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BEach of the other papers in this series treats some particular aspect

of school organization--~the organization of time; differentiation and

i)

groupxng; pear 1nfluencas: activity structures; ccordination, centrol and
facilitation of instruction; education production gunctions. This is one
of a sm%llex number that deals rathei wiéh a related subject that bears on
practically every aséect of school orgéqization. Knpwlédqa, curricula,
and goals are implicated in some way in practically evary organizational

featura of schools. To treat these relationshipg it is therefore neces—i

.sary to examine how knowledga, curricula, and goals are implicatad in all

the variqus organizational features of schooling.

It would be impossible in the space of a brief paper to considerlsys?
éématically the relation of curricular, knowledge, and gbalé to all aspects
of structure and organization in schooling, frzom thé gtxucture,of class~
room activities lasting only # few minutes, to the structure of entire
gystems of schéoling withiq‘whole societies. In preparing the paper I
have tried to explore mentally or in my notes as many of these relation~

ships as I could. But I have had rather quickly to judge which relation-

ships ware most important and most pertinent to the overall topie, and to

concentrate my writing on those few questions where knowledge, curricula,
and géals have a peculiarly critical bearing on research into schooling
processes, These questicns are not always the ones’that: would appear to
mé as a curriculum specialist to be most in need of study, but they axé in

every case questicns r'think'ari worth studying from any point of viaew.

1 wish to thank Charles Bidwell for extramely helpful comments on an earlier
draft of this paper. It is much hettar than it otherwise would have been
gor his efforts., If on.y I had taken all his advice, I could have held him
paytially responsible for the results, but X did not, 80 please don't hold
his respunsible for the paper's many shorucomings.
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The paper begins with classzoom activities as the most microscopic
stxucture of interest to students of schooling processes. 1t progresses
from there to the Qarious forms of structure found in classrooms, to
school-and-community Qtructures, and finally to school system and social
system structuxeg. At each lavel, another paper in‘this series treaﬁs
these structﬁres 4na their relation to student outcomes. This paper treats

only the role plaved by knowledge, curricula, and goals in these structures

and their ralation to outcomes N
. - . |
Activity Structures o

The activities studenﬁs engage in are the immediate _source of tﬁeir
letxning in gchool, both the intendad learning specified 1n the explicit
goals and the foxmal curriculum., and much of ‘the unintended\learning re—
ferred to in such :erms as 'the hidden curriculum'. These’ activities can

3 |
be as simple as reciting a line of poetry from memory or as intzicate as

l

writing poetry. As academic as diagramming sentences ox as closely related\

4

to daily life as'bakinq a cake. As contrived as a crossword puzzle od
American history or az natural as a freeuflowing digcuysion. 2As indiJid-
ualistic as geatwork or as social as painting a class mural.

The enormous variety of possible ustivities arises from the unlimited
possibiligies for strucgurinq any human activity. Human potenti#l for
difterent types, rates, and degrees of raesponse to differvent stimuli is

enoxmously greater than any other systein, animate or not, known to man, un-

lass it ba the system of life itself. Activitiaes @raw upon this potential

to create gituations where ordered patterns of behavior may be vaeliably

alicited and displayed.

?.
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wQ'must think of educational activity as hav&ﬁq at loast three levals
of structure simultaneously. Thexe io'alwﬁvs, of ¢oursae, the structure of
the. cwntgnt or information embeddod in the activiuy. “pducational activi-
ties are gggug{something. Thoy are referen@ial the way language i%, not
simply behavior patterns ir their own right. We must also xecognize whe .
tagk or performance structure of an activity, what paople do.or txy to do
as thay rarticipata in-it. In education, performance structwres are often
verbal -« to write the answer to a problem -« and ofteo covart ==~ to solve
the oroblem in your head and ‘then write the answez.. Finally, we muot';e~
coguize the social structure of the activity. Does the activity call for
students to work alone, in compotition with one anothexr, ox togotho:, in

FUSSE— S0

cooperation? Bach of these dimensions of order may be designed to achieve
or -

a particular educational aim,one or mexe of them may be chosan arbitrari.y

when the designer's interast lies primaxily in what she beliaves the other

dimensions of structure will produce. Traditional school activities often

ignoxe gocial structure, so intent ara they on trangmitting a given Lody of

contont and associated skills. But,on the other hand some progressive prace
tices have been known to emphosize the social aspects of an activity withe
out poying much attention to thelr content or the specific performances
oxpectod of otudonts. Suoo concentration on one or two levels of structure
is oartainly defensible in some pedagogical s!tuations, but all three levels

always exist whether the activity planner’haa thought about them or not, and

all three can be important in determining

the outcomes the activity will produce with students.

The activities teschers use in theis classrooms may be ones they have

‘0# 3 .
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invented. More usually, the activities have originated in some textbook,
. teachers' guide, course of study, or kit of.curricuium'materials. Accord-
ing to some definitiyns, these activities arxs the cu:xiculum. Other def-
initions emphasiz§ the plans made beforehand or the students' experiences
during the activity, but all definitions of curriculum would give an im-

poftant place to theuactivities that take place in the classroom.

o

Cur-
riculun matters therefore, are extremely closely related to questions of

’ ~ the structure of activities. fThe close connection between activities ard
kinowledge or goals is even more obvious. We should tharéfore expect that
curricular considerations would be oy cent;al importance in research pﬁ_

activity structures. : . Lo

Tests may be consideréd_as a special form of ac;ivity,‘oneoaesigned
to yiald information about what students have learned from the other ac-
tivitias. Ususally, the content and task structures of test activitiss )
are identical to of very similéx to the cbntent and Qaék structures of the
learning activities. The m;th problems on the éest are tha samé'prob;ems 
done in class or in homewoik, or else they arz minor variations Bn a
pattern often encountered earlier. wWhat differs are the social structures
of tﬁgt.and other acﬁivities. Students are expected to work independently
on ﬁxéts,ﬁthcugh in eaxlier activities they may have been allowed or en~ p
couraged to help one another or to get help from parents or siblings at L
home. The teacher plays a helpful role in learning activitids, but stays
~ aloof during tests. Stude?ts' pgrférmance on learning activities ﬁay é;n~

tribute in a small way to the formation 63 teacher and classmate's copinions

of her competence or potentia .ut test performance counts officially and

ERIC , b
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formally as well as inféxmally as an index of compaetence ahd ability.
Records are kept. of test gé;formance and these racords bécome the iééis
of public actions -- awards, punishments, promoticns, retentiohsl passing,

Sailing -~ that confer honor or-disgrace on the student. In fact, since

‘tests are socially and g;ocedﬁrally identical in all subjedts and grades,

it should be possible to define 'test' in terms of the social structure
and performance structure common to tests in all schéoling situations.
The cﬁntent structure, of course, and to an extent thé,penformance struce
ture, will differ depending on what is"baing tested. |

With tests we encounter a parpléxing dilemma for research on activ;ty'
structurés. Tasts are the means by which we normally assess the achiave-

ment outcomes of activities, (Standardized tests are still tests even

though they are not tied to particular learning activities.) We understand

that the closer the content of the tes%ogggthe content of the learning ac-
tiQities, the more likaely studenﬁa are to perform well on that test. The
same ig true of the task étruc£ure. In the extreme case, wherea the exact -
content.and tasks to be administered on the test ﬁave been used in teaching,
tasts of knowledge are gunerally invalidated. Such tests show simply that

students c¢an dq activities they have already done; they do not show
that students can do other,.related activities on which they have not: prace-
ticed. |

1£ students have learnad something by méans of participation in an
activity that requires from them very different performances than the test
activity, we can assume th#t the tost‘is neasuring at bast only a»aample
of what those students have learned, Fox ex#mple, vwhen standardizaed tests

provide a set of alternative responses for gtudents to choose from, ¢hey do




not test the students' ability to formulate such a responsn, to wacall the
necassary information and to orqanizé it in the nacessary way. They only
test the students’ ability to judge the adecuacy of solutions alxaad?;for~v
mulated. Such a ﬁest. therefora, will not in general be able to discyim-
inate béhyeen studeéts.who were abla to fornulate CoXzEct Yesponses te the
question pgsed in the stem and thoge who wawe only able tv judge the
‘éoxrect responge when it waé presentaed to them. In using such an instru-~
ment in research on activity structuras, the_raaQAtghnx mast he aware of
the ocutcomes it is sensitive to and those it ig not.

The diéficulty lg pazticularly savere with respect te the social
stzucturé of activities. Standaxdizad tagts of achivetrant QLVe no indica-
tion whatever of how well a student may be able to facilitate a group's -
work on a prablex;\. Schaol® drlteauhq:" who design. a’ curriculum thae
features group problem solving w*ll therqfora £ind that standaydized tests.
do not offer their students an opp;rtunity to display the full set of out~ f‘ﬁ
comws of such activities. A test whose social structure called for students . -j
to work in small groups to answex ques%iona would more neaxly do go. The
1nvestigator conee?ned with the full range.of outeomes of dizforent activ-
ities is almpsﬁ certain to find that the steraotyped social pattexﬁs of
formal testing are a barxier.

Research on the social and performance characteristics of tests in re-
lation to the activitiéé whoéo outcomes thay Sre dezigned to meaguve deserves
a high priority if wa'aFe to develop the capsbility for measuring the fuii
range of outcomes of odé ;ducational activities. When we understand the
test situation itself, we shall be able to design and redesign measures

appropriate to difflerent outcomes. My own judgment ig that we will not

¢
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undagstand the other actiwvity atxuaturas=ané their affects until ws undex~
stand those involved in tegting. I would therefore place research on the

struccure of the test situation at the top of wy priority list.

There are thrae other areas of grea® rasearch interest with raspect
to activity structures that ara closely reiated to knowledga, curricula,
and qoals. One is concerned with issues of praduct:vity, a second with
&aﬂﬂﬁﬁ of equany, and a third with issues of soclal relevance.

Some activities axe more productive of a given type of learzning than
are othexs. A major goal of research in gurriculum and instruction has
traditionally been to discoves thosa activitieé th;t are particularly pxo-‘
ductive for various sorts of learning. Unfortunately, such research has
yielded disappointingly feé positive results. Only.tha~grossest featureé
of activities have been confizmad by reseén;h as affecting dchievement.

The inclusion of an item. of content in a cuxriculnm o:{instructional pro=-
gram generally anhances students' knowladge of that item. Maxkedly greater
emphasis on a topic aiso §roduces greatar learning. But these groas fea~

tures pevtain mora to the extent to which any soxrh € leaxninq oppoxtuniﬁy

_has been pxovidad than they do to the specific structure of the learning

activities. when activities of equivalent content and emphasis but differ~

ing organizatiop are ccmpared, no consistent results are faund favoting one -

. or ansther form of activity structure. (Walker and Schaffarzick, 1974).
Perhaps more careful thaoreticallanalysis of the content, pexformance,
2nd soclal stxuéture of activities-and more canny design of instruments to

‘measvre the full ranée of their outcomes would begin at last to showapositivg

results £rom such reseazéh. It has bean suggested, for example, that

Y
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activitias may hawe diffarent xesults with students of different aptitudes
and that this obscures the finding of overall superiority of one activity
ovar anqéhe: of similarx contenu. If so, we would want to know what it is

/
1

in the activié& gtructure that produces these differential effects so that
they could be controlled Sy the activity designer. To disdovuc tbis} it
would be necgssary to analyze the activitynin a theoreﬁically uan@ingful
way. WQ d//not know yet how to do this. I suggéqt, therefoxe, that care=
ful empirical, theoretically guided research on the relationship beatwean
pa:ticular structural features of aativitiss and their detailed outcomes,
should be a high prioxity fér the program of research contemplated. *
It wculé be nécegsary to incorpérte va;;ables descriptive of angggt
structure into such résearqh, if only to congrS} £;r them. Existing tax-.
onomic schemes (Bloom.'1956: Olscn, 1974; Posnerand Strikp,Q1976)fmaynpro§e-'
to be of some value in analyzing content and content-rslated pq;ﬁotméhé@
structures. It is highly likely that the various lavels of structu{erand
outqames will interact heavily, neccssilating either larde, carefully,de-v
signed éxpeximonts with multivariate analyses of ?esultsVOt else sanéitive,

careful, and detailed case studies of sets of activities designed to$§££fef

in known ways, ané probably 4 combination of both would be better éhan ei-

: y ' &
ther alonae. |

A given activity_will generally be more productive of'leaz?ingg;ith ,
some students than others, raising questions of equity. Clearly a class-'.“v
room in which the activities are consistantly more productive for one group
of students than for another is inequitable if other activities cigyba found

whose benefits are distributed more evenly. Again, current research

in




confirms only the qrtssest effects. Students whose native language is
other than the language of instruction o not Learn as wall as students
whose native languaqe is also the language of inst uation. But thouqht-
‘ful cbservers speculate that various social groups may possess distinctive
cognitive gtyles that make conventional'mchool activities less effective
for them ‘(ce;stanada and Ramirez, 1974). Cole, Gay, Glick, and Sharp (1971)
conclude a thorough expérimeptal and ethnographic study of thinkibg and
problemnéoiving among the Kpelle people Africa with their belief tﬁat
tests are simply 'specially contrived occasiens for the manifestation of
cognitive 8kills' learned as part of 'the kinds of activities that people
often engage in and hence ought to be skillful at dealing with.' (pp 216-7)
Rence different cultures, subcultures, and even eaxly family envirﬁnménts
ought to produce qtudents whose abilities to lesarn from particular types

of school activities differ. The axgnment,is persuasi#e and the indirect.
evidence is convincing, but we needsdirect confirmati n’and detailed under-
standing of these relutions if we are to determine thp sorts of activities
that wotid be most productivelfdr all students, and therefore most equit-
able. Again, I think careful empirical research guided by apt_thecrttical
analysis of activity structures can give us the firm information we need.
The same gsorts of regearch useful for examining .the pﬁtductivity of activi.
ties ought to be capable of the extensions necessary tt determine diffaren-
tial productivity with difflerant students, the chief additional difficulty
being to find characteristics of studants to be used as a b#sis for differ:
entiation in data analysis. I would suggest that this differentiation best
he made dynamically, if it proves empirically possible to do so, by expos-

ing students to different types of activities and differentiating on the

11
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bases of their responses to the activities.

-Finalk% a given activity will have different degrees of relevance o
the lives and careers of different students. Some activities may have
litﬁle relavance to anything important in life outside thé schools., I
think it is not advisable to attempt to judge the relevance of each
activity independently. Rather, an activity's social reléé&nca depends

upon the larger pat:érns of skill and knswledge it is used to build. These

~ larger patterns will be taken up in a later section of the paper. Con-

sideration of this set of issues will therafore be postponed briefly.
5 ,

Classrodm Styuctures
7

Activitxes may be and usually are strung together into larger patterns

tﬁgﬁ may produce more important outcomes than may be achieved by any sinqle

: /activity. The clagsroom iy the arena where these larger patterns are

created in American schools. Beyond the classroom, at higher levels of
organization including school, school-distxiﬁt, or school-system, pattefns'
are built_froﬁ courses, subjects cuxricula,lor gimilaxr ﬁniﬁs'based on con-
tent, timé, or other abstract dimensions. The classroom ig the hiéhe&t
level Pf organigation at which the full complexities of student activities
are considered in educational planning. I think it is significant, in this
connection, that a degada of study of variations in sr'.w. 9l achievement

" s shown that the most significant variation is within schools, (Jencks

ad Brown, 1975) and I would suppuse that thé research on ¢lassrooms holds

‘ the key to dkélhininq such stable variationsg in student achievemanc patterns

43 we shall be abla to explain, I would urge the highaest priority during

the naxt dacade for rusearch that will clarify what factors within

et




classrooms are most immediately iesponsible for schocling effects.
Research on schooling structures within classrooms is not my subject
hera, however, only those agpects of classrooms on which knowledge curric-

ula, an goals bear importantly. I think theve acc three such aspects:

subjects and suﬁjech-matter: pupil evaluation; and the social .elevance

of classroom structures and activities.

. Clagsrooms teach subjects. In the academic curr‘:ulqm the“subjects
taught are nlosely related to the recognized forms and divisions of know-
ladge === the academic d%scipliqes. But tpis resemblance may be as deceﬁ-
tive as it is reveaiing aven in higﬁer}educationa And in elepentary and
ﬁsééondary schooling the resemblance between what the specialist recog-
nizes as, say science, and what appéars in Schoolsmmay be remote, indeel.
An academic discipline as ﬁndersiood b§ its practitioners is a body
of concépts (i.e.la conceptual structure) by means of which it is'possible
to deal with certain range and type of subject mattexr (i.e. éubstantive'
Jtructure) and a set of methods, proceduras, and criteria for discovery
and verification of knowledge in that discipline (i.e. syntactical struc-
tures) (Schwab, 1964) . This.conceptiqn of the discipline is built into
courses and toxtbéoks used for inégct;ﬁg necphytes into the specialty, that

>

i3, in upper level und g%aduate texts and courses. ‘ : { )
Introductory collaga couxsas sometimes follow the xW'aA1v acéepted
varsion of the discipline, buuethey often do not. Applica“ions are intro=-
uguced to illustrate the usqs\of the diseipliné's knowledgoz Difficult ox
‘esoteric tuples are dropped or deemphasized. It is helpful co think of .
the academic subject as a.callection §£ ralated disciplines organized for
taaching., Most introductery college courses, then, present a Qubject .

13




12 .

physics, say --- which consists of selections from various disciplines wwe

high energy physics, fluid mechanics, alectricity and magnetism,..,---organ-
iznd to introduce aspiring specialists to these disgiplines. A subject is
several related disciplines organized for rapid, efficient transmission to
neophytes.

f Still another version of the knowledge offared by the discipl.se is
created to serve the puxpoad,of general education. We might call this the
school subject, to emphasize the role it plays in general eduéaﬁipn rathdr
than . in the preparation of potential rew recruité, SCﬁcol subjects are
represented primarily in tdxtbooks ‘used in teaching intxoductory colleqe
courses, or secondary .school courses. Not uncommonly, school subjects inm
clude more than one discipline, just as subjedts include several special~-
ties within their discipline. For example, . physical‘szience exists as a
subject and includes parts of physics, chemistry, astronomy, geoloqy,_and
other physical science disciplineé. | | ) ‘

Evedtually, a point is reached where the scheool subject includds only
knowledge so widely knuwn that it cannot truthfui}y be said to'bg the prop-d‘
erty of any disc¢ipline nr subject. It—is sidply general knowledge that
has become associated with,orZWas onca associated With,a certain family of
disciblinds. This can be found in elementary science books, for axample,
where ﬁopics like animals, plants, the weather, ghe'seasons, and sgo on
appear. ., .

, School subjects, then, are by no means simply elementary versions of

disciplinas and gubjects. Knowledge from disciplines enters into them, but
other factors enter in as well -and the selection of what enters in is not

B
made solely by members of the dis&ipline. nor is it made salely in the

1
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fginterests of the advancement of knowledge in that discipline. A scﬁgg ef§

a regsultunt of a wider array of social forces.

Items that arouse the interest of laﬁmen will be emphagized. Over
a period of time, history often becomes distorted in these treatments so
as to conform to the pedagogical purpuse, as when the ﬁistory of sciehqe

., is represented'as a steady march of progress. Material isngfteh selected

from academic énbjécfs ﬁo gexve a moral purpose in the co;g;spondiné school
subject. Tha svory of Galileo's perﬁecution by the church for his astro-
nomical theorias 18 a¥tgn used.toidrive home tﬁe value of autoncmy for
.scientific inquiry. Mo use of academic subject matter to teach.moralﬂ
lessons was waca mach more common and exé;icit than it is today. R“éh;f,
hiller Elsoﬁ's muardianq of Tradition sﬁows'beiutifully how in the 19§Ajf 
century, Amérigan schéolbookﬁ were used to teach explioitly an enormous -
-vqriet§ of moral, ppliticai, aconemic, and sovial attitudes, beliefs, and
values. Today, sucﬁ te;ching is more muted, but it is by no maans}§b§é$t; 4

The knowledge included in a school course, thon,mqst not be thought
of as a fixad quantity to which all eise must be adjuéte&. ‘On the:othef
-hand, the place of an item of knowléége in ;he diseipline‘cannot be en-
‘tixuiy igncreg in determining content and gctiviﬁies in aﬁy school subject.
A scionge class that presents content howe:ar wall sel&bﬁed'bﬁﬁomakes no
provizion for students to engage in the‘task? of inquir§ or to oxperienge”
ghe role behaviors of sciaﬁne'would, one might argue, constitue & defec-
tive ptnsentatioh of the subject.:

Subject mther is not iﬁtini%oly plastic; it mokes demands upon the
structure of activities and of 1aigef clas#rdom paﬁterﬁs. We do not know

in general what thase demands arxe, and it seems likely thaﬁ this knowledge .

"w; .
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will have~to'be vorked out fqr oach specific subject at each level of
oiffioulty.l hold ot little promise £or the identification of Qeneric
characteristics of subjeot-matter-eomplexity, or degtee of hieraohioal |
structuxe, for example-that predict the types of classroom.ot activity '
'strqotuxes that are most effective in teachingi%?e subject. Too_muoh
depends upon the sSpecifics of the content, .

1 would suggest, therefore, that research into the effects of vaxious
forms of classroom structure ha preceded by an analysis from several eppro-
priate points of view of the content strqcture of the activities included
as well as their pexformence structure and sooial structure, and then that
alternative versions be designed differing in ways oonsidered pertinent to
the pertiouler investigation with a reesonably complete description in
hand, it ehould be" poesible to construct indices referring to ;uch mettere
as content complexity, though my personal Judgment is that the relationships
involved are to entangled, too interactive for simple main effeots af any
such veriables to explain test results.‘ |

|8

Praotioes in the evaluation of student performance in the olessroom
are cyitical features of whatever‘may be the effeotive patterns of clays~
room ordexnsooiel,,intelleotuelngor otherwise, Formally, etudent perfor-
mance is avaluated by testg =-- teeohex~madertests, commercial tests sup~-
plied with the textbook or sold separately, official teets'administered
by the distzict or state which may he standardized on'a nationwide basis
or may he notmed on only the iooel'population. In addition to formal

measuras, teachers' judgments of such pupil characteristics as effort,

LI
potential, conduct, attitudes, and the like are often made part of the basis




for judging stﬁdonts‘ parformance in a course.
only a narrow range of the qoais profassed for education‘are measured -
in such teéts == chiefly academic goals, knowledge -of subjéct matter and ; .
facility with critical academic skilla_suoh as reading, writing, and
, arithmatic. Personal growﬁh in any of the many dimensions often stated
in official school philoéophies are almost never asseséed formally. )
Attitudes towardfaqd abllities to perform in importznt social rolegigim ] l
cit;zen, prouucer, consumer,.parent, spou;é, and ﬁhe like_~-~ are almbst C
" never tested. To the extent that students' energies are directed in accdé—
dance with the criteria used in forﬁal“evalﬁatioa of’theix‘pgrfo;ﬁance, .
this narrowness in formal»me;sures tends to narrow ﬁﬁg'xange of guals

<

effectively pursued in classrooms. Standardized measures ire narrowest o

of SII”iﬁd‘the;efore.havefthe greatast tendency tb:narxow the range of
professed aducational goals actua&ly pursued., Competency-based testing is : )
designed, in part, to broaden the range of goals tested for and to make ‘

the tests more clesgly“re;ated ko the pertotmances.thdt‘ﬁi;l actually be .

expected'of'studénts‘outside schbolg” wWhether théy‘actually serve thi; | f'i i
function or whether éhey siﬁéiy,changi‘thé.na;row’focua of formal testing
remains to be seen and isla fit topic for rosea:ch,hthough possibly not

' in this;paxti&ulnr program. ‘ | | '

A narrow range df'moasuredboutdqmos makes. it more.likely.%hat.tastinq
will be in;qultabla; The tasks damanéod of students in any test are likely“
to be nore éelovant some to social'situations that othexs. A narrow iange
of tasks ensures that st&honts'oxposea to those signations wheie these'phrt-,

icular tasks ave most relevant will be consistently :avorea} On the othex

hadn, ﬁha_mora wa try to design tests th&t are not closely related %o any

A

1y
’ (
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- particular social situation thaﬁ might be more familiax to some studento \
than to'othoxs. ;he mozo wo risk a press toward irrelevance, toward pura-
ly academio. school-related 'knowledge' that has little or no direct appli~
~ation outsida scheol., The only solution to this dilamma lies in a widm |

- range of formal measures whose paxtioular bases may be pormitted to coun=

L4

.

teract one another.' Coo a .' o
AS we will see in a latex sec’ ion. however. b:oad spectzum measures
axo least useful for purposes of extornal control of schools. Also. ~aon=
structing tests of manv of the non-uognitive goals of education is tech=
nically beyond ouxr prmsent powers in many 1nstances. rOne way to broaden
the“speotthm of measures used o evaluata student pexformance without ‘en-
‘oountering these diﬂficultios is to improve and syste;atizo teaoher judgmont..
v Vory little is reliably known about how teachers presently pzocaed in
making judgments about pupils porfor;anoe in areas not covered by formal
. moasures, We. know that theix judgmonts arxe, to put tho matter kindly.
highly inferential and unsystematio. But we also know that human judgments

4]

can be sensitive and reliable indicators of extromoly comples phenomona.

thinga as ~omplax as gymnastio pe:foxmanae. grados of lumber, apples, or
othoz oommoditidh. or the stato of health of a patiént. Thase heights of
quality in himan Judgment are attained when raw unaided judgmont ig disci~
‘ plined by training and ossisted by scales and rating sohemos. 1 do not un=-

Y

derstand why thase toohniquoa have not boan applied tn the oxtremely im~

) Teachers around the country could be trained. and 'calibrated' to one an-

other oz to an external standard in much the same way amateur astronmers

aro\tQtht by worrespondence to judge’the brighiness of variable stars with -

1w

) poztant problem of assessing the moze complox outcomes of classroom prgetices.'
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sufficient aocuxacy to orovide scientifically 1méoxtant data, The cxeation
of only one suoh judging schama*zox only one impontant complex outcome
would, I think. show what could,oo done with this technique and lead to
rapid developmant of a variety of juﬂgmontal measutes for non-intellective -
outhmes as well as intolleotive ones, Judgmental indices might be devel-
oped for such . non-intelleotive outcomns as autonomy, self-respect. self-
oateom,_conﬁidqnce, integrity, capaoity fog objective self-evaluation,
x(commitmsnt o iﬁpoitano'sooiai Valuos, effectiveness. in inﬁerpersonal ﬂ
; rolations, capacity for working within and through organiza%ions, capaoity

4

for political action, as wall as traits of charaotex, beliefs, feelings

at

' and ctoative and qpprociative abilities.~ A ‘

Finally, the impact of evaluation pxocodures and devioos dopends

critically upon how they and their results are used. Aan intriguing .» e
study was done in the 1930'3 that has not to my knowledge beon repeated,
'indioating that vory substantial gains in ond-o£~cour§e achievament were
obtained by the simple expediont of making aach test qiven in the course
_cover all matorial previously presaented in the. oouxse, rather than cover=
ing qonly the material presented since the last test, (Learned and Hawkes.
1§40). It is known thas smoll variations in the conditiono o“ administra~
tiogttest can signitioantly aﬁ‘ect sooxes.. We nead to understand the

 impact of vazious clqssroom uses of tests on what they measure.;

3

Different learninge inevitably have differont degxees of appizéxﬁfri€”“‘“\\\w
for persons in different social aituationa. When what is presented in a

classroom is consistently more useful to some students than others, we .

19 |
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should not be surprisad to find yreater aphievement among those for whom

tha material is more ugeful, eithar presently or in anticipation, More-

‘over, when the mataxxal presented is more closaly related to social situa-
‘tions the studeqt has encountered at home or in her neighborhood,'ﬁe should.
'expect a greater degree of readiness to learn it, aven perhaps prior mas-

tery of it. Such inaquities ‘have been foraibly called to our attentxon in

recent years, especially where minorities and women a:e concerned. In an N
v effort to counteract thase sources of inéquity,.matarials and activitieé a

are sometimesvdesigned that have little relevance to any socinl situation.

. . ; .

;f‘such/items axé not aitogether'useless, théy at least favor those students

t

- .whose powers of generalizaticn are most developed, parmitting them to apply
hthe gonoralized pra;tntation to their varticular situation. ; \ A
B Efforts to make classrocm work more relevant. to students' lives and
social situations raise poignant dilemmas. npst students from all social
. " gtrata aspire during their gchool years to occuﬁatipns near the top"ot the
value hierarchy. Do wn'thérQQQQn draw mainly upen these occupaticns for:.
‘ our pedagogical éxamplﬁs? I£ so, we offer examples closer to the experience
. of students from higher stntus backgrounds. 6n the other'hand, if we offer
examples dr;wn from studants' actual social situations what are we doing
to. theix aspixations? Whoxn in all this does the school £ind its proper
role with respect to students, parents, peer groups, uther.tefarence genups, .
" and the larger society? | ‘ |
| The toforma: bant upon showing that the content of ‘school programs is
biased can certainly do so from gome one of these pexspeativea, £or no:
matter what tholce the school makes, the rnaults will #avor some social

qronp. and if sgme,sécial grqup is to bd favored it will natuxaily be the

t
s

)
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dominant one; that is what dominant means. We can only understand the
difficult choices open to us-in this troubled area if we comprahend the
full range of what. Broudy (1970) has ‘aptly callad 'the li£e ugses of school
learnlnqs' If we assume that each item learned has only the obvious usesg=
~~leaxning to spell is only useful for writing, learning a lanquage is

enly useful for zeading, speaking, oy writing thet language learnlng a

skill is only useful when that skill is used ~= then no research is S

:eeded. It is a routine matter to note what social roles call for what
capabilities and then to determine the array of roles for which a given

- item of learninq is relevant. "But if learning to spell also makes a

ny

persen less ashamed of writinq and therefore more willing to do it, lf \\3_

learning a language helps a person understand the llmitations of his na~

tive language, if learning,a skill contrlbutes_to a person'sﬁsense,oﬁ com=
petence, then we neeo to know hou difterent learnlngs cqntribute to oon:
petenoe in different life situations. Oonly when we know hou the impzrtant
content of the various subjects may be used will be able to judqe the ey« -
tent to which they may’ be of di'ferential value to persons with different
social origins, circumstances, or aapirations. If we wish to take these
questions beyond polemic, we must have knowledge-of tne éotentlal and
actual life uses of school learnings. ~ - ‘
| If you want a large number of students to knew something, the single
most effactive thing you can do, appnrently, ls simply to give them an
opportunity to learn it (Husen, 1967)91 will venture the hypothesis, as
_yet uneuppozted by data directly testlng it, that the next nost effeotive
thing would be to make somethlnq important to the student contingent upon

" attainment of ‘the knowledga, i.e., to make it an operational,goal for the
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student. In many casas students are simply_not’awaxe that their perfor-
mance £ails short of our goals for them or, more important, of what is or
will be expected of them in qualifying for ox aocompliahing something

important to them. Dornbush (1974) found that high school students in

' San Fran :isco who were barely passir; schoolwork with performance that

R
at besﬁ familia:ized them with the academic subjects but did not give

then tha"mastery they would need for further study in college, naverthe-

less aspired to attend colleqe and were apparently not awara that their

high school performance would be an impediment. OQbu-(1974) found that
many youngsters in Stockton, California, who were only marginally pass~

ing their aoademic work in sohool;believed they already knew‘it, apparently

~ becauge they had studied it before aven though unsuccessfully ﬁy the tea-

cher s and school's standards. Apparently thé students' goais had been

: met by an inadequate performance and nobody or nothing in the school man-

ﬁaged to make the school's higher standards truly effective in guiding their

judqments ef their perfozmanoe.

It is. likely that many- students persist in unsatisfactory pezformanoe

beacause they think, for any of a number of reasons, tha* they cannot do-

'better. In their own minds they are helpless to improve echolastically.

Unleés the school forcefully demcnserates to each student that adequete

_to the student anyway - promotion to the next qrede. passinq marks, é

achievement is possible. belie£ in hheir own inability £o achieve. com=

“bined with the school's willingnesa. to provide the things nost important

L w

hiqh school’ diploma == work to ooafirm the egudent'e imprassion that he or

sha is doing well enough and as well as he or she can. ‘Adamnant insistance

that students accomplish what they truly cannot or firmly believa they’

‘o ly /
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cannot, of course, could have serious negative consequences. But a com=

- plaisant attitude toward mastery conveyed by:the:teacher or school ex-

plicitly'or in opératiog prooedures is certain to depress achiavement for
sttdents for whom the §da1 of mastery of an item has not been internalized'.
as a personalvsoal. } |

Th; study of how students 'read' the school‘s qoals and how they form
their own in reﬁgonse and the effect of both on student outcomes (a broad

range of achievement variables and othei outcomes of intarest) strikes me

as of the aighest urgency end priority. First, objective, valid means of

' detecting or measuring students actual goals for their own performance -

must be found. Since students who do not share the school 8 goals for

them are likely to be falling o? marginal students and virtually ‘cartain to

axhibit ‘one or another variety of maladaptive or disruptive behavior (by

"

school standards, again) they are likely to have a nunber of oharaoteris-

| tics that set them off from their fellows -in aéditiod to thoseGassooiated

Y»;‘ Vo

with goals. Both Dornbush (1974) and'Ogbqw(1974)Vseem to'have-ﬁade good

¢

starts in this directibn, Dornbeah by asking students_how well they be- -
lieved they were duing and oomparing that with rhcords of achievement. ,
and 0qbu by interview ethnographic methods. ‘

When we are able to detect these goal maladies and distinguish them
frem other causes of poor performance with which. they are oommonly assoeiated,
the next logical stet would be to' carry out experimenis in which attempts

W

of various types are made to gecure aoceptanee and internalization by the

+

student of schooliqoals in some subjeot, and consequences observed. Hu-

manity as well as qood scientifio prooedure demands that we inaure that ’

these qoala truly are important for the student bafokre convinoing ‘him that
f)

vl

w @
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they axe. 1In part, we can satisfy ouxselves on this point by choosing

subjects like reading and arithmetic which enter into such a wide variety

.0of out-of=school activities for evaryone that their value can hardly be

questioned. But we must also check with individﬁsls and groups important
to the student. If parents and faﬁil&-judge the goals to be important,

i# peer group members do (or, more realistically, persons now mature who>-|
were onos like pee‘ , if figures important in the »studont's neighborhood

and community do, then we can bo confident that we are not imposing a.

_ harmful goal. Ensuring that the student is truly able to accomplish tho

goal is impossible, but we can approach oortainty by ohooking the students'}
performanca. in other areas of life outside sohool. Unless the*student W -
shows mavked parfoxmanoo decrements in activities outside school === peox

group and family aotivities, ohiefly, but also simply living and getting

'around in his environment -~= W@ Can assumo ability to acoomplish school

goals. Even if the studont doos exhibit diffioultias outside-school that

~ seem traceable. to low mantal ability,.we need only set the goals lower

{nitially and gradually see how far they can be raised. ..

Too dominant psychological trsditions of research on motivation em=
phasizes intorporsonal intloonoo. I would onoouraqe future research to
oonoootraﬁe rather on olassroom and.scﬁool practices and policies. Tea~’
chazs aro often urged to establish a pexsonal rolationship with -each

studant, i part, at least, in hopes that tho student will thefefore pay

. more attaention to what the toachor says and does. ' In the early grades this

may be a valuable, even a nooessgzy teohniquo. But in upper elementary and
seoondary school, evidence inaioates that’ impersonal factors are more i

portant than teachor'pbrsonality orfothox personal characteristics of the

'2‘;

e
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teeguer, even in influencing student attitudes. For eXample, Kounin (1970)

//t/und to his surprise that personal charanteristic§ of the teacher were

lass important as detexrminants of student attifudes toward a subject and

of behavior in the classroomn 1partioﬁlarl / engagament) than impersonal,
tagk-related oharaoteristics. Musgrove and 'faylox (1969) found that Eng-
lish school children ratad teaoher;4/;:thods of teaching ( Sample iten:
"A good teachs encourages yon/ﬁé/work hazd at sohool“i'higher than teaohors'-;
pexsonalities or their methoé; of discipline in the etudents' images of the
ideal teacher. Such indications shouidfencourage inwestigators to.examine
‘ teacning'teohniqneeand prootioes_in aodition to (i Qo&id‘eéen say in pre-

farence to) the more affactively toned and interpersonaluvariables.'

School and Sohool-System Structures.

Schools influence on student Outcomes is, for the most n:rt,mediated
by classzooms and allocate critical resources === timo, teaohinq/learning
materials, facilitieg === amongy clessroome and teaohers. Schools or school

g districts school distriots somntimes set overal 1 student performance

- criteria in the form of external examinations or graduation requirements.-
Tuaohers performance is also evaluated at sohool or distriot level. Innp-
vations which affeot more than one olaseroom must be approved at sohool or

district levels. osten innovations originate here, though often, tco,
schovls lack the resources and meohanisms to implemont innovntions aeffec~
tively, lack provision for teachez ineervioe‘eduoation. and lack time and B
expertise for determining local needs and planninq.innovatione. 'sohools

mediate between the oommunity and the classroon. confliots'omonq teachers

and departments are odjuaionted at the school leval. Since each of thaese
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activities carried on at the school level influehoes'classrooms_in poten~

Eortant ways, schools have potentially ’ PR \fNVZ g
llypowerful though indixect affects on achievement. In addition to . PO

ey

W '

these indirect affects, schools may also influence_students.dirsctlf through"‘ ?

the climate ostablished.in the ingtitution, its institutional orossﬂ andi_

the priorities established among uctivities and goals at the school lovélgf
Although the most recent round of large=scale suxvey rescarch has

found much greater variation in achievement within schools than betwees:

\u

them, (Jencks and Brown,l975) this is not, in my judgment, redson to assume

that schools as institutions are unimportant influencas on students,--the

)

regearch is not at all.definitive, But it does suggest that research on

classrooms is more likely yield faotors that can be directly related to

Yo
*t

: measured achievement. I strongly suspeot that if the outcomas measured

~ *

were expanded, school effects would ‘also be found, though they would gen=

erally be smaller than classrodm effects. - <

In my judgment, two problem areas are important in connection with

knowledga, curricula, and goals at the school and ‘district level: tha pre-
ﬁ -
vailing subject organization of schopl ourrioula and its effeots, and the
|8

role of the school in mediating among different goals and priorities of

diffarent groups.

Nl

Various reformers have urged that we eliminate subjeots. They regret
the artificial divisions subjects saem to genora:. in the unbroken web of
human knowledge. Alfred North Whitehead put this complaint most eloquently:

There is only one subject matter for eduoation. and that is
Life in all its manifustations., Instead of this single unity,
we offer children ==« Algebra, from which nothing follows;
Geometry, fxom which nothing follows; Science, from which
nothing follows; History from which nothing follows; a Couple
of languagas, never mastered; and lastly, most aroary of all,




-

-

Literature,....Can such a list be sald tf reprasent Life,
as it is known in the midst &f the living of it? 'The best
that can be sald of it is, that it is a rapid table of con~
tents which a deity might xun over in his mind while he was
thinking of creating a world, and had not yet determined
how to put it togethex. (Whitehead, 1929, pp 10~1l)

b

Thay point oﬁé'ﬁhaﬁ the organization of krowledge and skill that is best

from a logical point of view, from the point of wiew of the scholar in the |

\disgiplines or the advanced practitioner of scme occupation, may not be

N .
- best als¢ for the neophyte, for *he requiremehts of teaching, especially

of ganeral as contrasted with specialized-educatiqn. It m;ghﬁﬁﬁe better,.
gome reformers:have a;gued,Ato.begin with the child's present needs and
interests and gradually buiid'tpward the logical structﬁre of subjects.
‘They have.devisad curricula that are orxganized agound such concepts as
"txanspoxtgtion"h"the city". "other lands and peéples" with various bits .
Aﬁd'piec?s of Subjects-ngught in as nedded in ﬁhe Undp;standing of theséb

familiar and iﬁpoxtant geﬁtuxes.qf the wbrlq butsidémphe"school.

i

Still others have‘critizad a subject organization as inherently con- (-

gexvative and almost céréainly out-dated. They point out +that the society,
social isgues and problems, the worlds oflhorkhaanof daily life ave
changing at a fantastic rate, while subjects, by their very nature leok to
the unchanging or slowly'ghanginq paét.' Just compare what is boiﬂq writteﬁ
and read today with what appears‘invEnglish courses, or today's mathematics
of computers and statigtics withfwhat appears in math courses and you wil)l
see the inavitable lag between subjacts“and life. | '

| It han been arguad that mubjp¢ts are of 1itt;1?§igect uge in daily Life
except to those few students who go on to become academics. Thqloﬂfort to

sd%tain other children's interest in this material'is an unnecessarylburaan

‘ . . f") l’g'
% . I
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on teachers and schools. ' 7 |
It is difficult, also, to Sccomodate themotﬁer alms of.gducation withe-

in the molds cyeated by academic subjects. Moral and value questions can

only be treated in a very_peculiar[acadamic faéhion. The transmisaidh of .

cultural and moral values and norms is made unnécessarily dit#icuiﬁ by the
_Qcagamic organi.zation and eﬁphabis of school curricula. The éubjects piace
too much reliance on purely cognitive, pure%y symb#lic matters. Théy,ohly
permit a’sﬁer;le} pala, weak cgntact with the acaggmic'g reconstructions

of :eal}cy. N ' | N o B

- It has even begh argued tﬁaggthg school subjecté are not well suited -
o devaloping intellectual ;bilitias{ ‘Kll wa give s;udents in academic
subjacts is factual knowledge. Subject datter.emphgsis encourages mental
passivity,.prevents trunsfer of knowledge, and fails t6 encouragebacti;e
use of what is écquixed, The tradigional teaching techﬁiqueé such a cux>

riculum favors are didactic. expository, pxehcriptive. and deductive ==

unsuitad to teaching students how to think. - !

Scholars have undermined the justifications for the subject curriculum
to a considerable degree. Piaget's work calls into quostiqgowhethop the
wérking; of children's minds permitsltheﬁ to atsﬂmilaté the'oﬁncepts ot
vtho.disuiplings. philosophers have questioned the assumptions #bout the ‘
humand mind and about huma; knowinglembodied in,Justifications of theé sube
ject .- ‘Polanyi (1967), for example, argues that public,
propoesitional knawledqu of the sort considered by philoéophaxs'rests on an -
unarticulated basis of tacit, personal knowladge, and Ehah we negleét thig

moze basic £orm of human knowing at our peril. Studaﬂes'of intellectual

history point out that the current set of academic disciplines did not

“;38 - B . ‘ B
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exist a century ago,; that each discipline has a unique and checkered his~

tory, that the development of these diséiplings may be a part of a peculiix
historical moment ané may serve purposes of which tneir members are on}y
dimly aware. It an be that science serves primarily the £unntion of |
-inducing acceptnnce of a worldview and metpphysiqs gpnqunial to nn ighua-
ixical and cecnnological:nociety,‘;usﬁlas the teaching of theology once '
served to strengthen Eunopean thendxacies. hnbhropaioqiéts stréss the
formal comparability 6f the knowledge represented in many cultural systems,
most of which have nothinq comparable to disciglines. :
| And yet, in spite of attacks from all sides suatained tor more than

a cpntury, the subje‘t cuxriculum survives in colleges, universities,‘and
1acondary school, and doas not do too badly in elementary schools. ‘Only in
lpxe-school and prinaxy programs is it snbstantially challanqed by an alter~
native form of - cu:xicu}ax oxqanization. How has it managed to suxvﬂye?
Partly because-the qaselzox it -has remained convincing to 80 many. But
mainly, I think, because it is‘ﬁqnbﬁional. §ubjocts perforn,so mngg 1pf
po:tant,functions in so ‘many fnnéélung~corners of a diverse and ili;cooxd; |
inated enterprise that they provide almost the only integration and’;onn
vtinuity the enterprise can exhibit.’

Q& “Considér :he {nportant’role played by achoo}@subjectn in the f°11°wing -
aspects of the operation of schools: -
-Within schools, time and space are allocated to subjects; students are
assigned to study certain subjects in cortain placas‘at caxtain tim«u.'
~Facitlities, such as laboratories, gymnasia,. art xooms, etd., axe assignea
by qpbjoct: 80 are supplios and matarials, “inoluding tnxtbooka.

~Frequently, teachers are organized in departments based on subject matter.

L]




~weaﬂhars are hired and assigned to teach on the basis of their subject
mattex qnalifications.

~Decisions to change curriculum or teqching methods are often made within

i

subjects, as when the math teachers deeide to change their text adoption.»
-Students’ pexfoxmance is eyaluated on a subjectwby-eubject basis.
-All course. offerings must fit'within a depaxtment in secondary schools. .

,and éolleges; thus, additions to the curriculum are made with;n a fxame;

set by subjects, - ‘

~Students form attitﬁdes towaxd sﬁbjects; on the basis of‘theee attitudes
(in paxt) they judge their £itness for further study and for jobs xelated

to that subject.

9

-For many ‘teachers, tbe primary attxaotion of the job lies in the opportmnity
it gives them to deal with an interesting subject.

Outside the school,

~Teachers are prepared and certified in a subject.

~Textbooks are.written and pxoduced in eubjects. ‘ ,'

«Graduatior requirements, college entrance requixements and the like are
exprassad in tarms of the completion of study in certain subjects. -
~-Teachers are otgenized in part by subject: many professional journals for

teachers are published,by aubject matter asgsociations.

Any one of theee tasks could probgbly be eccomplished without reference to

‘any school subject. But is there anothoq single basis £ogqaccomplishing

all of them? If there should be one that I cannot imagine, wauld it achieve |

the agceptance pfvteaoher educators, texthook publishers, university entrance

axamining eommitteea)'bohool districts, and the other agencies whose inter-

locking efforts axa)ﬁeede& to make a mass system of education operate?

.il) | o
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In physical science, whon a system is held in a particulax state by

. the actien of more- £orcea than are noadad to keap it there, the system is

said tg overdatorminod. Subject ozganization of curricula is an overde«.

te:mined system. - As much as I sympathize with thany of the . complaints

~ about subject orqanization,_x think tho,attempt to undermine it is mige

piaced. Efgbrt woﬁ?d be betﬁer directed toward.makinqithé system more.
s£lexible so that: featuras of the cu;riéulum not really maﬁdated bg subjact
orqaniiati¢n but jhs;ified that way could ba replaced. |

- An ;mportant chapter in the histoxy of Amexican cuxriculum rveform is
the story of . repeated attempts to displace the subjoct cuxriculum with

other. more flexible schemes, These attempts have been successful only in

_ the kindoxgarﬁbn, premnchool, and primary.gxédes. Temporary successhs

li\ave heen scored in certain institutions at other levels, but these have

‘rarely spraad to a significant proportion of public sohools. and have

frequently not lasted a qenagatioq,

Experimental compaéisons betwasn the mﬁre'prominent schemes and tra-
ﬁitioﬁal instruction have been carried out, but~i§conéluaivoly. uThe chief
cbstacle to a usofulfcompazison is‘iblance&of agreament on a ynxdstick of
results. °'If subjoctwmattox achisvement is takne as the yearstick. and 1£
data are cellocfed and treated in such as way-as to make a sensitiva com-
parison, subject-matter based curricula win. ‘(Walker and Schaffarzick,
1974). 1£, on the other hand, measures more directly related to what is
taught and studied in the new program are used, the challnnqcrfwini. When
both aya used, each wins on its own tuzf and laymen are left to dacido which
rnsults are most important =~ thoy almost always opt for subject matter

aahiovnment. An additional problem ocouxs when we attompt to compare

3 o '
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:rpxoqramu pu:suinq a rolatively naxrow raﬁqo of goals with pzograms pux-

. ,suinq a bxoador ranqo. :t wculd be unxaasonablo to expact as much 4dvanco .

on sach of a 1axgo s.t ot goala as ‘on a much amaiinr set. So any comparison “""Z'if
- on a feow m;aauras favors a narrowly !ocuscd program purauinq a few ralatad |
. _ goals ~-- most aubjoct curzicula may bo 80 chaxctorizod - whiln any come
pa:ison on a largo array of moasurns muat bo very well daaiqnod it it is
A to dotect relativoly small gains in timo intexvals oz a year or 108:.
Fox all thesa zeasona, I would be lklptical of tho value of :eaoarch | -
into altexnativnc to the subject cuxriculum. I would recummend suchva 9 ] *

< ‘

spudy only if:.

- e o e e g e e

a. the hew basis of organization could be shown capahia of par!oxming ’
ail or most of the critical functions pertoxmcd by subjects. not just
.one or two of them. _ ’
b, fho}qbals pursued by the. new program gverlagpad substantially with
*'thosi pursued by txaditional subﬁoct~c¢n£oréd pxoqrama. 8o that an .
interpxotablo ccmparison of ouhcomnn could be made.
. tho altoxnativc baain oi organization al:aady'hao 80 much suppozt
. ; that ita pxoponants will put it into practice anyway. but would :
othoxwiso not be ablo or intorcatcd in mountinq reccarch to compare
o ' effects with subject curricula, )
Even undex these conditions, I would suspocé that such research might be =
oz little practical valuc, chauso simply cannot imaginc the political _3' .
uituation that suppoxts the subjcet curriculum boinq upoot by . research

!

The difficulties involved in annallinq the effects of different cur= - ‘

are highlighcnd 1f we contrast present scadawic and vocational curricula.
ricula, “Thrse two programs involvo students in uuhntantiaiiy different

 results of any but the most startiinq kind,
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,couxses'and,activitiss over shveral yeaxs. If surzicular differences make

a differonco, suxely it should show up here, The ovidencm that exists tends

to show that the academic curxiculum produces superiox testad achievemsnt.'

- In addition, chances of a student‘s getting a collage education axe much

grsatax in the academic cuxriculum. (Shaycoft, 1973) Evsn whsn statistical

corrections are appliad to correct for different academic ability or socio- .

econcmic status of entering students, academic curricula stisl pxoducs more’

students who enter and complsts collsge. Fuxthezmors, studias indicats that

gxaduates of vocational programs do worse than graduates of academic cuxri-

cula in the job market. Very few vocational students get jobs of the sort
they train for; few even en*er the same industry. .
And yet the question of the relative benefits of ths two cuxricula are

X
not gettlad among invsstigators nnd seem: hardly to be raiged among policy-

\ _
makers., Until oxpsrimantal comparisans with random assignment of stugents

to cuxriculn and believable outcome measuras axe cundusted, we canno. ex-

‘pact the 1ntellectua1 issue to he yasolved., (I doubt whethsr'it would be

“rcsolved even then.,) And the practical issue sdems to he more a mntter sf

powor than of 1dsus‘ Aside from the trend toward enrollment of a greatar
pzopoxtion of young peopls in school, -the most marknd and longest lastinq

*

txsnd in the Amuricnn sosondnry school has bheen the trend towazd more pzac-
tical or vocational offerings. .

Practical subjectu JAre conglomerations of the knowledgs and skill
nqeded to practice some art, craft, occupation, or pxcfasoion. Acccuntinq.u
for . example, i3 a modoxateny ssmplox akill requirad in all bustnosses. It
i3 a zelatively unitied system of skills. Home economics, on the othor

hand, is a loosy collection of skills and knowmaaqc helpful in mannqinq a

¢ ”
. ' Iy ? "
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‘houaahuld und family. .Whuteuor unity practicalclubjects hava comes not
" from the intellectual structura of an academic disc*pline - although in
~such advanced pratticdl subjacts as enginearing, this is nearly true -
' 4but from the intarrnlatad demands of the practice of tHe art, Sraft, occu-~ .
pation, or profession. o T Y !
Thesp.subjucts'constitute the closout approximation §et devised to
-an alternative to subjgct matter as a curxiéular orgauizing princuple.
'Just as'a;utadumic subject takes kncwledgu from a cluster of relatedil

“-

discipiiues an@\sha9434it £ot general.ndutation, JB a p;actidal subject
takes knbwledqa and skili trom a cluster of a reiated arts, crafts, occu-
pations,'o: professionu; I think we must regarSOtational-curricula as
genaral education p:ograma, ones thac introduce students not td an oc- -
cupaticn alone, but to a rango of important social roles, including job~

relatad ones.

One might even imagine constxucting an entire tuxriculum of practical
subjedts. Suppose,for oxample, we glanced .at a master list of occupations
and tried to construct 1.0 or fewer *subjects' that pxetty woll covered the

'knqwlcdqo"requirod for theue, and constructed a series of goneral.eduo&%

tion 'courses' around these (recalling that we are gofng to craftily design
~ these courses §0 .as to maximize stu&nnt enqagement) Matovial in home aeco~
nomics, hame-and-tamily Livinq,'personal cconomics, and similar. courses 4
would introduco students to fmportant social roles other than occupitianal

roles. ’ *.

While I think it .is dutile to. inveot much in the search for altorna~ v
tives to subjects as the orqanizinq principle of schosls, I think many oc the
critiolsms of subject orqanizatiun are justified and can and shound be
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fact, rnpiesoﬁt evolutionory trends toward other bases of curricular organ-

- facts we knéﬁ. All'éuxveys of Americans' goals for public educatipn re-

' truggles on behalf of those who place these three ha:ur'funétions in

“

. .y

ame.iorated. This can be dofia-by ruorganizing,tho activitiés within coursoo p

in the various subjoctc and also by obnerving the form of subjoct organiza-
tion while in fact ozganizinq courses on bases othor than acadenmic sub~.

Jects, Both.procoasos have been in opdration‘for some time, and may, in

- .

ization. ' o v

. oD

)

The bland, idealistia, and all-encompassing statements of‘officgal : .
aims and bhilosophy found in every schooL and d;strict imply a consghsus A
on goals aﬁd priéiitiqs among them thaﬁ simp1§ does'pot.sanre with whq&
veal a bewildering variety. Downey‘(ISGO) synthesizéd these into four
major groups: intellectual. social, parsonal, andyproductive. If'sscial
and productive are combined into a single category we have the traditional
triad, student, knowledge, and society, recognizaed as determinants of

schoolinq. Much of tho politiasdof school zeform can be intnrpreted aa

_different priority. The cqnhributioh of sahooling‘to each of these areas ’

must saéiéry those among{thé public who holébthis function in high esteem “
or face, ;t £ho least, fosg of sﬁppo:t from these persons. Sch§olc. iA'
othnr’worda}'havevto covar three very iarge bases. o
Schools. must therefore finction in a'social envizonment that expects
sovaral quire different aorés of accomplishments, and shifts its emphasis |

ambnq these different goals nnpredictably as public opinion, socially sig-

. nificant oevents or trends in the society, or, politiaal vealignments ohangc ' :

the power and 1n£1uonca of groupa advocating difterent prioricies. To
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function in such an environment is a constant test of any public institu~

tion ‘g stability and responsiveness._ How can gchools function when so
many conflicting, fluctuatinq demiinds impinge dixqctly upon teachers and
'admdnistrator;? How can schodl‘statfé reaéh.agreoment SA institutionaL
goals if the community is. divided? How can teachers remain £irin in insis-

ting that students achieve officially approved goals when everybody knows

AN

thqt priori ies may change at any mement with a new boaxd ot education, a
changa of administxation. or even. with events of the day? How can we ex-
pect students to take their insistence seriously when othaers whom they

~

569pect consider these.gcals.unimportant?
. Prasumably, when all the important influences on a,youngster are of
one voice on the matter of what's important. the youngstor is more‘likely

_ to accept this verdict and benave a-ccqrdinqu. When the important in: |
fluencnn urge different goals or sﬁandards £ox'tne youngéthr's_behavidr.
the likelihood of his encountering some sort of problem is increased. .If
“the ynungater'clenves to one of the contendinq partieé. he must contend '
with tho hostile efforts of the others.\ If he attempts gome sort of accomm
odation, he may fail to attain it and suffar vaxious perscnal and social
i1l effacts, If he does reach a satisfactory accodmodation, he may theraby
make an 1mpnxtant"cont:ibntion to the society as well as éé:niéfaﬁn,wélln
’boing., It is not entirely clear which nituagionvis the mure difficult for
a youngstar to face or which has, on balance, the hore positive outcomes.

A monoiith&c social environment hag its drawbacks and presents serious
prnblems ko anyone who must cope with it; Nevorthcless,vﬁa can ask the ok«

jactive question: what are the congequences of placing a youngster inva'

situation of consensus among important referance groups as conﬁraatnd with

36
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placing him in & situation hware these reference groups disagree?

I would not -axpact to find a clear or useful answer .to the question
put in this bald form. Too much depends upon the deteiis of the situation.
and upon the contest, the youngster ] early upbringing, the family ‘and
neighboxhood situation. the cultural traditions extant. ~The consensus to
which an Amish youngstex is exposed cannot be lightly compared to the con-
sensus in a neexby ruxal, p:otestant villege. nor to that of an isoleted
' Appalachian community or a Navajo raeservation. Fu;thermcre. what we may

pexceive as disscnsus. may. appear to a youngster as options or alternatives,
'voffering a degree of liberation or as sources of tension and conflict :~
to name only two of the simplest ways the situétion«could be congtrued.
Bacause of these situations. I would expect particularistic methods.
case study, or ethnographic,procedures to hold the graeteet promise of
progxess on this problem. The central problems, ic eeems to me, are two:

how does’ the presence of competing ideals or norms among impottent reflarence

1

!grcupe influonoe the students' allocetions of energy. attention, and time
and. subsequently therefoxe. outcomes: and what are the personil and social
‘consequences of having to cope with this dissensus? In both cases, other
a;ees of life where .the youngster does not have to cope with‘competing~ideels
oxr standards could be used as'contrels. In addition, communities and cul~
tures could be gtudied comperatively in this respect. Since it is unlikeiy
that knowledge qeined from ¢his sort of etudy would enable ug to remwe con-
£lict wheze is. exists, ir that should pxcve desitehie. oy introduce it where
it does nct. cmpheuis should be pleced on studying how the ehccol and
community cculd most conetructively cope with both situations.

Moat schools show a £air1y welle~defined utatue hiererchy among their

\.Il‘
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. various purposss. A secondary school in a woalthy suburban communi.ty

_ emphaaizes col ego entrance as its primaxy goal. w1nnera of scholaxship :

contests are postad. Administ:ation. teachers, and school board membexs
celebrate if thoir school ge¥s more winners than neighborinq schools or

nore than thay got last year, In another school in a rural area, the

aqricultﬂ:al program may bc the community's pride and joy. In many com=

munities sports and related extxacurriculax activities have high gtatus

_and rocoivo a 1arqcashaxa of the school's and comrfunity’s resouxces.A Gen=

erally speaking, a schuol's status hiernrchy will be complex, with many

ditferent purposes represented . in various ways at various places in tha

<

hiezarchy. B R 0

¢

To what extnnt and. in what ways do disarepancies between the purposes

w

formally embodied in the cu:ricuium and statad goals of a school and the

purposes implicitly emhodiod in the schooi's .status hierarchy and informal

- oporations affact achievemont? This question has received considerable

attention in recent years ufider the lahel ‘hidden cuxxiculum' Beginning -
with Dreebon (1968) , ‘& number of inv«stigators havo pointea to the unques-

tionable fact that schaols exhibit regularities in the behawior of students

and teachers which are puxpos.ful and £unctiwna1 but which ara not formally .

acknowledggd as part of tho official cuxriculum. ' For. example, students -
elementary schools must heJholpod te iaarn such norms as indopeﬂdence,
achievement, and universalism. The practices of élementary scheols can be
shown to exemplify and rointozéeﬂtheso norms, evan though they appdar in ﬁo
study guido or curriculum statementl Inkeles and Smith (1974) sugqast ‘that
the hidden auxriculum rathar than what is formally taught ¥5) sahools may be

the major factor rosponsiblo for the school's contzibution to mudbxnization

5 . :3f9 , o
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in dovolopiag.oountxieo. Form may be more important than subgtance in
school pxograma for both academic: loarning and for such important non=-
intellective outoomoo asg moral commi tment: (Bidwoll, 1973)s
| Quite obviously, this line of thouqht has important implications ﬁox :
;rosoarch into the oonsoquonces of school organization. But sinoe it is
;reatod moxe contxally in othor papers in this soxies, I will simply
givo it this brief mention in this paperm I would oaution only against a
tendency to see the formal ouxriculum and ‘the hiddon ourrioulum as mutually
oxolusivo and exhaustivo oataqories. The argument offered by .Inkeles and. ;’ ;j
Srith, fo: example, is simply that it is implausible to suppose that read-
ing, writing, arithmotic and the other contonts of the formal cuxrioulum '
produce modernization they obsorved, 80 thorofo:o ‘the hidden curriculum
i must beé rosponsible.‘ This ovexlooks the posaibility that it may n§3. been -
. due to lnss obvious oonoomitant outcomes of the formal ourrioulum., Maatory
of arithmetic, for example, may givo a st&dont oonfidenoe that the world
is more comprehengible than he and his family may have heretofore supposod.
. Learning to xoad may give a porson a greater sense of personal efficacy
in othor areas of life, Asaignment of oausation to the hidden curxioulum
should involve positive evidence, not simply the:'elimination' of the formal

curriculum as a cause,

'Sohoolinq Systems ahd tﬁoir Socleties
Scheooling and its effects, cannot be undorstood in isolation from tho
laxgor social processes to which schooling oontributas and in whioh it plays
a part. No form of schooling is good in itself and no met of effects of

8chool may be considerad good in all ﬁituations and undex all circumatances.
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ﬂ' Rathex, Soth'axe good because o£ theix fitness to a way of life; ; mow ¢

- of human existence, a condition_of‘hunin society. éuch,'et least, is the-
coneensue of eduoetionu,‘philosophers sinceixiatq.
| Thxee problems seem most important at this largest scale of thought:
‘What is the nature and magnitude of schooling 8 contribution to socail
welxare? What role does schoolinq play in the production, dissemination '

1

and use of knowledge in the society and the world? How may schooling

¢

.systems be manaqed, governed or controlled by the soécieties they serve?
Conventionel wisom portrays. schooling as an agent of uocial mobility.
“ This view is supported by the findings of major sociological studies of the |
'American occupational and social structure such as Blau and Duncan's | ' ' ‘
. (1967) classic study. Recent students seem moze cautious. Sewell and
Hauser (1976) sound the typical note of peesimism. ' =
It is apparent £o5m Sur ;nelysie that the path to high occupa-
ticnal status is through hicher education. . Higher status
_.'familiee appear to make most use of this routr. perhape by pro-
.vidinq the genes and the stimuleting environment that reeult in
. | ~ superior cognitive ebiliuies and schcol performance. (pp. 23-4)
They also note that thei:,roeulte showed. "a modest amount of direct statush

inhegitance".

In'pext. the problem here is whether the glese is half-full ox half«e

empty. Just how much contxibution to social mobility should the echool

be axpected to make? If we expect schoolirey to bidng ehout such mobilitqh
that the child‘e occupation and etatue bear no zelation whatever to the

p;xente‘, then':ohooling ie railinq us. If.we are'entissied”when schools °

‘4(2 ,
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on schoolin's contribution to social welfare. There is-the<question of

'schools did not confey suoh dnsparate status on individuals, and make the

disparity seem legitimate, the argument

' all:cation theory ««« maintains that schooling 8 impact on society comes

- the line of eqegment aven £uxther, to something he calin legitimation
of kndwledge as extant and es authoritative‘ ‘defines categories or persons o

- authority', and 'validates both elites and oitizens‘. (p. 68) In ehort,

permit the moet talented quarter, say, of children of'lower status parents
to advance beyond tieir pnrente‘ station in life, we may be reasonably

content with schooling's contribution to sociel mobility.

~

N

But there ara more serious grounds for disagreement among specialists

the scheol's wola in maintaining the hierarchical structure of status and

power what is called in European literature, social reproduction, If

¢

-~

goes, a hiexarchical social end occupational structure would heve greater ’

difficulty pexpatuating itself. The extreme version of this. axgunant ——

!
predominently from its xole in assigning adult success to students on the

1]
o B

hasis of the duzation and type of their schooling. Meyer (1977) extends ¢ -

’
e A

4

theory, which maiitains. that the system of schoolinq ‘defines certain types

who are tc he treatad as possessing theso bodies ot knowledge and toxms f
for legitimation theoriets, what is tavght in schools is essentielly irrele
avant -« it might as well be pushpin as poetry. What counts - is not the ¢

substantive knowledge and skill convoyed but rather the * aqitimaey of the
status cornferred on the -graduate.

Thia issue seens som°m°n‘°"° that we are inclined to think we must 2 C
rasolve it before we can 3usti£yldttnnding to any of the more detailed
prcblens posed earlier. Egalitarians may well ask why, if schooling




oantributos little ox nothing to social mohmlity, worxy 80. mnch about
whethor sqhools are pxoductivo and efficient?. Ultimata questions are
'doceptiva in this way. 1f we allcwed ouxsalves to indulge this attitude

P

. wholhaaxtadly, we would dxop everything unti the ultimate meaning. of
‘life had been dotermined.

L]

I doubt whether at the prosent time we have. the ir“astiqative capa«=
bility to resolve these disputos; I doubt whethex thoy ara resolvabla by
facts of any kind: I therefora do not think research-into this issue

vshould have a high priority. It seems to me extremoly likely thateduca-

tion's independant contribution to any one overall society-wide character- ‘w )

istic --= GNP , social mobility, consumer price index, some hypothotical

" index of political well-being, or a’ global index of quality of li£e~-ia

aqoing.to bo small ccmpared to all othex factoxs also influencing the index.

To snarqh for these small increments with current techniquos is roughly v

like seeking tho structure of DNA with a hand lena.‘\ .
In any event, what mattors, or gshould matter, is the relat&ve size of : '\\K

‘the contribution nt education compared to othex colloctivo actions we

might take. It is migsleading to compare education's effact to the etfqét

6£‘£am11ybbaékgxound, for oxample,.if what we want eb know is how we can

1ntorvone in the social situation to improve it.. ™o answer this quection \"

we shnuld compare education to other possible interventions. Obviously, }

corparing two miniscule quantitiea,is technically even more di!fioult than\ \

detecting either, ‘ ‘ ' ' oy 1 C \\,
Furthermore, the size of education's net inflvence on some society~ : \
wide index i# a mislesding neasure of its importance to the society., In' A

many cases education presses on hoth sides of the scale., For example,

12 SO




the same educatior that may.make worker § more productive Jiy also make
lthem more aware o theix political rights and more knowledqaable in pur~
suing them, potentially leading to settlemants with employers that tond to
reduce nét productivity. VHighoz 1evels ot educatipn m;y tend‘to incrgasa
.overt conflict in a soci@ﬁf if partieslwhoii interests conflict are en-
abhlad to ses theix intorests more clearly and £ight for them mora effec-
tively. Larqa scale social suxveys oversimplify. Ensuing academic debates
inﬁimidate policy-makars and leave them with the impzeésion that education

has no important effect == how could it if we can't find hard evidence?

The nature and quality of the arguments already advanced in the dgpate,\

leave sérious doubt in my mind whether ﬁhe digputants or their audiences
.,yiil be pe¥suadad by avidence of any kind.
Hyman ot al. (}9752 show thamselves.éilling gS“;écopt,trivia as stand-ins
for 'the endnxinq effects of aducation's Allocationists and ldgitimation'
theorists such as Meyer (1977) traffic in spocious contxaotw beewoon ot~
pertige and the credontial that certities it, acting as if it makcs no
-.diifa:once in scciety whather doctors can heal or chemists manipulata com- '
pounds if only thoi:“sheopakinl say the right thing. . Research results will
" not be £im enough to withstand the pressures of politics heze. '

' It ‘any :csearch is justifiable in this domain at this eimn, it is closo
;nd areful txacinqs of the relation batwaen demands ot.specizic life
xﬁ{ﬁ: anq particular scﬁool learnings. We nead an idea of the many ways
in which school learnings cén enter into paoplo'sllivoa out of néhool 80
that we can datermine the.extent to whicﬁ they in fact do 80 enter and

prove vaeful or not.

and the like paoplo g lives are making on them go that we wan dotorminc the
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Defenders of schooling such as .

We also need to know what demands zor knowledge, skill,
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gap between what sohool provides and what people need. The net affact¢fall

these oontributiona on global indicea is less important,

We should expect schooling to play its most substantial role in that
subgystam of modern sociotias regsponsible for producing,_distributin and
- using formal or organized knowlaedga, what is somniimos called the kPUD
(knqwleége production, uti;izatiop, and-digsemination) system, or 'the
‘ -knodledéo indusgry'. Indeed, invgpéigatorsltnachlup. 1962,'for oxaﬁple)

do find education making a key contribution to the production and distri«

. ~p .0

bution o f knowladge. We dq not know, however, whether thé aéntribution is
as g:aat'as it might ﬁo it other inskitutional arrangements than.schools
were employed for this purpose, or whether the systom 3 results aze on
balance good for the gsociety, or whether its bonofits“;;e distributod as
equitably as thay might be. Some of the more important questions beiny :
raised in connection with the school's contribution towknowlcdge are really

' questions about knowlodéo'hpre than schooling; othexs concantrate more on
. _ il

.

the school's role. r | |
Knowiadqo is not dircat;y observable; wd‘intex'it_qQ)m a person's w ’
actions., But infaerences depend upén assumptions, usually unstated, often |
unconscious, on the part of the chserver. Thus th% éknptib always has room
" for doubt whoehor anyone .knows anythiﬁg. A thb§bughgoiﬁq aocialoqicsi
skepticism doubts whether knowledge is ever more ehan a status conferred on
what scne peoplé are able to do to mako it seam more wozthy and difficult
than what others can do, Thus the sohalax's ability to translato a Sanskrit
manuseript is called knowledge, while the poanant'u ability o eke out a

lving on meagre resouvces 1a not., Linguists maintain that all lanqunqcn

1
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are essentially equal in difficulty or complexity. Sociological and an-

thropological invostiqatians o! so-called 'primitive' cultuxes and 'back-

ward' subculfuros.seam always tc»regurn findings ‘of aurpxisinq comploxity,
baauty, and nobility in boapla's 1§vwitogotho:. Perhaps, then, the socio-
logical skeptic reasons, . all cultures, all igciotios. all human groups
exhibit Sohavio¥ that ias as intticatoly pattorn-d, as well-suited to its
authors' situaticn in life, as worh;y of study as any othors' And why
not diqnizy these behavior patterns with the term ‘knowlcdqo’. even if it
doas not correspond to our possibly ethnocentric dofinitians?

Wwithin a sinqie complex gsociety in a modixn'tnduqtzializod nagioﬁ we
can find many subcultures and intaét social groups who soem'ta'stand in the
same ralation to the official, mainstream of western culture as other cultures

stand to it. Why not extend the reasoning to them? Perhaps members of all -

.6ocia; ciaasds posnoss"thoix own brands ot'knowlndqo'. 12 s0, the know~

ledge xecognizod as guch and purveyed through. schopols is only a selaction,

ard a biasad solaccion, of the total spectrum of knowledge extant in the

entixolsocicgy.

The central questicn hers is not, as it is usually staca&, 'Séw Knowe
ledge i3 uocialiy'désin«d‘. but rather the ‘relative value of dittoron; forms
of knowledge claimed by different social groups. The provailing viow in
wiitorn societies is, of coursa, that the. formal disciplines of modern
science and lchola:nﬁip :.p:ucoge eho-opitpm« of huﬁan knowledge for all

paxsons regardless of social origin or social group membership. - Is it really,

,or i this ju&qméné sinply ethnccentzic?l How could we ever Lell? e can

tell what values people do in fact put gh different bodies of knowledge,

dsing market values or other tyadiui 'aliy accepted indicatn:s“og genazal
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social value and estoan, au£ this will always show thoﬁ§alucs of the demé '
inant gyxoups in that soaioty, and the chaxgo boinq made is that these dom- |
inant qroupa overvalue the kncwledge they clatm and ¢ova1uo the knowladqo .
olaimud'by other qxoupn. what would seem to be nocdud'to resolve the
quoution is a dotormination of tho objective potontial value o£ vnrioul
competing types and vorsionl of knowledge in all the soaial situations

whezre such knowlidqo might play a role. I do not seé how research could
‘sver supply what is noadod to rcaolva thofqnostion.though porhapl it might
advance tho level of debate scmewhat. Ultimately. this is the soxt of

issue that is settled, if at all, by the aoprt of publiq opinian.

At the pxocant time disputants on both sides got away with g:ons
ovorsimplizicntions. Defanders of modern Western knowlodqo point to sclence,
the harder the better, as evidence £or their case, while 1gnorinq the more
pl&usiblu examples used by critics =- histary. anehtopoloqy.ktho social
ac&oncoaf the axts. The few really careful comparisons of modorn Wastern
knowledge with otharlvoxsionl.&chton(1971)¥ip an outstanding example) shcw
surprisingly and ébtroékinqiy mixed roauies.and.mako the issues seem tuch .

subtlex and more 1ntorolting than thc polemics would 1ndicato. I£ research

“on the general o££i¢§cg‘p£ knowledge in & society is waated, I ctroualy urge

that it treat detailed, specific realns of knowledge in a careful, dome
paritive fashion, in the manner of Horton's work. | ?

) The othox line of attack on provailinq conctytionc of kaowlcdqa
accepts the validity and importance of-knowlodqo an undoratooa by exporhn~~
advunaod practitioneys of the various disciplinon wes but quostions whoﬁh.z
what tho nahoai purvoya is a !air and ‘valid samplo oz this knawlodqo. This
luve of thouqhh speaks of what is offered in lchooln as 'uouialiy ‘orxganized

:1{,
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'knawladqo' Zvounq. 1971),. and traats the school curriculum as "just one

oﬁ the mechanisms by thxough which*knowledqa is socially distributod'"
(p.27) This line ot thought enphagizes the hiararchical structure of

wnowladgo and asks about the relation betwuun this structure and the laxqar

‘social structure. The charge is made that school knowlodgg 1s_fabstxact.

highly literxate, 1ndividualistic and unrelated to non;Schobl'knowlcdge"

" p. 38);, The ‘school is seen as "maintain g the eacial ordor through  the

taken for granted catngoxies of its suporozdinatcs who .process pupils and
knowlodgo in mutually contirminq way." (xeddie. 1971, p. 15€). "Tue ahility
ta maintain these categcrios as consensual. when there ars among tha clients

in school confllcting definitions of the situation, resides in the uneqnal
distribution of powar." | P
+ The foﬁco of this axgqument: dépendg on a £a§tual.quostion -— the simi-
;aritiosoand~di££exencca-béﬁ#een schdol knowledge and that oxﬁant among -
various soc;gi'qroupl outside schaél -~ and on a non-factual question ==
the rclatfggigk the kncwlcdqe puzvuyad in'sohccl and tﬁa knowledge axtantj
nlaowhor.. The factual qpostion seems not to he contxal to the disputo.
Few would maintain that: schools t-.xy to tn anh tha 1mquaqo usaqu eharacr.oxist:l.c
of ghoir local compunities, tho.music to be found on local radio stations, -
the prihciploi\o! qovc:ndint actually oqcéatiﬂq in loéal Jurisdictions, and
the like, ehouqﬁ scme advocate th;y should. On the other hand, it is lik;ly,
that even local citizens attach more value-to schooi knaneago than to
nonnochooi knowledge, and the question ;z the gbjocﬁive zoiht&vc worth oy
the two (or qora) fpxms of comp&ting knowlod@o 1naa§ondcn€ of the zacedzs

in the social situation tha’; account for the preasent dominance of the one \

“is an intimidating challenge to research capabilities,
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. AQain. I think th. most pxofitablo approach to inquixy an this
quo-tion is to trace 1n dotailod. speaific, axplicit ways the spocific

 benefits of alternative campoeinq fozms of knowledge ==~ in this case, ..

- échool and non~school :ormaéf;and leave to individual judgment the question
of their relative overall value.

A £1nal impote&nt and neglected problam inconriect 'n with the dibtri#,
bution of knowlodqo is that of the availability of learning opportunitiea,
esp.cially raqional and social dit:o:oncns in the awailability oﬂ intro- .
ductory lau:ning opportunitios in and out of schnol.

Children who grow up in more remote communities may find in science
couxsoa. say, . thcgry'livo' 6ontact with science. (The same could be said’
£or art, literature, drama, maxhematics, foreign lanquagoa, hiltory, munical
performanco or compositiond,...) It was 30 in the small wbst Virginia com=
munity where I grew up, and it is so today for many child:.n thrcuqhout
the country and mo:. so for children in many othey 1§ndn. Despite fashe-

ionablc ﬁilk about tho ﬁnny other ways children learn cut of schocl.and'

Vo dospito the reality that undoubtodly lies bnhin&,this talk in samn homes

and scme communit;es. achool runaina the only 'live' exposure to many realiu
"b# human knowlndgo and endeavor for millions of childxon.

Large schools on ablo to oszor a greater var&oty of ccuza-c than
, $mall ones: I% is likely, thouqh not proven, that achoola in cammunities
whcxo the awiraqo o% education 1- higher will. otfcr a grcator vaxicty ot

moxe advanccd academic courses. Schools whorm pex oapits expenditure 1:

hithz should be able to offer & greater vuxi.cy of vocational courses and

lqbozatory eauxnou,_cnuraol whose cost is greator than standavd’ covsses.

Eloctives-fiay be mora ‘avaiiiblo' eoicomn students 15 a schaol than others.

.
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'miy be important,

1)

Some elactives have prixoquisitgs; some require a teacher's recommendation:

where enrolments ave limitad.-oxiteria such as grade-point average or
pxovious grade in the subject or scores on aptitudo tasts may ba used to

screen applicants. Ihformally. gstudents tend to elect ccnxses where their

friends and others "like mo“ enroll or have enrolled. Counselor's advice

-4

Various extraneous chiractexistics of courses can make

them attxactive or wnattractive to ditferant students. Fox 311 theso reasons, -

PR T f’b .

then, Qimgly having a course ligsted among the ofte:inqs does not constitute '

“availability“ in any realistic. sense of this texm. It would ba of great .

1

value to know truly how available varicns/courses and subjects are to

students having vaxious family backgrounds. ethnic affiliations, living in

<‘

various naighbo:hoods, in rural, uxban, and subuxban conmiunities of various

S
¢

levels of wealth, and 3o on,
ke

This problom should ha studied in relation to the oppoztunitics avail~

K2

ahle outside school for loa:ning the same. or similar things. It is one .

:hing when qchools offgr no cqux;os in music 1@ a community where chuxches,'
recreation depathoné, private indi&iéuala_anh commuhity orqanizationiz R
sponsor musical 1nstructiqn‘£zeo'or{it an affordable césta‘;t.is something
altogether different wheg a school offers no music in a community that offers
few othex cppoftunitiés to leazn'it; “Also, thiévproblcm,shdﬁlq_bc sgudiad
in relation to the pxoferoncos and aspirations of the commnity. T

!

community may be willing to £oteqc misic in favor of scienco, or languages,

Ono

or art facilities and 1nntxuction. or, the community may have its own ideas -

about the kind of music it wants its youngsters to learn. The slgniziaanco

of few or no school offerins in a subject depends upon - the community ] pox-'

" geptions and attitudes toward the su9ject.

! } A
" ! Y
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Whataveyr may ba an individual's oxr a social group's atiitude toward

~school knowledge as comparod with other kinds awailable elswhere, most .

B

of us would still prefer to have school knowladge available to our ghildxen
as an option, at least. : -
The United States an& England are almost alone in the world in main- i

taininq pradaminantly 1acal control of schools. Centralized national

_ systems of sducation are the rule. But even in a dacentralized nonsystem

such as that prevailing in ého,U.S,, there are substantial, if unofficial,

> &

mechanisms of management, rqgulatiop, and control operating natibhwide,
These machanisms function prima;ily in tﬁree wayss through structures
built into aationwide systems.of production and distribution of régources:,

thxough ndtionally organized gttembts to influence publio—obthion,p:o-u

fessional opinion,‘or both; and through standardized ﬁesting. '

The entral rols of the subject cuxribulum in such otherwise disper sed

-and disparate phases of education as teachor training, textbook pzoduetion,’

and school tgcility planninq has alxeady been pwintad out. I might only
add here that age-grading alao facilitates to cooxdination of functions
that would oth;rwiso be loqis;iéally impossible, J
1 have alrcady dotailad ols.whore (Kirst and walkor, 1971) the manneyr :
in which various nationwide ﬂorcen impinge upon the school and its curricu-
lum, - X havo-also'alludod to many of the prqblems this direct connection

botw;cn local citizens and their scheols causes for ehe_managémont of

isghools, particularly when tha;oicizons disagree among themselves as they

often do when moved to action. (Walker, 1974) I will not rapeat this here, -

but will content myself with expreseing my opinion that Awerican education

[}
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needs a moxe ofioctivo apparatus for public policy~makinq with.rospoct to a

education ganoxally and cuxriculum matters particulaxly. It is simply not

pccaible to run an enterprise which i subjoct to 80 many conflicting,

, fctctuatcng demands im@inginq dixcctly upon those whe must run it. Inter-

mediaia political machanisms are" nocdod that will bring the contonding

partias into diroct confrontation and force a resolution that can then

guido day-to—day operations with the continuity and unity of purpose thc

entorpriso needs.

The conscquoncos of thia situation «- - of uncortainty and ccnfliot of

priorities, of succossive waves c£ raform impinging diroctly on school stafts o

and pressing them in contradiceory directions ~=- are very serious, Imthinku

for both the structure and oxganization of schools and for student outcomes.

‘The inevitable spreading ot'cnorgiosnand the c¢onfusion created by battles

among intarost~§xoups fox’priority’&mong the va:ious functions can oasily

-p:oduce uncartainty in ovoxybody s mind about the importanco of cducaticnol

goals. The unccxtainty. the lack of ccnfidenco that what thoy are tcaching

is important, is dobilit:atirg to school staffs, _ How can we oxpaot t:ham to

remain firm in insisting that students achioéo'tﬁcso goals when they are

surzounded with messages ~¥-'oxp11¢1t and implicit ==~ which deny the

¢ importance of every one of tho goals? How can schools maintain curriculas

and goal st:uctuxog“that angage students' energies on behalf of school goals

when respected figures deny thelr importance? aéco is anoﬁhex problem vhere,

research is badly needed, ,vrankly,'x_ac not feel confident enough of what

.

little I know of research on organizations to suggést what research strat-

noqios would hest reveal the ‘wffects, if nh&, of chcso conditions oﬁ sohooic.

. What I do know makco me confident that the problem is not obviously beyond
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tha powers of present concepts and tochpiqndo to investigate.

My olosinq xemarks will concern shandardized testing as a basis foz

N rv

- . 3 . .
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" coordination a~d contyol of schooling .on a state-wido ot nationnwido aoaie. .

It is inadequate. As one sort of information in a much richer array. it

) has its usas and for thege uses it is ixreplaooable. But as the solo '
] S sou:oo of oriticizod. formal data on the outcomos of sohooling. standa:d~

x

ized tosting is pitifully inadoquato. Inaamuch as vaxious tronds saenm to be

oonvezging toward increased centxalization ot control of schooling, ih |

hohoovos us to wo:k out better sources of information for this pu:poso.

I think research designed to lead to bettpt laxgo~soalo indioatoxs of

» | sohooling effectiveness should have tho highest priority in the NIE,
Standardizod achievemeént tests are dosiqned o

. | A ‘ \

essentially to map students' performance in a subject onto a normal distri-

bution of test scores. The norual distribution is insispod upon du;inéi

A I

test oonatxuction.

Whotho: standardized tests yiold sinqlo scores or multiple ones, each
oxo implies some model of the distribution oc compotonoo among the pop-~
ulation. This is slmost invariably a normal diooribution.',vot for perfor-

a ‘bimodal distribution. might result, one mode
duc to thosa who had- boon inttructcd, .the other to the uninstructéd. Or
tho distribution miqht bo sXewed toward high po:fommance if most of tho

populaeion has been otﬂoctivniy taught.

thno charaotoristico douiqnad into the standardized tooe do not atgeot
iea use for the purposs for which it was ddsignod 1<\to compare a sinqio
" . . \)

mances that can be taught, we woﬂld not expect.a simple normal disttibution.

Y
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- person's score to the gcorps of a large number of compaxable individualé.

Forcing a normal dist&ibution, if it éoes not change persen's posétion
rulativg to others does nét change the standardized scora. But,whén stan«

.daxdized tests are used to measuré the outcomus'of a schooi program, thege
built-in features can make rasults unintorpxotable. In particular, these
procedures should dramatically reduce the sensitivity of the tasts to o o
instruction, since t§e items  most sensitive to instruction yill behave
erratically and be eliminated from th§ item p&ol. “

Standardized'échievement“%ests have - othe:'pxobléms They seem to .
pradict parformance in other. academic situations mich better than they 5
prodict success in any‘ou£~o£-school task. National Assossmnnt taports ‘

. declines in students’ ability to apply kn wledqe.to new situations, a typc
of 1tem :axoly found on standardizcd testa, simultancously with stability
in knowledge as ccnventionally measuxad. Such findings lon§ credence to
critics’ charges that the tests measure inert knewledge rathexr than know-

+ ledge the student haa mastered and can use in un!gmiliar sgtuationa.

Whatever their shottcomings, standord&g:? rcmnin the measure of student
achievesent moat ‘oredible to the public. (Ev‘? when they don‘t understand
phcm. Witness the repsated calls for every senior to read at thg }Zth grade
level), We ﬁoed altornativeé, not more cxiticisms. Czitcr§on raferanced
_tests have bcnnvadvancnd as an ;1g<xnativo.f,rh§y avoid the problems just
outlined in connection éith nozm@ng} but.unleus the c?itorion set ¢on be
justified in some non-arbitrary way, their :;;ultu'also difficult to inter-
pret and use. So the graders in Hoboken loaxnad to spell l37 moge woxds

coxznctly by the end of the yan: <= is this good ox bad? should they ho

~ praisad or asked to work havder noxt your? Should the teacher he £irnd or
. [ | R
o 3 . .. "
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”;qiv«n a raise? Are we helped to learn that the school board officially

adcpted a aritation of 140 words as the level of porfoxmance they would

considex adequate? If only we had a theory or model of achievement or

~ work on. we miqht be able to construct a meaguxe with the ﬂoxmal uluqanco

and ease of the standaxdgicd tnst that was also suitod to measuring the
adﬁiechong'canscquonﬁas of instru;tion. This is an important task fox
oducatiunal rosearch over the naxt decade. Al) resoa:ch in education is
limited seva:oly by the tachnoloqy of outcomu mnasuxemcnt availablc to us,

Inasmnch as many studies require some measure of student outcomas, this

'11mztation sevoxaly retaxds researcj om nearly all subspocialties, though

I d6 not know how high this problem should be on this spocialized agenda.

Also important is the dovolopmant and validation of measures of outcomes

for which no measures or 1nadcquate-mnasuros are now availabie.

Perhaps of still greator relevance and at least equal importance is
the study of the e:tect of various dchemes of assessment of student per= -
to:mance on school organizatian and stxuctuxc. Psychclcgists and mnasuxo-
mont apocialists hava lanq been aware that tests affect those who use them.
Cranbach (1960) points out that "adminiatratively impoled tests not only

itensify the effort in the classzoom) they channclvthat affort! (p. ig6),

and noeos that this ofﬁcct ot tults can severly sestrict cducation "when

the test covezs the wrong duﬁccmns or covers only 8 few of the desired
outcomas". (p. 397). it tosts do not have curricular validity, teaching
and leaxning will be distorted in tho'dixection of the content of the test.

Students learn to discover what is 11koiy'to be on the test and study’
[

‘accordingly. Tests affect the pupil's role, the teachier's role with re= .

speact to the pupil and with respect to colleages and supgriorg§~~mh¢y may
i "; . . ‘ ’ : )
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iﬁtoract with other norms and values of tha classroom, as when pupils

#ind the generalized norﬁ of honeqty in canfli&t witgﬁthe value of'

acievament and afe tampted tq ch;a¢¢ or when téqchers find tthSelvos’
} eakinq onarous measures to pfévent éﬁeating and onsuxe ‘faixnegs'Cin the

test.

The egfects of teéts depend c+itically on how they and their results

'axe'usqa.- tast whoga score ls repoztah to the pupil for his(and his
parentg'

information doas not have the same impact on the scheol ox the :hild as

?

one reported to col}e§as and uéa&iﬁor determining whpﬁher,tho studeng will;'
be admitted to étudy there. Pxeaumakiy, we waﬁt testé to £n$ctic§ in a&ch
a way that they further tha.aims we hbpe schéelinq wiil—Ee:ve:’ for vqri&us
reasens the wiys that see& at first . ight likely to further our aims, do
not a&kays‘do 80. Baceptly it has yfep proposad to uga qtudent#' test
scores to‘jgddb teachers' performance, a'pxa;tico.intendad to increase
achieveme.t by rewarding successful teacheés and identifyinqighaso whoga
performance nmeds'improv«m;nt. If this use ofltests had thias and only thisc
offect, we would certainly be justified in sdopting it iﬁmﬁdiate;y.. But

: evan the first steps toward such uses have ravealed the many slipagbossible-
bet\'ean this'cup and iés lip. In the ﬂigst placé. teachers resent being
ﬁold‘rospon;ibla tor pupils' ieaxninq when they know many other factors
are also involved. Thuy act Lo oppose the pracﬁico;. Recognizing that -
tuachers with goed pupils'in thelr classus are likely to look hetter on

| thig ¢riterion, teachers davelop an,enﬁancod ;onsihivity to the question

of asuiqpmont of puplle to teachers, a development that strains toaehe;-

X administrator and teachor~tesacher ralationships. 'The proposed would have

i \‘l . ' CM‘ o
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R . -
effects not easily foreseeable on the allocation of teaching talent to

pupils fo different abllities. xt as saens to happen, yreatast gains are

possiblo,by conuentratinq attnntion on. law-ho«moderato achiaevers, tuxthex

gide ofﬂocts are generated. Efforts to discover the conkent of the test

', and efforts to disquise this information can be expnctod. To the ex-
tent that the infox&ation.is known, efforts to.&i#ect tgaching to thew,
'tmqt‘itnms. neglecting ainmg not tosteé, can be expected. To counter

‘ ; ~ this, tests may lengthen. Th%a.'in.tuin; has.éonsequencas. And so the
roung of effocts‘radiaeos 6u§waxd-£xam the aép;rently simple practice,
rotloéts back upon it, and produces, allftoo‘o:fan,‘somnthing othér than

+ we intended. ' | | |

For this raason a careful o;ganizaticn analysié of the impacts of - < |

varlous'uﬁos of tests o;ght to be as standard akpractice-ah the validation
of the tests themaolvas. It seems lcqical that school-ox district-or ‘ v
even stato-wido examinatxonc that mast be passed efore graduation should

~ influance effort and achievement. How wuch? We/don’ ow. Do ‘examina~
tion requirements have diffdrent effuota,tréﬁ’btnéi/::;t: of graduation
ox promotion requirements? We don't knew. In tact; we don't aven know if
requircm&nts of any kind improve acLiovomnnﬁ. Whether they do or not
would seem to depend upen how and how wall the standards are enforced,

‘améhg other things, 7o my knowledgé. we have nolto:ma; regearch that

would shéw. ovén,wh;thor jurisdictions with examination réquirements havehigher
achisvement than comparable jurisdictions Qithnut them. Heze, suzely, is

a place whers a well designed field experiment with random assignment of
districts willing to experiment w;th various types of promotion and

graduation requirements would provide practical pdliay guidance in an area

'\M-a
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whers states are iﬁowing increasing gaudan&ins to}legialate and lccai '
distxicts to mahdato. - | o
 Simila: o#pcrimonts dompaxlng,hhn various schemes of compotenc&-pasod
:aquiramnnts\with moxre aonvcntionax ones would also prove uaaful. A chief
problem with any rosaarch in this axea is to’ £ind valid 1ndicatora of the
sorts of outcomes that should be invastigated, Another pxoblem in such
research is to haka into account the community's gstance toward school,
achievement., and raquiruments; The effectiveness of school ‘and community
" attitudes, beliefis, and customs. These 'problems can be coped with well
aenough to pnfmit research to go forward, however., | . o
The £inal giestion F shall consiaop.in connaction with Qvaluitibn of
sﬁudént performance is the question of i%s’equityg Are evaluation pro=
cedures fair to all students? Is every student, regardless of race, .
religion, national oxigin, sex, wealth,..., given an eépal.chancq to be
rewvarded £or his pe:ﬂormance? | N
One impo:tant aapeot of tha aquity qnes*ion in sssessment *s reducible
to a quostion of socialmequity of the curxiculum. So long as gnow;edqo is
difﬂerontially distributed among qroupa within pécioty, a;d so‘long
as the school sets greater sto:n Ly some knowledga than other;, tusts of
school qoals will be inequitable. This could only be avoided if the school
cugriculum. wire soma sort of faiy distribution ozlhha knowledqo. skills
and bolio;; of the ontiro population, educated ox not-an impoasih;n’/;elf-
contradictory‘meao. |
Jut this is not essentially a testing problem, aven though it is a |

puzzliing issue for educational policy. ’

The other important aspect of the equity question in connooeion with

)
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educational evaluation is whithot the ﬁgﬁtshsaixly.asnnsa what the ctudgpts h
are asked to leatn in aéhooi, 6: whethex they tast only certain performances ,
thoap'khlch give an advantage to soiie pubils, and in ¢artain waya, ways .

which give unfair advantaq;. “For example, many_of the things taught in
school aauld be tauqht with littlo or no use of roadind and writing. They

qduld be taught orally, by dhmonltration. by imitation. But if papar and

. pencil tests are used to agsess performance and 1£ thoao tools axre more . ,,/if!

prevalent in some social groups than in othoxs, such tests would be uptair;
The obvious solutions to this problem ara either to develop alternate °
versions of tests that'dopdnd'aa little as poasiblé on t@p maldistributed

f

skills}lor to even tho digtribution of the skills, o;/B;th: .
While tests of aoadomfc achievement: typicallyfcail for students to do |
somathing more than simply recall infotmation'pxavionnly learned, they do <
not normally call for anything,;;ko th§ full rango'oz-zonponsis we hope
students wil? be capable of wh.nlfhey have "learned the subject". The
gap betwaen what students demonstrate éhoy can do on\;usts and what we
hope and expect thoy can do in ‘real life' should be a soriou- source of
concern no investigators who want to study coqnitive ouﬁcom.o ot schooling. ‘
The Nationalahsaossmnnt of Educational Prograss recently reportad that
students' scoras on items requiring application of knowledge hadldecliﬂ;d.
although their scores on informational items had not. mosﬁu which have
currency only in the world of the school a:; oleasly harmfyl to students
and the larger society, and there is evidence that manﬁﬁ;;bthc measures
used in achools have alttle external validity..
Finally, one of the least satisfactory responses to the possibla in-

squities of tests is to confine testing to “hose matters students may be

5N




57

‘9

asaumnd to hawm had an equal chance to learn. s ponnlizou the student

& "who has acquian knowledge or skill nor ozdinaéily loa:nca. and it ontoxcna

¢

an 1nappropriato monolithia ¢oncopt$on ot what knowlodqo is important,
Much bmttor would be dovoloyment of an array o! briof ucaluran of a wido‘
variety of typos of achievement n@tentially rclovant to school. Ih&ivad-
) ual ju:iadictiona would thnn chooac £rom -among theoo tha ones tnatASoat
vszonontcd thoix aims, N

Conclnsion ' - " ' ' ‘

My recoqmohditibns for Eosuafch on the role pliycd by.knowladqc. cur-
:icula_ahd gcgls in schooiing prccoéﬁps and[outcomns~spring,¥xom an ime
plicit andailyinq judgment about productivo rasearch atxatigias on achaoi;
- ing offccts which should be made explicit, I think research based on ,

linoar causal models ot the c!tocts of schooling as a whole on larqu-lcale‘
| features of a society is misleadinq and counter-productive. Tt is as

contxibution ot xain!alL to ocoan wore to be investigated by

moasuxtnq a few simple aharactnristias of rainfall - 1ts lmcunﬁg
Qpaeial and temporal distribution, and temperature, say == and uling
these ;n a multiple roqrnnsian analysis to oxplain acean lovols. salinity,
and ocean éampuraﬁur»;, without und@rlyinq nodels of the hydxoioéic |
cycle, we cannot d&&mcﬁ such oversimplified blind.impiricilm to yield
inteypretable :0au1£s. Furthermore, we are seldom interested simply in
the average overall levels of variables chiaracterizing the ccean. We us-
ually need to know about the tidal levels at varicus locations, the location
and atzuhqth of currents, gnd atio=-tempocal distributions of water
temperature and salinity,” Large-scale models may have pedagogical uses.

They may evoh:? Vxecqioml. spplicabllity to particuiax sites that can be

. =
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approximately concoivid A8 isolatead from other parts of thc‘hydtoloélc-'u
. ‘4 -

s?acoﬁ. But the paxt playod by grand nodola of 'cha contxibutionu of

rainfall to ocoan charactotiatica' in applied hydxoloqy 13 likely to he

modest. - - ' T |
At variocus points in this paper I have optcd for research stratagios

that seek to discover rnlationships bctweon spacific features of ochoolinq

, and speci£1¢\individual_agd social outcomno. By txacing these outcomes
| * angd, their ramifications through spdeifidjgooial siﬁuations,“: think it -

may e possible in scme cases to achieve a more gpnaral undo:étanding,

P

of certajn qmnnric'proéisadd by mnans°a£'which'schooléfintluonce particulax

subaystnms withinl::s,dﬁ;diato-siznd social units ww=- co@munitius or even,

' rogions. Eventua Y, ve may parhaps‘ﬁa able to trace these effects (and

the aountorwotiocts of society on uducatiun) sufficiently to construct

oux own 1axgc scalo mcdol. but even then it will be useful mainly tor

pedaqoqica; purposes.

» /,
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