in the
study was that Rothe was able to identify other incentive
factors working after the drop in incentive pay that pre-
sumably had not heen working before, It is possible that
these and not a natural process resulted in the return to
incentive productive levels,

A similar point to the one in the text has been made, and
other interesting problems raised, in an editorial discus-
sion of incentives in Nations Schools., Vol, 68, No. 5.
November 1970. pp. 51~54,




