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,ON THE SENSE OF EDUCATION: (1)

Do you knov, Carter, that T cm actually \rrite
my name in the dust on the table? 2
Faith,-Mum, that's more than I can do. Sure's
) ) there'e nothing like education after all.
i ’ Punch, Vol. exxii, p. 142, 1902

» In what sense is Carter using 'education"l . Does Carter mean

the acti'_dty directed to the development of the ability to vrite’

- or the process of acquiring the ‘ebllity to write or the acquired

ability of vri.ting?. That is to say, is he referring to teaching,

~ learning, or being learned? The ansver to this question, of course,

is unimportant, but the attempt to answer it has brought to mind.

{ -

the various senses recorded in our dictionaries. "N

Surely then the sense of education is clear. It has three

-

senses and, again in the 1en‘guageiof Punch, "you pays your money and -

”

Z " ) you takes your cho.lc_e."- But choice must be in terms of something

or other. . . p

I submit that while a certhir; disorder in dress may be fetching,

~

in thought and its expression 1t is non-productlve. Logic or order

is a requirement for producthe thinking.* Thinking must be focused

\or be functional, and so must be structured accordingly. To be !1
‘stmcture.d is to heve form ;_pl"content. Logic or order, therefore, |
v o comprises pragmatics Iahx/n:cttona.l aspect), syntactics (formal aspect), “
. : and senantics-(aspect of content). : . ‘ ' j‘
' ' i

{

The choice of a sense of education must be made in tem of



the lbgic of ;hat discourse whlch expresses the thoughts of educe-
tional £xperts.. A parallel would be a sensa of space chosen in
terms of the logic of physics.

‘ ‘But is thgre an exﬁért éiscourse that can be sorteé out from

other discourse about education? .Since I contribute to such dis-

course (2), I take the answer to this quespion to be affirmative.

This answer is neither popular nor easy of acknowledgment (particularly

among academicians not in units designated by 'Education'), for most
take themselves to know vhnt‘they are part bf (most academicians teach

and all persons learn). Subtleties of kinds and degrees of knowing

do not disturd their’smunnnﬁs: e all find ourselves in apace and

know how to move about, but unless we are experts, we do not invagde

the palace of physics.

From an anaI&sis of efpert discourse ‘gabout education emerges a
seﬁ;e of. education that.combinés teaching and learning; Education
“is taken to be a teéching-lcarning process. ' ‘

_Lf education were takep simply as learning, it would encompasé
too much. Learning as a,process or an attainment can otcur .without
tgaehing. e.g. learning by discovery as the glscovery process or the '
dlspovery result, Learning by discovery is one way of characterizing
boéh the process of inquiry and its results. Research and deyelop-
mﬂ;t centers thereby do not hecome inquiry-oriented educatioﬁal
1nst1tut1qné‘ In educational inatitutions, at the very least, inquiry
methoﬁology is taught,‘vhiln in research and deVélopmpnt centeés

{
| . 2
| )
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. ‘ %
mastery of inquiry methodology is as%umed. To be syre, researchers

tive dimension. They could make discoveries about
it is true that we should always learn but not always|be taught,

We should continﬁe to develop cognitive Btructures.’y' not always

N~

under the guidance of another. Education ehould give { to inquiry
to make possible humsn beings' advance into novelty.
Learning, hovéver, musg be taken as studenting in brder to sort
out treining from educaion. Human beings are the learné4rs in
education not’/non-human animais.. One speaks of tr@inin seals not
educat{ng them. Human beings as learners are active not |reactive. !
8 They arg'I's engaged in their own development; they intend to learn ¢
aﬁd so deliberately enauge in learner tasks. They aré students not
mere learners; they are'studenting not merely 1earu1ng.l In train-
1n3/f§559\13«te§’hing. but the learner is reactive not ucti e. The
//,,-”’i;;rner 8 behavior.&o modi fied throuph contingencies. Radigal or
metaphyslcal behaviorism is an adequate ‘approach to training " The
existe ée o} mental states can be denied. l
' ’It is nptvcrgar ;hether 'training’ is ue?d correctly when one .
characﬁer@ges €ﬁ¥ teaching-leafnini process in the very young buman
being. Can pental states be.discounted in the infantf Should bne
ape;k pi toilet-education or of téilet-trainina?. It 1; clear that

' training is not used ocrrectly when it 1is equated to 'skill educa-

/ 3 ' \
\~

\
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comditioning) or training of airplane spotters. This incorrect

-

s e, ' v
usage arises’/from taking.the learning of skills as not.learning to

~

know_and concomitantly linking non-cognitive learning with nonf

intentionality on'the part of the learner, Learning a skill,

'nevertpeless. is coming to know performatively. Athletes c:e/‘

educated not traihed to be gkillful. As contrary as it seens,
athletics is a cognitlve £Jeld'or atudies B . V n'

If the expert sense of education is taken to be the teaching-
studenting process, does one simply reJect education as being
learned? Tb_be learned is to achieve learning pot}gimply to be
involved in the-ta;k of learning. Hovefer, the task of learning .
can ;cc;r evenr though it is not effective, To adh the sense of .
being learned to the teaching-studenting procesa is to add to
education the modifier Teffective'. Lducation therefore 1s the

teaching-studenti;g process, while effective education 1s the

eraching-studenting process in which: learning is achieved not merely

engaged in. To state the matter differently, 'education' is both

a task and an achievement word. As an achievement word, 'education'

l is an elliiptical expression.for 'effective education’.
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ON KNOWLEDGE ABOUT EDUCATION (3) / : L

.;
-~ W

What 1; all knowledge too but recorded experirn;e.
lnd a product of history, of which, therefore, ’

mdq public, To Be made” public is to represent one's ¢

Inaaﬁuch as aigns epreser&, they can be’ \mod to thil end.

'b explicate owledge vhat ‘Bne doe' il to set forth the logi

or order in the sy tema of signs that comprise it. Prgmticn, .

’mti‘ctica, and semantics togefher comstitute logic. A system of

\sl'gn( not only hasia form, it also has function and content.
Turning first{to pragmatics, knowledge functions to describe

t ’ . &
states of affairs +nd- so knowledge of education to. describe

teaching-studenting

affairs can be of gither instances or .unique entities or action,

In terms thus of three sub-functions, quantitative, qualitative,

and performative "viedge of education can be dfltin.guished.

R;reiy do discussions of knowledge of educaltiox.x address eith
qtmlitative or p«rf;mtlve knovledge Qunlitutive matters are .
ta.ken as atrective und performative ones as motor. ‘and so both ar |

expelled from the garden of colm'ltion. , / : l'

Qualitative lmovIedge of education vou:ld be a reprelentation

»

states of affairs. Descriptions of, states of [/




ofieithgr prehgnuion or comprehensiqn or aépreciation of & unique -~
teachiné-studenting state of affairé.‘ An example of qualitative

- .knowvledge of'edﬁcation is found in Studs Lonigan. In this work,
James Farrell does more than to répresent the affect upon him dof the
education of Studs, an Irish-American working-class boy, ih a souch
Chicago parochial school during the/¥h1rt1ea. Rather, he represents
his;configurational grasp and perspicacious judgment of that unique .
teaching-studenting state of affairs.

Performative knowledge of education would be a representation
of an action vhich is a teaching-studenting state of affairs. -All
action is not essentially motor. Swimming ia,.tcaching is not.
Moreover, octiop i8 not passive or reactiveé, Actors take part.
There is deliberat;ness in action, and thus doing is structiired,
given form and content, in terms of an outcome, a fnngtionz Actions
are cognitive. The recording of pe;rormati;; kno;ing of education
has been neglected. Reliance instead has been placed upon vis-a-vis
trans a;ion. Yet there are not enough masters (adequate--knowledge-
able-- rformerJE to fﬂce each apprentice. Also masters are not
immor¥al. Without knowledge (recordedlknoving)./;e begin anew each
generation or so. We remain dwarfs instead of becoming giants by
béing on the shoulders of the past. Consequently, more attempts to
produce performative knowledge of education, as the one at Indiana
Universivsy in the Center for Development of Teacher Education

-

Materials, are necessary.

. 6
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. While qualitative and performggive knowledge of education have
been neglected and ﬁnackhovledged. quantitative knovlédge of edﬁca- P

‘tion has not. The Journal of Educational Reaearch gives eloguent

testimony of attention and acknovledgement.. Yet it is not always

understood tth knowledge consisting of generalizationa.ie quanfita-

tive. To many 'quartitative' pertains to numbers. Still generalizationn

2

.

: /
involve extensione ranges relative to classes. The range of/class

,lre'the inetances having membership in that class. As an example, the

generalization : . , B

Post organizers of materisl facilitate retention of that
material .

]
is quantitative, since its translation'

All post organizers of material are tacilitators of : :
retention of that material

. ;
indicates that vith%n the univerae of a given material all the instances

having membership in the claas of post organizers are plaeed within

the class of tacilitatora of retention. ‘All' isa unive:sal
quantifier. Furthermore, it should be noted that instencea though
individual are not unique. To be -unique is to be one of a kind, and
thereby éo make 'kind' meaningless. Therefore, quantitative knovledge
is of individuals, but thereby is not qualitative. Qualitative ) ’
Knowledge is of individuals in their uniqueness.

Not only have qualitative and a;;egkivu matters been expelled

from the garden of cognition, some quantitative matters have been

sent forth likewise. Praxiologicul and philoaopﬁical matters have

7
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.' been taken as arrective eand so .as non-cognitfve onea demanding
expulsion. Only acﬁgntiric matters have been taken as legitimate ¢

{nhabitants. All kndﬁing th;reby 13 narroved tb scientific knowing.

All knovledge bqumee scientific %novledge.

s

Just as I haVe displaxﬁd the legitimacy p'pgea oft, qualitative ..{“.

-

and pe:gzrnative matters I shall do 8o fof praxiological and ghilﬁ e :.C»

s osophi ones, “With this diuplay, the garden ot cognition qill

y ' , be fully occupied with quelitative‘ performative, ahd quantitative )

.

. matters. And among the guantitative offspring all vill‘ﬁe,prééeﬂt:
philosophical and praxiological as well as scientific.
The scientific offepring of quantitative knowledge of ‘education -

]

is the one most recognized. Indeed The Journal gg_Educaildnal

Research uauaily records scientific knowledge of education.'

Scientificrynovledge about educétioh~consists of true generalizations

and obsprvation; of the teaching-studenting péoc;;s. The general-‘

izations describe the classes of e;ch of the classes of the te;ching—

stqdenting process (which I teke to be teacher, student, éurriculum

in the sense of content to be taught and learned, and setting in the .
? sense of auxiliary persons--e.g., adhiniﬁtratots--and'objecta--e.g.,

puildihgs) and the interrelafion of these classes...The observations

describe gﬁachlng—giudénting states of affairs ;s members of classes.

Geneoralizations constitute theornatical knowiedge; and observations,

factual -knowledge. It should be noted that many scientists .are

accustomed to limiting the term 'theoretical' to higher-order
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.

gvnhrallzationst(thoc; thny.cunnot Lc’diréctly related to ochrvnhiohs),
and to'uaing.1lnvﬁ for 1o;or-order gcnvra1125t101é (thoﬁe that can be.
dlréék}y relatad to observations).” A fnmiligr example from phys%cs is
The Kingtié Theory and D6y10‘§ Law. This limitation is not warranted

- from a logical standpoints, s{nce whether more or less general the
descrfptions are general.... ( L ’
. In scientlficbtheoreticul kno;iedae of qducatioq) ihé general-

. 1zations are non-axiological. The generalizations do not denéribe'

‘wh&h ts,effectf@q. In this scnsé, the.scicnce of education 1s‘'value-

free. However, the scicnce of educatiopels not value-free insofar

as its content is descriptive of what is taken by persons in the

educational process to be effective. If educational science describes

the educational values persons do Hold, the content.is descriptive of

what 15 valued as educational. Stgll what is taken to be effective

in education is not nécessaril? what is cffcétiv;. To so argue 15

to commit theAngturalistic fallacy, i.e., to make axiological matters

scigntific ones wnen such muf?ers are either pruxioiogical or phi}osophicul:
Praxiology of education is not merely science of edu?ation »

aériivd'to bring ;bout educutioﬁnt states ofaffairs which aré taken

a5 valuable in the senqe”or’huving mositive affect. This has bcén the

usual %oncepﬁion of technology, i.e;.(ns applied science. I usc

'pr?xiology’ lnstéad of 'technology? tp avoid the unwanted notions of

hnrdvare (in discourse about education 'technology' relates to the

hnrdvare aspect of educimbional practides) and of technique with its

- ~—

. eonnotation of specificity. Rnather, praxiology !5 a quantitative

9
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ordering. Thére 1s devisfng of ‘the doing in_order to Qcpieve an
end. Eftec, veness is wanted In action. Attention, tﬁererore, is
given to.inatrumental value, io goodness—}or. » Even though educgtibnal
sscience d;;s describe quantita;ively the interrelation of components'

of the teaching—stu@enting process,’fhia description is not su!fici;nt

to derive 1nterrelat19he in which one of more components are ends

~relative to other components as means. Instrumental evaluation is

.

not encompassed in educational science. The science of education,
to be sure, does describe quantitatively what is taken as effective.

Let me repegt!.however, that what is taken“to be .effective in edu-

cation is not necessarily effective in educatlon. Pra&iolégy of
education, therefore, is required to provide gener&iizaﬁions and
observations about educational pract;ce:

_If science ;f educd%ion has as its object ;ducation and prax-

iology of education effective education, what rémaiqa for philosophy

of education? The reply, "Theorizihg,? will not do. ‘Educational

- : f )
scientists.and praxiologists can do their-own theorizipg. But

theorizing about non-instrumental goodness: in education has been”

. - 4

overlooked. It is a pragmatic fallacy to take what is effective as
’ / . ! . ! .

necehsarily'good-ih-itself. Both the means and ends of practice

must be evaluated.l No doubt generaliiations éescribing educational

10
/




'pnctlce'l for thfevei-y (vecall Pu;en'a school for thlevea), could be . !

T ' -
. ‘ QR e teaching-studenting process, something is taught. The -
something fa_ught or &:ur_ricﬁlun\ia taken from the culture, I‘\‘nme
. ise vehicle Yor both the expres;ron and transmission of §he culture,’

80 the teacher and student behave linguistically. Adequate linguis-
’

ti; behavior, tdl-)erérgce to rules or orc.lered linguistic behavior,

;_ . results {n expression or trmui'saiox; of the culture aeiected,
Selection depends on vhat kind of learning is teken to be good. If '

* Xnoving 1s taken as good, knovledre is aélectod from the cult\;re'. '
The teacher then attempts to bring the learner to know, 'In addition
° to questions of ends, of goodness of leming. there m'queotion'-
. cof m;una. o.f goodneuﬂof behavior of one hl\divi(:m relative to

-

L ’ :‘.?'oth.r in the educative process. Teacher and student 1ntértct as
@ud other persons, such as n.dninilt.nton, counselors, and custodians,
njnerefore. if the quantitative description of the teuchiné-ltudent.ing.
_process is to be co-picte. then descriptions of good learning, of
.trut.h in the curriculum and its tnnniuion!, of o_rd& in the language
behavior of teacher and vI‘tudent. and of goodness in the intersction - - ,'
of. persons in the teaching-st'udenting process are required-‘b 'I:heu .
) . A requirements delineate branches of philosophy of ‘oducationlethict‘
. _ of ;dmatlon. epistemolory of,education, 1&10 of education, and

! social phno;ophy of .education.

11
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| ON EDUCOLOGY . . i : N
. . | . :
' At that, a scholarly voice rose above the hum
of comment "Let's build A scientifically profes—
sicnal vord from Greek &nd Latin roots. If only
. ; science is respectable in these moderh da.ys.
Jo ' must put glogy into it."
. . . ’ “When I vas a 'boy, the phrase was put __mg
into it'," muriured a gay 1qofing, nattily dressed: *
. guid specialist. . :
- . The cholarly one ignored the interruption,
"All agree that we are trying to develop and
. lead out the natural povers of the learners, so
vp should use e duco.. I move that our dasic
. ‘e term be educolog the science of 'leading out'
or "developing the natural povers'."
. Lovry W. Harding, Antbologl in ucolog

In 1964 vhen I introdx)ced the term "edueutolo;y'- at & nntionnl_
mtins of philosopbera of education \h) X vnpaot avare of the
' term 'educolggy Hil] iam Gmn, a fellov philooopher of education,
éuring -the diopuuion of my’ paper, -umeated that" I oubtt:l.tute . ”
'educology', since '?ducn,o;pgyj. was not oply ugly but-an improper
union. I concurred, and ;ubqeqmntly used 'educology' (5). .
. = Whether Gruen knew of Harding's three published collections of

~ P
' humorous materials about education called 'vorks in educblogy'- (one

—— %5
»

®-more collection vas to appear in 1965) (6), I knov not. Hardirng's
use of 'cducology ‘vas brought to my attention in a footnote in an

; . article, "Educology: .The 'rheory or Educational nctiee 1. The

P

tootnofo by J. B. ij'igv.n is as follows:

\} * The term "educology” was contracted ..
EDUCational psychOLOGY since a "flat earth”
version (see below) of psychology is believed  _
to comprise the major portlon or the "1030. of

- _13.‘
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education. larding (1951) and [F. SteineT] Maccia'
(1964) use the term "educology” in rather a dif-
“ferent. sense, that 'is, as e taxomony for educational
studies. [E. Steinej Maccia's alternative term
"educatology" (op. cit.) might be reserved for the
taxacmic usage. (p. 279) -

"l‘his footnotg led bme to believe that Harding and I were both schol~
u-ly ones. 0 s L . % P
Harding's antholdgy waS out of print, dut & ubttr;ct in

!dncation Ind-x suggested a tonguo-in-cheek upprosch. Bince I vas

g not in Austtralia, a telephone call elicited all four volumes from
Harding. What Harding was about is clear from these lines ‘excerpted
from a letter to James Thurber: '

« +« » I am compiling a small anthology of
essays on the lighter, human side of teaching.
Selections included will be ironically, sym<

" pathetically, sardonically, satirically, or
urbanely humorous, while at the same time
emphasizing an educational principle. Since
the collection is not to be a textbook, and
vill appear to limited numbers af people, it

.~ 18 to be printed as inexpensively as is com-
patible vith taste.: To be consistent in title,
content and purpose, the volume will be en-
titled Essays in Educology. (8)

S——
Ineidentn].y oames Thurber added the following footnote to his reva

P.S8. I think your tuggetted title is flat
and it runs-into avkward repetition
in the first sentence. If this is a
book of humor it should be livened up.
. Try "How to Drav Your Eye." (9) ° ‘

As you recall ‘l’fmrber'a story "University Days" ends with "'You've

»

dravn your eye!'".

Perhaps Harding and I were said to use 'educology' in a taxmomic
\ ¢
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sense, because w_lncluded more than Biggs.. A reviev of Hardingji,

emphasizing educaticnal principles. C-?éon d poems are found

also. To illustrate ~

\ Refused to Yearn tiplication.
e He uidf "Dop*t conclude ¥
. - That I'm stypid or rude;
AR .. "I'am liuply v, thout notintidn." (10) —

_ f
And I in 196k noted educatio ’, [}lcience as only one kind of educology.

B@g’gi $eems to restrict edue“ (}g;;t'o a !\naic discipline that is
applied and much like vhat I take praxiology of education to be.
Yet he accepts both Hutiin;‘a and my extensions as long as ve call
them by a different nne. ‘educatoloq . .

Yet there is little Justiﬂcation for taking a term that re«ferl
t;o all of knavledge of education a:ad limiting it to some,
Science of education and philosophy of education belong just as much

to the quantitative realm of educology as ‘does praxiology of education.

Furthermore, there is'qualitative and performative knowledge of

- education. 'And withal, humor should prevail. Thus, vhen 'oducologiﬂ

is called a smiling eo-pleat educational researcher is vcnted.

b &
4 yi A8
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‘ON THE RELATION OF EDUCOLOGY
. TO OTHER KNOWLEDGE

'What's the use of their having names,' the
Gna‘ said, 'if they von't answer them?'

'Ptychologiét' 1: the name for someone who should bo concemed
vith ltntd proce-aes .wvhile 'sociologist' is the nans .for someone
\mo lhould be concerned with social processes. Vheu ve e-.u either
nu* hovever, persons wvho are without these congrbrnl o:' vho have
severely llnite‘d them are the uqml respondcxg/n. 5 4

When ‘one cdln{psychologiat' , 8 behuy{;rql lclom:.ht‘ vho may
Or may not deny mental states usually stéps forth. This behavioral
scientist often is one vho is c'oncereed vith leafning. less often
with léarning relative to teaching,/and rerely vith stulenting rela~

tive to teaching. If this behavorial scientist’is within e unit

-designed as 'Education’, ve uauﬂly use the nam¢ 'educational
3K

- psychologist'. !

Clinical psychologists may step forth, and they traditionally
|

have concerned themselves with mental processes. er_.%behuﬂor

moditication is having its impact ta clinfcal ctreles.’ Yot clinteal

mchologiott' concerns extend beyond the scientific. ‘l‘hq are
intorutcd in eftectinneu of uentu. processes, and tm- in pnxio-
logical matters. | ° ! ' - SRS

Philosophical poycholorigts, at least in this country, vould

step forth with temerity. Yef'. their epi.stmlo’aical concern to
. N | . ‘

{:s \
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chnfnctei'ize adequate 'cor!v'ij‘ & procesges is eeseﬁtial to educsation.

Ifa pbiios'ophicn.l ‘psy:%h oféist ts within a unit deai;ned 'Education’,

ve usually use the q‘ educational philosopher' llather than 'educa-

tional paycholoqlsw .4 The later term is reserved for a scientific

educationu). /psy oYogist. ’ . . ' E -
In dl tireé branches of quantitative psychology, one can get

in ac eni a/response to 'psychologist’. In qualitative and per-?

fo

f,i knov}e:S:( The student who enrolls in & psychology course

to know the unique self or to come to know how to
perform mentally is most often disappointed. The student is presented
sclentific lmovlodge. Litérature courses and adJnnct serviecs might -
have fulfilled their objectives.

Vbere then arg’ve to look for concern vith qmitatin and

perfomtive psychology? The search should be within the arts.

Some novenstu record qua.utat:lve ‘psychologieal knowing. In thc
vqluainom manuscript, Ulysses, that James Joyce brought to Pu-il
in 1920, we find a {lescriptign of Leopold Bloon'l,'mtnl processes
in all their unlquene:s. Some pucticing' clinicians have recorded
perfomtivq p.ychologicnl knowlodge. ~§e1f—psychomt1ylil
resulted. 4 ' b

A sinilar narfative of response to the name ‘sociologist' could
be given. ‘Soclologist’ lo_t.aken to menn scientific soclologist.

- - 16
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’ti vé Paycholomy, thp matter is different. This is to be expected,

‘o_'t":'c &, since academicians have neé_lected qialitative and performa-




In sociology, liti;lo attention is paid to pra.xioloéical and

~

philosobbici.l dimensions and hardly none at all to qualitative

and performative ones. To increase the difficulty with respect

to comprehension, not all social processes are taken as the domain

of the aoéiologiste. Economists and political scientists claim

some social préceuea as their objects of study. No;eover. m;n

)

grpup processes of“ten are claimed by spcial psychologists.

Given the above short-sightedness, it is patent that eduéol;gy

is not being done comprehensively in psychology and sociology.
Logica;lly, of course, ‘it s;\éuld be c'ompo'un‘ded of the ‘t.wo fields.

Each field should encompass thetqualiéa'tive ﬁd pé;fomative as: m'lv .
;s the qmintitative. and within the quantitctive the praxiological

R

and philosophical as vell as the scientific.
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ON PRODUC ING EDUCOLD\'Y

The 1nqu1ry or truth, which is the love-making,
or wooing of it, the knovledge of truth, which
is the precence of it, and the belief of truth,
vhich is the enjoying of it,-is t.he sovereign
food of human nature.

Francis Bacon, Of Truth:
There is no "doudbt that vt have been mistaken both as what to-
woo and how to wao. .The complete act.of inquiry which is research

r -
demands ve establish our domain through obJectivel and our concep-

tual framework' and so our research moves through nodelt (11) Both

‘our obJectives and our models have been mistaken,

The obJective of inquiry which is educational research is truth

.

" about cducttiém. We possess truth about education when we know about

o

~

it. When ve record this truth that ve know, it !Lecoul knovleil;o. )
It can be said, thererore, that the objective of educational releu'ch
18 to produce educology.

Because ve were not clear about the sense of education, the
kinds of kno;vlc;dge of educéﬁion', the nature of educology, and the
relation of educology to othar knovledge, ve limited our wooing..

We took kLvledge of education to be only sclence of education and.
took’ plychﬁlogist- and a fev sociologists to be producigig this. xvr,
ve did educntional nae-rch‘ , our objective was to produce science

of education. -pur 4omin of inquiry vas limited to the production-

of peneralisations md observntiont of the teuhing-ctudcntin; procell.

Mddels for conceptual framevorks which I termed 't_.heory-odell'(lz)

18




'18s not takep as a determinirig factor.

may be classified as to vheth.ef they' are mechan’i;:tic or organismic
point- 'of vievs. A mechanistic point of view is one that states of
affairs are to be represented as a machine. A machine i€ an object
that conal‘sts ot- parts that act in predetermined ways to br;ég about
certain specific effects. Thus, in such an obJec;s_the parts have
natures which are qon-a.’lternble.' 'I'he.aé parts, consequently, have

.

fixed actions. The actions which are specific to a certain Kind of

machine result from a combination of parts. The effects are linear .

and ‘additive. 'l'hererore, in a nechgnistic atate‘f Ffairo the

..

enphui. is on 1ts parts vhich are t.aken as non-mod:lf!nble and as

_the detomininq factors. The entire state of affairs or the whole

\

The mechanistic point ot‘ viev can be either non-otatiuticl.l or

statistical. ' The non-stutistical mechanistic point of view works

only to generate a repreuntatlon of organized simplicity. It shonld

be obvious why there.is a limitation to systems of a few parts. To.

* determine effects, an equatjon for each pirt in isolntion. one for

each combination of pcrt's, and one for the cortext are required, So
et 5

1

o

for n' system of two parts only four equations are required, but\for
one of ten parts the mnber of equationt 1ncrenel to 1035. ¢

* growvth in the. number of equations hel from the pouible-conb na-

tions of parts. For n parts, ‘the \2 2" combinations. - Conljl!or

. that for 20 pu-ta. t¥re are 220 or over a nulion combination

A ltati.sticu mechanistic point of view generates a repredentation

- ’
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.
of unorganized'complexity. " Bather than accounting for each combina-

.

tion ox: ibieraction of parts, one treats bf average combinations or

" interactions. There is a shift from absolute values to proimhlg
ones, Of course, to secure accuracy the system'must be large. The
relative error of ?verage' values is of the order 1//h.. Note that

‘ the system of: éo ﬁiai'ta, m.entionea as too large for non-statistical

‘mechaniatic treatment, is too .small for the gtatistical approach.
’I'h:( error would be intolerable. An.accuracy of _approxiiutely voixe
in five will not sufficé. . . o ;

An organismic point of view is one th.at states of affairs
are to be represented like an\c>rgnniqm.' An organism is a' stru.ct..uretl'i'
vho'lef:, i.e., one in which the contetit and form of its .'pa..rec .:are' .
determined by its function. ..Thus. in sucl} an obJect,t'he parts do
not have non-alterable natures_ and so ‘tixed actions. Rather parts -
act interdependently to maﬁntain function, and. thereby vhofleneu.‘
The parts do not  simply combine and then determine vhatl the whole . a
is to be. The content and form of the parts chufgo relative to a
vhole. Therefore, in an organismic state of affaiy‘-s the .euphuiov'.
is on the vhole or state of affairs taken as determining its parts. '
Representations of organized complexities are genero.ted‘ through . N

organismic models.

We governed educational research by mechanistic educational theory

- 4

models, and thereby badly wooed educational truth. Tho 'goal of °

educational research was interpreted as knowledge of the parts of

P 20
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educative organizetions, particularly of sch’oola, as determinants
" of student achievement. Educational reseaych vas governed by an
& .
educative effects model. This model has been either statistical or

non-statistical depending upon wvhether the standpoint has been

o ) psychological or sociological. )
» . °  The psychologist takes an experimentalist's standpoint in which
"y = humari systems are reduced to ones involving a small mumber of factors

and the effects of these factors are taken as linear and additive.
- 7' T o Schema 1 presents éhe psychological educgtivo effects model. In this
model all background factors, e.g., social status of the student,

. m controlled through manipulation of the educative process so
. . .

o 4 that they are not permitted to have an effect on student achievement.

" Bducative factors are investigated for their effects on student
: N . .
‘achievement. - ‘ ] ¢

: 'nn -ociqlogi'st takes a naturalistic standpoint in which 3
B factors are not ruled out through expérimentation. Schema 2 presents
© " the ooqi?iogieal educative effects nc;del. This na.tun.li‘ltic_ approach
,4.‘ . ' ia -n"lti'tinticu one. Regres_aioh analysis is common practice for
. /' oplréingi out factors and detei'ninins’ebeir significance. As seen in
3 - an gqut.tipn such as ..
. o _ BX, +BX, =Y +e
’ 3 v‘herc_xl. xz. and Y are interpreted as in Schema 2, B is the number
of units Y is expeéted'io increase for n.n increase in one unit of

X, and e i'o the error term, the mndel is still linear and additive.
21 -
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" SCHEMA 1: PSYCHOLOGICAL EDUCATIVE EFFECTS MODEL
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We need to do educetiona.l research through organi'amic theory

‘models. Our goo.l must be knovledre of the dynamies of human culti-

—

s vation configurations. These configurations vould be represented ) =

.

-

as teach'ing'-atudentlng systems, and hence as constituted by four sub-

.

' systems: teacher, étudentfcurriculu’m, and setting. The curriculum

is the uicc’ted éulture for the student, and the settlng, the context

. of attempting to bring and to come to c\ntivation. Also teaching-

' atudenting systems w be characterized as either conetructing;

maintaining, or_deSt;ucjt:;ng. Learning takea place only in teaching~
‘studenting systems vhich are conat;ucting.' Where there is learning,
there 18 enhancement ore‘the quality 'of life. Such enhunemnt is
human -cultivation. (13) |

The BIGGS’educationa.l thebry model (lh) is an educative configu-
ration nodel i e, it permits repreuenta.tion of organized couplexity.

\

S8et theory enables quantification of & complu organization as a
‘vholo; graph theory of structure; ‘and ;nromtion theory'.‘ of action.
Information theoi'y; extﬁgds the cybernet1§ educational 'theﬁry model

shown in Schema 3 so that education-ourroundingl intemtionl can

be described. In SIGGS s presented in Schem la toput and a nev

‘ eonae of ontput are added to’ input and output which is now 1nterproted

as fronput.. Detemination is now pouible not only of vhat education.
tnkes_in%and vhat is available from it but tllé" of vhat oducltion'i

surroundings take in and vhat is available to then. ?eedin. fnd-

e '/ R

A

oA i »

through, and. feedout ‘are added to f‘eedbnck which is no)f 1nterpreted i
ah N\ .
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INPUT EDUCATIONAL " WIRT o .
SYSTEM , >
{
1
FEEDBACK P b IR
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SCHEMA 3: CYBERNETIC EDUCATIONAL THEORY MODEL
- .
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discourse

stands for educational
dystem

stands for surroundings
stands for storeputness
stands for fecdthrouph-
nean
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to"

stands for toputness
stands for inputness
stands for feedoutness’
stends for fromputness
stands for outputness
stands for feedbackness

4

SCIRMA 4: S1CGS EDUCATIONAT, THEORY MODEL
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as flov from output to input. Transmission from/and to both the
<~
-3

system and its surroundings can be chmcterize/ 5

To illustrate, .the flow of cultu;'e from teacher t-o student
;:aq be represented through the concept of feedin, vhich is shared |
information, For t;us representation, culture must be interpreted
as selective information, i.e., as probable occurrences in categories
.of societal expressions. Taking an.R measure on the culture of the
teacher that 1s available to the student (toput relative to the b
student lubsytten)‘ and H measure on the culture taken in by the

student (input of the student subsystem) the T measure or commonality

" * between toput and input can be obtained. Commonality indicates a

flov in culture or decreased uncertainty vhich is vhat learning it.

27
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ON THE IMPORTANCE OF FDUCOLOGY

-~ .

Nem et ipsa scientia potestas.est,
Francis Bacon, Religtous Meditations. Of Heren!en

Knovledge enormous makes & God of me.
John Keats, Hyperion

At the very least educology allows us to sort out confusion in

-

our language, add at the very most it gives us pover over the tewching-
studenting pmgi:l

'Bducation' 1s one of those terms that refers hoth to states
o‘.rﬁin and recorded descriptions about states of affairs, I

have in mind terms like ‘anatomy'. Human beings have anatomies, and

vhen thoy sre well researched the discipline of pnatomy 14 ‘Turthered,
knaulodge sbout anatomy which is also called 'anatomy' results.
lducnuon too takes phce. and vhen it i{s well researc! tbt dileipuuo
of education is furthered, knovledge about education v'hi.ch is aleo
_ called ‘education’ results. By using ‘educology’ for knovledge about
education, tho.uu of 'education' in these tvo senses can be eliminated;
uul. thereby ambiguity reduced. y

Numerous examples of ambiguity reéuction through the use of
'educology' readily come to mind. Proponents of the educational
efticacy of visual arts ‘aight velcome the reduction of the ambiguity
mt:rinc about ‘education' in . .

the education of elementary teachers should
include oductuoa as vell as visual arts

by translating 1t as
28
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The education of cluent.crﬁ teachers should
include educology as vell as visual arts.

fnoyle’dge of education, no matter vhat it i{s called, gives
pover over the teaching-studenting process. That is to say, it pei'-

-

mits one to treat education in a rational manner. -

8cience of education ;ilovn diq,noﬁn and prognglil. Because
one knows how h;uucu are interrelated, one can perceive the
course of education both past and to come. Rever is the perceived
future one of perfection. Thus, treatment is always required.

Philosophy of education and praxiology of education allov develop-

* ment of educational. treatments or programs. Philosophy of education

provides the valuable ends, and praxiology of education, the valuable
—. — -
But educational programs must be actualized. They must be ad-
Justed to the educational situstions st hand, and they sust be enucted.
Consequently, yet other knovledge of cdncan.on' beyond the quantitative
is of ;oco‘oﬂty. One must appreciate the present couru of eduration
that 14 to be treated so that the program can be adjusted. But this
qualitative knoving is not enough. hrfonnﬁvq knoving is vanted
to add the final touch for the rendering of pover over the teaching-
studenting process.

31
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ON FURTHERING EDUCOLOGY
- Boswell: Bo. 8iry you laugh at schemes of
politictl improvement?

Johneon: Why, Sir, most schemes dt political
improvement are very laughable things. .

Bosvell's Life, p..102. 26 October 1769

Obviocuely, tofurther educology one should do it. To do it,
of coﬁe. one must know hov. Therefore, education in educational
research ie'thodoloy is a prerequuite; Yet it must bde oducntiuv in '
all of oducstioul reaea.rch uthodology Unfortmtcly. extant pro-,
mn do not address themselves to quniutin or performative odu-

cational research. - And very fev address philosophieal nnd praxio- °

\?

logi?ti educational research and the conceptual dimension of scien-

- "X
T 4t enters intd the act of stientific educational research is primarily

tific oduc.tlou.l research. Desisn and statistical methodology as

~¢Iphu1nd. Our attempt at Ingim University to overcome t!:h dpst
bowl qiriei,- was reported at an earlier meeting of the Anric.m
Educational Rasearch Association (15), Bubsequently, this attempt
wvas not sustained politically at Indiana University.

Political ;\uumo is support through ponei:n. Pone.hl are
cou;tttutin rules for social organizations. Constitutive rules make
social i?fmiiltialn vhat they are, because these rules prescridbe their
culture and structure.(16)

[
.

. .

To further cducolor.y.. units designated by thc“ term 'Bducation'
fhould set forth policies defining their units in terms of the .
L]
0 |
N ?
. . {
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lduncae:::t of knowledge of education through its production and

teaching. Horeovei, these units should set forth policles struc-
turing them to fulfill this missicn.

Given no professional component beyond the education of scholars

in educology, the only unit required is & general educology unit. Mo
.school of education would be required; educology could be a depart-
ment in Arts and Sciences. ‘l'hc Ph D. (° yhuoaoptw' in&octor of
philosophy' is taken in a brod sense to mean Any knoviodm not Just

¢

knovledge of valuable ends) could properly be the highest degree -

avarded by departments of educology. Furthermore, vithin these units 4

students’ purlulng a general educatfon or lpoeitnnu in other

e

disciplines could come to be taught about education. Perhaps *
general educology should be a course in the liberal education of a

person.

Where there are programs for educating tcu:h.oro or educational

specialists, as administrators, counselors) etc., thep policies should-

be i.nnifuted‘to structure the unit designated 'Education' to -
encompass iho;o programs in the context 3f the mission to produce
and teach knowledge of’ education. To do this general educology
would have to be foundational to all the professional programs.

A teacher education program, for example, would be constituted
of science of education, philosophy of education, pr;.xio).og of
education, methods of qualitative knowing, and performative knowvledge.
8cience, philosophy and praxiology of education would prepare tuc
' 31
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toncher to develop an intervention, and thus make the teacher theo-
'rcticnn!y uléquto. Methods of qualitative inMng would prepare

the teacher to take a .ituﬁ.lond standpoint, and thus make the teacher
sensitive. Performative knovledge would prepare the 't.gachor to in-
tervene, and thus make the tescher procedurally sound. It should

be obvious that educology could not be taught vithout field-related
a?):tivitin. For instance, situational standpoints require situations
in vhich to teke them. To summarize, a teacher education prograu
.would bave as its goal u‘tionu teacher action. Since

’

. teacher action is rational
d . > ire
. 1. theoretical adequate

~

2...sensitive and
3. ‘procedurally sound,

educology is foundational to the education of teachers. Edycology
mekes teachers professionals. * P * et
_As sn {llustration of & restructuring entailed by vhat bas been
said above, the following units are proposed for the School*of
Education’of Indians Unxnr'sity: GCeneral !duco]:ogy, Teacher Educa-
~ tion, Curriculum Specialist Education, Educational Administrator”
Education, Educational Counselor Educatiom, Educational Plycho;ogilt
Education, lduettionai Program Developer Bducation, and Educational , '
Technologist Education. The Ed.D. should be conferred for advanced  : .
profepsional, programs, General Educology would be foundational to
the professional programs, but would have a program in its own right.
The Ph.D would be its advanced degree. {

32
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It is important to sirese thet educology must Bave its own
. .prosru. Unless educology is nutured, the professional foundation
~ of education vill crumble. Knowledge of education must sdvance, if
education is to advance. Only persons knowledgeable about education--
professionals--can :hrut od.pcc.tiom.l maladies.

8t111 wvhat hope is there for furthering educology! David Clark
l’m diagnosed a recession for units designated by ‘Education’. He

"

tells us that enrollments and resources relative to research and

. ' twaching vill dselive, Alwe be tella us that there will bs federal
monies going to loéd .nd'_'ute agencies fo;' utilization of c;l\xcolog
and that we can probably get in on thenm. (17)

But to share in the monies is to turn our energy from the pro-
duction of educology to its utilization. Who then will advagce '
educology? What will happen to the mind of -professionalism? ~Without
educology, there vill be no knovledge to \t;lch educational professionals.
We should leave educology utilization to the educstionsl professionals

vhom ve teach the educology that we produce. We should not be bought.

33
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NOTES /

I have discussed the sense of education elsevhere (e.g. "The
Non-identity of Philosophy and Theory of Education," in Readings
in Philosophy of Educstion, edited by John Rich, Belmont,
California: Wadsvorth Publish fig Company, Inc., second edition,
1972). Hopefully, this is an advance over those discussions.

Along with George S. Maccia I have been constructing educational
theory ¥ithin the conceptual framework of SIGGS.

"On the Structure of Kwowledge of Education," in Volume 6 of
Proceedings of the XVth World Congress of Philosophy, Varna,
Bulgaria, 1973.  In this paper, 1 indicated that George 8. Maccia's
vork in pedamogical epistemology led me to extend educology to
include qualitative and performative knovledgo

)
"Logic of Education and of Educatology: Dlnenllonn of Philosophy

of Education," Proceedings of the Tventieth Annual Phnoaom of
Education Society, 198k,

L
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10,

11.

12,

"oward Educational Theorizing vithout Mistake," Studies in
Philosophy and Education, Volume VII, Number 2, 1970.

'l‘ho four collections by Lovry W. Harding are (1) Anthology ia 13

ucology, Dubuque, Tova: W. C. Brown Co., 1951, (2) Essays in <
!Jd ology, Dubuque, Iowa: ¥. C. Brown Co., 1956, (3) More Essays
in Educology, Columbus, Ohfo: Auocicuon for the Stnw of
Educology, 1964, and (&) Blucol The Fourth Collection, Columbus,
Ohio: The Association for the Stud)' of Educology, 1975.

"Bducology: The Theory of Educational Practice,” Contemporary
Educational Psychology, I, 27u4-28%, 1976.

Harding, 2, p.x.

Ibid., p.xi. '

Harding, 1, p. 23. !

The complete act of inquiry is set forth in Logical and Conceptual ]
Analytic Techniques for Fducational Researchers, a mini-book for

a mini-course given at at the Amorican Educational Research
Association{ Sad Prancisco, 1976,

"The Model in Theorizinr and Research,” Institute VY Use of
Theoretical Models in Research, Internstional Reading Association,
Nevark, Delaware, 1906. i




- 13.; "SI0GS Theory as s Systems Theory for Education Which Enhances
" the Quality of Life," Systems Thinking and the Quality of Life,
.- Proceedings of the Society for Genernl Systems Reueu‘ch, 1975.

1k, DeveloEeut of Educational Th eo;x Derived from 'I'hreo eory Models,
with George 8. Maccia, Cooperative Research ProJect No. 3-022, .

U. 8. Office of Educatien, 1966.

"!’hiloaophicd Dimensions of Educational Research Training

The Indiana University Program," Washington, D.(.,1975.
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