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PREFACE

In recent years legislation and litigation have begun to regu-
late the behavior gf the teacher in the classroom. Little is known
about the actual effects upon teachers of federal and state educa-

tional policy. This paper, supported by the rord Foundation, con-

' ceptualizes a framework for examining teachers' views of these

policies, their views of the educational process and tha relation-
ships between the two. sets of views. In the past-there have bzen

some good, but now somewhat dateéd, studies of how teachers view

-teaching. This Eeseargh will up-date these findings and relate

them to the new regulatory efforts. The results should be of

interest to educational policymakers and practitioners.
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3 SUMMARY
This note is part of a stody Su?paftéa by the Ford Foundation of

teachers' conceptions of education and of their work.. The note estab-

lishes .a context for an empirical examination of the effects of edu-

cational policies upon teachers. This work will be incorporated into
' fi

a later report which will describe the %tudy's finding& and conclu-
sions. Through intensive interviews of 45 teachers, we hope to learn
sha% teachers are coping with policies that are intendéd to alter their
classroom behavior. ) ) .

The courts and other branches of govg%ﬁmegt have begun to regu-

late the process of education. Judges, legislators, and bureaucrats,

in the process of confirming thHe educational rights of students, have
become increasingly prescriptive in°their approach to the schools. -

Some legislgtion and court decisions have even begun to define the

quality of eduecation that a school is to deliver. !
Legislative and judicféliﬁoligy for schools necessarily féinf@fces
a legalistic conception of schooling, sinée the policies must be general, -
uniform, and enforceable. Some réquirE'the attainment of measurable :
= a =
educational @bjggtfv&s. Thé;é ﬁoliciesida not enteftaiﬁ'the possibi-
1£ty;that the Sﬁééifiéd outcomes may be unattainable or éhat the poli-
;iés may have unintended consequences. Tkey rely upon bﬁ?eaucfatiﬁ
authority for their impiaméntatiOﬁi ‘ .

These policies are "rationalistic': They seek tc rationalize the

actions of teachers by specifying curricular ébje;tivés, by prescribing

instructional methods for attain ng the objectives, and by é%aluatiﬁg

m‘
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- the extent to which the objectives are attained. The theory is that
4 = 1 ; §

Lan 1]

if teacher

0

conform their behavior to this model, student learning )

<will oceur. : : Lt

o

Yet other theories .of education are possible. In the
eous" theory, the teacher is the central figure., Acting 3pgntaﬁec}§sly3
he or-she fosters fhé intellegtuglggtéwth of the student. The indi-
vidual student is the focal point for "humanistic" theory; the teacher
creates an environment to facilitate the studeﬁt‘s development. If

policymakers and teachers adhere to different views of education,.sghen

educational policies may not have their intended effects.

SMP To which theory of -education do éég;hérs subscribe? What deter-
’ mines t§E }hégry ta;whiih teachers subscribe? How do teachers cope
o with the diéscnance if their own theory is differcut from their school
systems?’ Thisﬁnate éxﬁléfés ;heée and other geneggi questionsjas we
examine teachers' goals, aims, and imélicit sténdards; teachers' views -
of their roles; how teachers plan and conduct }nstfuction; and how
teachers’' attitudes toward a fatioﬂal?stic model of instruction are )
- shaped. We review the.liEETature.on teaghing éﬂd teachers' cornceptions,
and propose some hypotheses to be ééstéé in our analysis of the empiri-
cal data. i
-
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I. INTRODUCTION S

—
Schooling institutions have always been a part of human societies,

but governing bodies have rarely paid them a gfeét deal of attention.

The functions of schools have typically been residual in nature, that

is, they afeizharégd with cultivating those béhaviors or.types of knowl-

2

edge thought to be important but not assumed completely by families or -

N . . . o1
_ other agencies of the society: As societies have grown more complex,

s

the taﬁgé of behaviors and knowledge jp=the residual domain of schooling
institutions has grown, and the process of deciding which Eypgs of knowl-
edge.to teach or which kinds of bghaviors’ to cultivate has necessarily .

become more complicated and more open to competing demands from groups
g = : - - N

within the society interested in different outcomes. At the same time,

i .

individual apticné and mobility within “the social order have incfeased,=
and expectations of schooling institutions have been heightened. .

As the residual domain of schooling has become larger, the perceived

-

importance of schooling to individual and societal attainment has also

]

increased. This, coupled with the more egalitarian_.ethos of contemporary

of and demands-upon 'ghéélf?*iTﬁea§e,cépEion of education as "the great .-

equalizer . . . the balance-wReel of the social machinéry“z has encouraged

vigorous efforts to hold schools accountable for both the equality and

]

the quality of the opportunities they afford. For example, the enforce-

ment of equal educational mopportunities for children of d4it

was justified i&hthe seminal Brown decision by the importance o
édg;atian‘tc the individual and to society:




P4 -

Today,veduiatlan is perhapg the mDst important function of : €
" state and local government. Compulsary school attendance

laws -and “the great expenditures for education both demon-
. strate our recagnit;an of the importance of education to
. our democratic’ society . . .. Today it is a principal in-
_ strument in awakening the child to cultural values, in pre- . -

. paring him for later raf25510nal training, and in helping
- . " - hih to adjust nurmally to his environment, In these days .
it is doubtful.that any child may reascna%ly be expected. i
to succeed in life if he is denled the opportunity of an
education. Such an opportunity, where the -state has under-
taken to provide it, is a right which must be made svail-
able to all on equal terms.

kil
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.—; . . 1. GOVERNMENT RECaLATIBN OF THE SCHOOLS

2 = =

gf = = ¥

at s - . =

The‘gaur;s and othfer .branches of "‘government are devoting more

L i = =

% £

and more attention to regulating schooling. As the rights éf.sﬁgdénts

have been articulated through litigation and legislation, the duties

of schools have also become more crystallized. ThE'rigE; to égﬁéqﬁal "~
. N e 5o

educ ational Gppartunlty descrlbed in Bram hés gvolveﬂ from

a“prasérlp— o,

B

E : H i

tion that schooling opportunities may not be allocated Dnith "basis of

o race, to a series of addltlonal proscriptions that schoo ,n opportunl—
e “ B - =
ties may not be.allocated on the basis of geographlc residence &f;cam—

& L2 A

s munlﬁy wealth restrlcted on the b3515 of phy51cal or mental. handlcap,

or denied without due pracess of law. The dutiés of schools and Scha 1-
o . , . v -
systems in cases such as these are fairly -clear-cut. Schools mustEpro- ) .

vide educationdl @pportunities to'black students on the same basis as,

* .= =
2

L

they provide to white students. States must proviae Educational oppor=

tunities to students in poor distrigts on the gamé basis as they pro- « .
* . . - ) ) " Fy

vide them to students in rich districts. Schools may not ésclude ’ '

EE dapts w1th handlzaps from par atiov, nor may ;hey exclude any -
stadent without a hearing that provides justification for doing s0.
=, = * 2 ) B '*, f;-

azgiilall of these Instances, cases arise that aréadiffiéulﬁ\fi;jfggive;

. ,— s : T —
N F

problems of defining equality and ipsticé recurAccnstantlyg Nonethe- .

[

»

iéss, the n gg tive standard 1mplicit in the proscriptive approach ? 3

allows schools and &chool systéms considerable latitude in performing . -
* - & - » ’ 5 i ,i B . ’ *
= their Eunctiansj so.longvas tHéykgo not intentionally violate the set
: ke - . - e - L
= : B e

. of taboos arilculated by the courts, v .
Iﬂ,the pracess of coﬁfirming the egual prctgctiaﬁ and due—pracessa
rights of students, hcwever, judges, le sla tors, and bufeauerats have

- 1 &

become incféasingly prescriptive and results-oriented in their approach

1 . B
13 T .
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to educatdion policvmaking. The Frowowm derlslﬁn cnntﬁlﬁed the seeds of

= = =

S - this approach by hgldingi inter alia, that segregation has a, hafﬁful

=
5

aff ct upon the edutatlcnal and mentﬁl development of black chlldren :

and 1mp1ying Ehat des segregation, by cénﬁ 'gfi would have béneficial

affécts, In prescribing desegregation as a remedy to this harm, the

- =

F Court llnk;dlthé prhvigion of equal educational opportunity to the

., . . . . i - a

s -outfcomes of the-educational process and took the first tentative step .

1

toward prescribing the functions of schools. Opportunity was to be, .
i , ) -

- . B} T, ) ) s
onstrued as encgmpassing not merely access but also outcomes, and

]

successful de EEErEgatLDn would be measured bv increases” in test scores

rather than merely by Ehe presence ‘of black and white. students in the

. v - same schools. School distritts were not only to stop discriminZting
’ S T .t ¥ .
in their assignmedt of students. to schools; the rationale, at least R

= =k

. . ; o 7 _ ,
in part, was to improve' achievement. Numerous school desegre egatioen ' s

1) . & . =
cases decided since Browm have used unequal "'educational ;ttaiﬂment~ta .

E
= + =

. (lmpél a finding of unequal educational opport nity 4 Some have pre- ng

scribed remedies for low achievement ‘as a pé} of the dégggregatlgn* i

)

H . _— S * ) R -
. . L Dtdér;’ - : . .. o o -
. Slmllarly, lawaults Incénaad to zorrect 1ﬁequalltles in edus

Eé%icngl Dppértuﬂitié; resylting from school district yealth have Y.

N 2

evoked Judicial edi:ts’%bich suggesz that access .to Equal rgsources’ ST

%

(commonly expressed in dollar terms) is but a means for improving‘eduf: e

- : cétiﬁnal attéinmentlé When the U S. Supreme Court deaided Sﬁn AHtﬂHZ@

v. Rgifigags} a Suit challeng;ng uﬁequai expend;tures amnng Texas school . e
“a ) — € F . !J ‘ N B
dlstrléts, iE eschew%d cverturnlpg the sta chool finance system by o

H .
. = .
L s g * . i

]
!

arguing, in part; that there wa%»insufficient ev1dence to' pro¥e’ thae "

= ) ) ) .

EH% system_ﬂenléd Cﬁlldféﬁ 'an upportuﬁity to acquire the basic minimal

skllls*;ng:essafy to axercise the fundamental fights of CitiZEﬁShip.

[
a

c The Ccurt implied that Ehére might be "scmg idgpgﬁfiahle quantum of

ERI
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" neces sary for ‘the meaningful exércise of Ehe rights @f speech

E'and:ai'full participatieu in the palitical pracess.7‘ Whilg the Caurt_7~

s

,j did not - indigate hhat that minimum amnunt of edugaaion might he, or how
one gauld determiné whether and when " it bad been attained most inter-

5

"pfétatians Df the language by legal scholars have suggested that the

appropliate test of the ‘minimum guaraﬁﬁee woul& have .to invalve assess-

TﬁEﬁE of édux;aticnal QutquL SR _ , ——
P _ T ) . :
-1 o . ’ = : . v i

This concept of a minimum guafantEE*poées a twe—pfnnged
problem to be resolved by further litigation. The sué=
©, cess or, failure of the education pravidad’%o a group of.
. \c¢hildren .must be m%asufed in terms of results, aﬁ&xsome
\critétia must’ be formulated to determine when the;, uca-
fian meets the cgnstltutianal standard to which th
CQUft has alluded 8 : .. : \ o a3

The dEflﬂithn of a minimum standa:d of Educazlaﬁal oppaftunlty

& a

1\

was dlscussed'at length in the Néw.Jérsey schap; f;naﬂcg cage.ﬁ@b;nsgﬂ _

’”**g; Cﬁhill The staté'Supfema-Cbuft defined the New Jersey constitution's

-

thcraugh and éfficlgnt Qlagéég iﬂ thE‘fbllawiﬁg'Eérms; o o _1>1~i

The: anstituiian 5 guarantee must bBe’ understoad ‘to embrace . i;””", ';W
‘that Eddcaqiﬂnai opportunity which is needed in the con- : )

L3

e o itempéfafy setting to equip a child for his role as a. citi—A,,.f:wugg;f_l_‘
: . zen and as a competitar 1ﬂ ;he labor markét.lo ’ :

. E

Ta the older, genera;ly ac GE:, d notions that sahools ought to prep,_

hildrén ta functlcn in sociéty as»gch git;sens..theﬁﬁbtnsan decisian
/oo

7

. 'addéé Effeative campetitian in the 1abor markgt to Ehe 1ist of outcom&st.

3

bE;produced by schools. The idea Ehaﬁ Sﬂhgals Dugh o .prepare.. ...

»;cbildreﬁ ta,Lgmpete in the labar market reflegts some relatively néw )

. i

'ancepts af the_f" ions of scﬁoq;ing

! i =

JEflects the fact that e ,:i;s 

set of tasks

gpatlons DT sccial status It re-

5lfacﬁ that.inrréased s0 i'l_m bi ;ity has made the labar'iéfﬁéffﬁfr

i




6

o an;incréasingly_ggmpetitive é?gnéi It impliés-thé; pfgpagatiog for
wgrk:CESPEQialiy féfvpaidvémployment) is one of the p;imary functiéns
pfasghoaliﬁg, and légitiﬁatés demands farrimmédisééi"félivanﬁe" and
for emphasis on "basics" in Eéhéél eur¥ieﬁla; It- implies, finally,

:Ehat readiness to compete in the_lsbar market is a‘qﬁality Lpét can

be quantified so that we can ascertain whether or not it has been at-
Y T L ; - ‘ . } o ‘
====;:E=E£ained=b¥=gnnsumars;a£=§;haaling, S U S

here, again, a p:esumption Ef some minimum adequate amount of’ prepara—

tion which wi;l satisfy the judicial mandata The New Jarsey QOurf'

‘decision did not turn upon the equal protection guargnﬁaég of the fed-

- ‘eral or .state comstitution, but rather upon the state constitution's
- : T4 i - - :

~*  education clause. The state's responsibility under tg}g provision was-

" interpreted to include equalization of both tax ‘burdens aﬁd_egpeﬁditurésf

In addiéion, the court concluded thaﬁ "the State has a respcnsibility

© not only to prcvlde finanaial assistancg to the local district but also‘

‘tﬂ delineate the broad terms of opefatlan of the Lacal district both

. - L : .
;ﬁwﬁiinaﬂ:ially and éducatiﬁnally "11 mIn=agreeingwtc*spéﬂify'mcza~cleaflywhpfé’

ethe functions of scﬁoaling, the couft aisa felt campelled EG quuire

. that the State, thraugh its legislatlve aﬁ& cutive branzhes, Epéﬂify

‘more concreﬁely how schools shnuld opérate, that is, hnw they shculd .
S - parfcrm;théif:edu ation 1 functlcns.F The fing.line between»prdscriptivé?
s . . f_; ‘ .

and prescriptive polic?makiﬁg had certainly been crogsed.

&

llimited to an exercise of veto pOWEf whi:h restrains the actieps-of

7 .

Ethe Othéf bfaﬂthes §f~gcv3fnménti Iﬂstead "(w)hat is asked and wbat

'ds awarded is ﬁftEﬁ the. dn;né of samgthing, pot juat ‘the %tappiﬂg qf*“‘“’,

something 12, He tfazés a thﬂd on the part of;thegudir;;ary:"toii’aggw

demaﬂding pérfafmance that cannut.be measured in one.or twé simple acts .
# oo : ‘-'!_F T e & . .

. o s 14 ..




7

but in a whole course qf conduct, perfarmanée that tends to be open-

F

ended in cime and even in the identity of Ehé partieg to whom the per-

" formance will be,awedi" 3 # B s , _ -
Likewise, court . déeisiéns asserting equal protection guarante

..for_classes of students such as haﬁdicapped children have charged

&

fA states and school districgs with the duty of providing an adequaté and .

',,;pras*fipti I that such ]

_==%=====§pp£9§¥i3£é—Eé&Eﬂ%iﬂﬂ=§ﬂfﬂ£ﬂEh—Sr derr
éfudént may not .be excluded from schoo)s, courts have added ‘the pre-

ECIipEiOﬂ that- the education provided them must be suitad td their

. 1w .
R needs " or- approprlate to thEif learning.capacitiés.is The requirémént;"”;
of suitable or apprupriate instructian was extendéd to include the

maﬁnar of providing educaﬁloﬁ to ncn—English=spéaking students in L

7

V. NL?hQZSilE Iﬁ that case, the U.S. Supreme Cgurt ruled that the

£ .

San Ffancisce Unified School District dlscriminated against Chinese—
iy speaking students by failing to prov;dé them. WiEh instruction ‘SBitablé"
T te thelr gducatiOﬂal needs.; The'. children were effectively éxcluﬂéd
- from Edugacion, thé Court ruled, because they could noﬁ understaud C L
8 . - English the aOiE lang;;éé ofu;;structiég. Dn the ba si 77f thé Civil

N Rights Act Qf 1964 and its raguiat;ans,'the Court required the San

¢ Francisco school system 'to remedy the laﬁguaga deficiénc1es ofeits :

. Chinese-American pupils so Ehatﬁ they could benefit from 1nstructinn

The adquacy aﬂd apper i ess of ~duaation provi&ed té atherw

childrea has been litigateﬂ in cases alleging m15215551ficatian of stu—-

= ot -

o . dents in sge;ial education clas 5 or lower "trscks" of. ﬁhé school’

g

progtam.l7* As Lindquistﬁand Wise note: 2
J =_Classifidation‘orw_trackingmwgf—sEudents accordiﬁg to Ehe ’ .

» schooTs’ best estimate of their gduﬂatianal ability is a o= .

I <%+ géfierally accepted and widely practiced phenomena in.. - - FE

' " American schooling. This pragess of selactinn, evaluatioﬂ é~;§‘; -t

and’ §lagément of studentg lies at the heart 6f the educa- iy

. tors' special claim to competency. Yet the increaking . .,
igrequeney of gg}evausiinstanceg of: student "misclassifica~ °

ion" has: bégunata c”snge the Judiciary 51t:aditional 4




In the initial case é of this génre,'the znurts fui?d that a$$1gn!
ment Df students gased prlmarily on the use of 'culturally biased" tests .
. was ;mperm;ssibléi since it fésultéd in lgvidi@us dlscr;minati@n against
minority students. Other sgits alleging school district negligence

_or "educational malpractice" have bé%n dismissed for lack of a definable

ut~where a sE:tuEEry duty "has been established

7“#
the appropriatéﬁ s of school praztices has been suceessfully EhaIIEﬁgEd

. N ¥ .
In one pecent case, ‘a federal distriect court awarded maney damages tQ

a handicapped child whé, as a ward of the Etaté was not pruvided appro=

. priate educational services:.®

[ ==

~ In still another case litigating s"'eof a‘éch@olgs

!prééfaﬁ, a féderal d ,.””cﬁ f’ufgsfuled fhat plaiﬂtiff; whé speék»"blagk
ff}Engllsh".éra antitlgd t6 a special program to help them learn to read
;~m'i’“1 % standard English 21 The att@fﬂéy fgr the plaintiffg'ﬁdtéé'thaﬁréhey

dld not want "blazk English" daclarid a segara e lan "agé»” ﬁ-pussible

bilingual clasgés.' 'We were loaklﬁg at haw to tedch Ehése kids té rea d," v

W, 'Fitst, it is ingetesting that the plain ,ffs ,aund it,ne;assary, Df at

\ -

st des;rablejeto briﬁg the matter @f téaching 4 gfaqp of studénts to

|_n

read to the attantion af the courts. S c 'd it is ignifiaant that

| ) " the Eaurt‘d cided it had an apprapriate IﬂlE?tO play in’ settliﬁg an
P SR - S . e ‘
i T L PO . E ' .

5 *  educational issue of this kind oo T '

4 : . .
i
!

=

Harawitz desgribés thig phéﬁﬂmﬂn@ﬂ in Thé Saurts aﬂd Sagzal PEZiéy,

PR ';whgre ha zommenES. X IR boert T .
£ I .- S > A e
Tw Ly, " American - :aurts have been more apen ta new challengéa, ~ff
Comore willing to take on new tasks. This has eﬂcéuraged ’
othefs to push problems, their way-~-so much 'so that no courts
any: ‘here | ‘have greater responsibility fa:‘gaking public policy
~thai Ehg courts of the’ Unitéd Statés




L glslatln _and Regulating Srhuol Effectiveness

Since the provfgion of education has become the subject of equal

“protection 1itigaéion,gcaurts have assumed an ineféﬁsiﬁgly p:omiﬁentl

" role in .shaping: pglicles for educati@n. Judicial decisigns, initiaily

prcscripiive in naturer have tended to becomé more presc ip iVE'aE

F]

;Llciggfibn'has become a more accéssible avenue far Educatinnﬁl refo:m.

- At the 5ame’time, judgmgntgﬁggncarﬁing equality of edugational appor—

~clined to intérvenEESdeclarlng them the pfavince Ef législatofs of I

) 7 ) B ’ g ’ -;’: l‘fv .
tunity have been expanded to include judgments involving the adequacy.

L , - . R )
and appropriateness of the educational programs provided to .classes

of children. In each of the major equal-protection arenas:desaribéqa,

- I‘ ) A B N ;,v . . . e B -
‘above, we can trace the policymaking effcrtsiof courts, 1egi’latur25s

and governmerit agencies through lncreasingly pIEECflptlve and quality—
s ; o ‘
conscious iteratigns Qf this tap=down épprﬁach to educatloﬁal problems

solving. In fact, in many aréas wthe the courts have heretofa’e”&é;

= 5 -

_,i

'éduaatlenal pragt;ti@ attions undertakén by the liglslative aﬁd-

LA

judgés will %e called upon to define Ehe maaning and the limits of such

p concepts as educatiaﬁal adequacy, minimal competency, and teacher

a4 .

a:zauntabillty. o j - _

The concern fc he educational, achievement @f minarity students'fgg

_vvaiced in Ersmn was carried forwafd ;n a natianal survey mandatéd by

*

s
the Civil Right$ Actﬂof 1?6&.' The Act required Ehe Gémmissiénéf of

= .

2
R

af equal educatlonal oppaftunlzies for individuals by reason of race,

-

color, re] igién, or naEional nfigiﬁ in public educaﬁional institutians
x_ - "

by

Educftion to Vcﬂndﬁct a 5hfve§'i . goncérning the laek af availabilitylgj




U

of all levels in the ﬁnited States. n24 The researchers who pe:formgd

the survay, however, did not limit théif investigation to Equality cf
= 2

‘tEEOEICES or inputs to the.educational process; instead they extended

their 5eafch tc an examination of the relationships between variéus

_school inputs and outcomes as measured by verbal achievemént scores of

=

students, - The major _mpact Df the Coléman Peport, as it came to be -

known,iwaé s s e iIn ghzftzngnnlicy attention from its traditlnﬂal

. focus an'compa%isans.of LﬂPuES . . . to a focus on output, and the’ 7

effectiveness of inputg for brlnging about changes in cutput n#b

" That chauge in fccus was reflected in other gove:nméntal éfforts

]

- = -=  teo aid disadvéniaged students. fTitlé“Igof“thé Eléméﬁtary;aﬂd Secondary

Educatlon Act of 1965 provlded finanglal asslstancé to schoal distric s -

T

with ' zanﬁentrations of children from low=income families" to méet "the
%%%%7'mfvvtspgcialﬁédugagignalwneeds-af tignally dePrived children "27 In
@.ofder to. gauge the' effeetiveness of TltlE I pr gg rams, st ud p~rféfman§e"

" data'ware to*bé used in Perfa‘ﬁiﬁg ”SYStematié evﬁluations"adf tﬁé‘ﬁ.

-eEfects of TltlE 1 funded ‘projec tE' A clear intént uf Title I Srté.l' o

1mprove the effagtivgness of the edu: gnal _systen, thak is,-za in-.

',; .

vﬂrease tha level Gf measured achiévemént ‘among childfen frum poar

. famild es. The Education Amendmeuts gf l974 clarified. t;hat infent by _,..;_;

=1
E

’ealling upnn tha néle formed National Institu te f Educatian tD con-

- o

Ei.-hi "'duct a’ study of the effectiveness-of ggmpensata:y educatian pragramﬁ

NIE was givan three yeats to discbvar haw to allocate funds EQ improvg

! -
. P
37 0 B

. 7 student aﬁﬁievgment in readiﬁg and mathematics.? e ; ,;'ZE_QL;
‘ .While ‘the Instituta found Evi&ence nf Title 1 effec c i ;ﬂ%?égfitééfg-vi?
ie§§r§fa;sa ciced some’ unintended consequenges gf Ehe systembfor :Egu;Agf
{'1éti§g iﬁpd allocati;ns. Although thé program. éevelapmen quiremgntg;ﬁ .
s i , o - ' é B :




4L

B -]

" are intended to allow wide diaafatian to school paraannal in daaigning -

i

'pragrama to meet the needs of aduaatianally disadvantaged childran,

=

A tha complex 1egal ftamawark govarning tha aﬂminiatratian af the - programa i

3 =

i has often raaultad in the adapticn of "unduly raatrictiva poiigiaa L

‘For axampla, some States and dlatriata hava plaﬁﬂad their . Lo
programs more conservatively than the law or the regula- : s
tions-require in order to- avoid being charged.with viola~

B

L

<miﬁ§iiaa§;£aEﬁar than pﬁllaut 1natruation, aapaaially far primary achaal

'aducatioual agana;aa in davaloping praaaduraa, monitaring pragrama,

' anaura that moniaa appzaprlatad by Congfaaa ar not nly apant ta pI

aghievamant aaofi:; wf

: vicaa, atata dapartmanta af aducatian iaauad guidalinea canaafning hnw:

tions duting program audits. In some areas the ptgviaian
- of 'spec¢ial services in the regular .¢lassroom is forbidden .
-and students are pulled-out-of class for their compensa-_
tory inatructiaﬁ, but Title I does not faguira or eneauraga _
either 'pullout' or 'in-class' programs. = LT

T

Ironically, the atudy rapartad a finding of iﬁaraaaad affactivan a i

childran. Although: Lha :agulatiaﬁa did not intend to presc ib the mode

of ébafagian of achool programa funded by Titla I, tha ‘effect of bha

regu;atary‘ayatam has been™ toTrestrict’ aahodl aaminiatratora pafaaps "

@ . LY

-tiaﬁa of thair diacratlonary authurity. Tha maaaiva regulatnry atrucs_:“‘

' tu:a f dminlatariﬂg Titla I, iavalv1ng faderal, atafa, and 1oaal

‘ auditing budgata, and avaluatlng pragram raaulta, haa baan invakad ta

=

;',»

o)

A more: recent affort ta pfavida aquality of educational appoftuniay

to atudanta previoualy uﬁdaraarvad by achaaling inatitutiona iz tha |

E

; attampt ;a pravida apptapriata aduaational pfagrama far ph sic lly and'w ;fA

? -
mantally haﬁdicapped thldran. Fallowiag a apata of aourt daciaiana

=y

whiah affirmad tha righta of handiaappad ahildran to an aduaatianal

pragrag auitad to their naeda states enactad lawa raquifing auah aafegif?;;:

1

F g




i

©an aﬁpr@priata plaaaﬁant would be détarminad, and some funding was
f

,Ju._umaaaaliglhla atudanta_afﬂverlaying -these- effﬁrta,ﬁtha Unitad Sta;ga Gaﬂgraaa'f -

paaaad tha Education for -All Handicapped Chi dren Act in 1975. .The

e

"¢ purpose. af the Act is: '. ’ Coo /

7= . - - —

; __ta tham - . . 4 fraa qpprap?%ata publ ic aducatlon which
. emphasizes special education and related services- designed
: ' to meet their unique needs, to assure that- the rights of
* . handicapped children and their paranta or guardians are
prctectad ‘to aaalat Stataa and lacalltias to pfovidawfgr
and.aaaura the affaattvanaaa of affatta tg aducata handi=
_capped ::hildran.:fU ! -

i

= . s Lo !
B . 3 !

'In additian to making apaalal Educatioﬂal aarvigaa availabla to

T hand;cappad atudanta, the Cangreaa has aaught to aaaura ‘that tha ser-—

-

S ”"vlcea will BaaaffaatiVa:and haa“raquitadfapacifiaaaduaatinnaI,pracaduraa,-aaa

and pfa;tiaaa ta aéﬁiara Ehia gnal The State must' ﬂpravida far pras
. — i L

cedu:aa:’far avaluating’tha'affaaﬁ?%a%aaalaf th%,gragrama; The achaél e

iizﬁ‘aﬂ»indi ual=;‘_

1

diatrict muat "prov1da aaaurancaa" that 1t wi 1i=; t

2 e

'j= iz ed ad,cf, on Pragram for aaah handic ad child and will edﬁcate -each’”.
.I, -

child in tha "1aaat raatrictlva envifanment." Tha federal’ gove:nmant,

5iﬂ turn, muat aaaaaa tha affectivaﬁaaa of individuaLiaad edugatlé p'

xgrama; Stataa ‘and lugal diatriata muat "aatabliah and maintain dua o

L4 ! ,#

’ pracaaa proaaduraa for mattara relating to’ tha idantifigatian avalua=xw

¥

&

:-af”eﬂ' tianal placemant uf tha child ﬁr the pro ia% af'a ffaa?_::;?

. aPPraPriata publit:. adu:atioﬁ to such child "‘31 T e

;: x5 Lo / - :"-; L .,‘
aﬁgﬁott of ptaacribing %he;.i actual

It appaara thaﬁ tha 1aw

s . P = B

4 . - -

nﬂﬂﬂﬂtéﬁg uf the aduaatianal pra am to- be affatad (save that it ‘be” in=f




3 € 7 "P:esﬁmable Cgﬁgfggs Pfgferrgd to 1 eave that qgestinn to the-expertise

of educatiﬁnal praetitiaﬁers ‘There is yet some 1ikélihoad thgugh,”. o

_that where the Cnngress left off, the agencieg or the. Enurts will in-
EéfVEHE,E .Some advggacy g:oups have pre § the U S foite of Edugatian:
to define such ‘terms as apprapriaté “education," although the Dgputy . ‘

Cnmmissicner _for Special Edﬂﬂatinn was daubtful that "ip is _the rale Gf f i;

- L - ae

the federal ggvarnmént to. get intﬁ the businegs of individual decisiansv

.bf apprgpfiaténeésr"gz DE w@uld prefer to initlate a process /' Whéreby ,

F -

~ local sghaels cauld define apprnpriate education for indivi dual_ghilﬁren,ﬁ.
.Others fear that- federal courts willgpres:ribe the cantent'af an appro-.
priate educational program if fedéral and state education agencies are -

slow to. act. .In faéﬁ, Ehéif.fears may be justified_i ’ T e

A fcderal ‘court in Pennsylvaﬁia has already 1322fpfgtgd’tﬁé A§ttté¢

“Tequ ire states to provide summer Educatinn pragrams to thﬂse handicapped

vii;ﬂ}’ Studénts who n%ﬁd them,,althaugh the judge declined tn spécify which .

"ffEE apprap:iaté public L

sﬁudents require summer pragrams as part nf a

e 3
Educatiaﬁ n33 The state argued that ;ts lSD=day 1imit on thé sghcal

<%

yeaf“app]ied equally tc all students. The cnurt ruled hawaver that ',f;,

Equality cf serviges and pragrams 15 nat tha test fcr détermining' "=:%fj,g

H & .5

whether an apprgpriate educatiaﬂ is being pravided bypthé state;"- It

L,

is ligely that, future litigatian will push the judicial system fufther

e

*{% taward defining a legal standard by which the appr@priateners;nf Educa—Aéi;"':

tinhal nppartunities may bé judged. It is alsa 1ikélyrthat states will

guidelinea far la:al gchcal

;-;SEER to fshian more sgecifig ﬂefiuitians .and




14
i%g_pufsﬁit afjéqﬁal educational opportunity through school finanzé’“
: o - B B . _ .
reform has ‘also been aecompanied by school accountability movements

o 1wﬁich3$eek to ensure efféétiveiand’effizient‘delivefy of séﬁa@l*sérviéésll'*'

_;Whil%,;he courts Jhave génerally articulated ainégati re standard ﬂf equitv

whieh pfahibits a direct relatianship between schaal diatriet wealth:

amd schanl expanditures, leg:slatu:es enacting school finangé_fefarms—

'!havé often tied such reforms to:'accountability and agsessment laws,
 In some few 2353?;35 courts have instructed state legislatures ta;défine
- = i & . o7 L . .

**stitutianal commands to étaﬁidé;"tharcughfand éfficiént“ QEs“aﬁple"

-

~ education, and then to devise a systam of fund ”g huols which allnws
f”””“'"’SEﬁaél -distri cts to- meetv hesegrequiraments. Even absent such juaieial
1‘?."' guidaﬂge, state lﬂgiSIatures have dévisad increasing numbezs af statutea -

which ‘reveal a -concern for Ensu:ing educatiﬂnal aﬁhievem%ﬂt.rathér.thag' b

f@r *ruviding adu:atianal!ﬁppartunitiés and a cﬂncern with adequacy

— s

;father than Equalityi In his dls 'Sian nf the evulutian of apprnaches .vf‘:

5

5 ta“equal educatianal appoftunity, David Kitp nates that

state 1251513—,_

tureg have addressad the issué of sahgal financa fefafm*géfy ﬂiffé: ntly

&

“from the judiciary. - S TS

=

&

'-The judiziary searshed for naffow, cahez -
"ghich to" define canstitutional right co,céfning reseurce
vaquity, E@binsaﬂ v.,GﬁhLZZ is_the nnngpiguuus exEEPtinn.*x

T the impﬂsition nf costicantral n spenﬂ-~'
,riets, and the intraﬂuctian af aczaun bil- s

T

e




715

-

‘of gtudentﬁperfarmancE;* The vast majarity af these statutes (66 out

af 73) éccurred suhsequent to Ehé onset nf the s ﬁ ol finance refnrm

mavement "in 1969.;7mmin,ﬁany 5tates there.was é eleaf ggnn ction between'

=
13

'Pressures t fund ssheals more equitably and the- impasitiangnf cost-

quality ccntrala upnn local schoal districts All éfﬁthe pﬁliciésgsnught‘

& -

:Kizk_ta_maké schDQLS»agcguntable for fesults by récammending specific tech- ';f
- e - : » ¢ .
1ﬁiques directed taward the imprcvement of ‘educational. autcames. Each.

— E

of them prescribed a set of pracedufes and practicea désigned to acéamﬁi"ﬁf

lish the goals of ' adéquagy,“ "EffiﬂiéﬁEY- or "effectiveness" in edu- |

v

cat Lnn. o o

’Racent aﬁigmpts ta~legislat ucatianal accauntability have begun
. . L2
to mandatg aducatiunal azhigvamEﬂt by réquiring tbat s;udents pass min- -

5 .
B3

imal cnmpekency tests for pr amﬁﬁign and/érfgraduatian. By Early 1979

-2 s;ates had adapted or authgriged mgasures cﬁ’basic skills prafiaiéncy

o

e:ftaken Some legislaﬁive or stafe beard agtivity 1n mhe area cf setting   '

i

standards fa ‘se haolg or students.BQ Undgrlying e passagE!af minimal

,%
3

"cnmpétency testing laws is the asgumpticn that teéting of basig skills

“cadem;c standafds anc iﬂCféEEE éduca anal achievement,40

LN
-
=

Danald Lewig identifies three majar themzs whiﬂh § e-p aminent in thége e

#

effetts to mandate student aehiévement nf Speﬁif% sgandafds-
o . _ e i -

' ':-;5,\ : l 2n e

v Firat, thé sﬁatg has a duty to” establish af:
, h»state=suppcrred ‘education Ehé attainmeﬁt .‘ -
s - level-of. prnficiency in skills nécessary t funrtign as

apn:-adult. citizeni Second, a. test_
ed,tn 13335235 and’ per

7’;r-ta students is: the best, ‘or mast,p:agtlcab
p iiv§itér!2§g manﬁér in whigh thE schaol systeé

=

_m;méasufiﬂg~whether,£he gca"

~
v
ﬁ%wm@m

"
"

Wﬂfdr&ﬂ‘




Minimal cgmpetenCy tgsting, then, extends state resﬁansfbiiﬂiy} -

- . = oy

for edueatian to, includé not only ‘the prmviginn of- nppartunitiés but

= 3.

also the. guaranteed attainment by students af minimum’pruficienéies in

specified skill areas. It~ réquifés that,schanl districts not agly pro- 2

e
",

vide" educatiﬂnal Séfvigés but that they do ‘g0 in a manner thdt will .
S - L . e

be éffELtiVE in prgducing particglar outcomes. I req,iz,s that stﬁi

=

dénts not anly attend" schﬂnl but that they acquire and é?m@ﬁs%raté their

prcfizienéy iﬁ certain 1earﬁing areas. Hiﬁimal EDmpEEEﬁEy rEqﬁirgmeﬁts

. ‘ralse the 41%E§1§111E§ hat%ﬁhEEeészgxes have assumed a rezponsibiiigy'
. . @ %'7_417_? ' '
to guarantee studenﬁ learning, studen ts h bg,n iﬁa;ded the corxe

! sponding right to learn.
P Edﬁ;a&ienal malpraéticé suits which have heretofere been brﬂught e

" hefcre the ccurts have failed in 15253 part becausé the duty oE the

_state 31 schacl dls igt has nct been specified as nre;isely as it ,';

wculd ‘be under_a minimal campetenay testiﬂg 1aw, NDI have thé methads

T ————

i fgr aéhiev;gg

d as precisaly as; thay ~5

5, _—

R ' r .’ ‘_»'!,,'
. wouid bé undef agcnuntability legislatian which réqui as the use ﬁﬁ cL -

,techniquES such as pericrmannéﬁbased e&ucatiang campéténcy=based teagher-
”evaluatian, or learner ve ;ficatiaﬂi In,thsP Lsg v Sﬁn FTEﬂEiSEé

. o 5&» - L = .=

=Q?zfi§di§§h§§2 Ezstrigt ;nne of the earliest éducaticnal malpragtige

-

;ffliéﬁSHitSQ‘thm laiﬂtiff s actigﬁ was ﬂismisséd bécause the gcuft cauld
 ‘find na clearly définablé duty nf care nwed to him by the state. lhe D

L<*Fcnurt cemmented that*‘ 7 e f,h o -

frpedagagy itself is fraught.W1th different and _

:,_flicting”thearles nf ‘how or what a. child. shauld be taught,

... ar “1ayman might——and commanly daez—-have ‘his own .
*émphatic vieﬁg on the subje:t v




Qhﬁawever, accauﬂtabllity legislaﬁion may pravide the standard with whieh

4 - f‘ et U= :

aourts can conssfuct canstitutinnal or . common law duties to "ensure
2 &

minimally adequate education fgg ;pildren,?%é ~Furthet§ the performarrce

of these,dlities will have to depend upon ﬁarticulat-thgqriés of "how or

“what a ¢Rild shéuld be taught."

- s Whgther the practize f educstion can be dirécted by state governments i

#
=

.iﬂ this manner ‘is a question that temains unanswered What the uninténdéd

consequences may be of such centraliggd determinatinn af educa;ianalg

2

\ ;practices is alsgq questian which deserves furtﬁer exgminaticno As
lawmakers (Judges and leglslatars) at the. federa 1 and state 1avgls of
’ N e i

nmén t tur&‘their attentlon to dgv151ng Ealiaies intended to Ensu:e
. N a %&E . e s 1
eiucatignal a;hiévement and attempt to prescribe méthaés&fpf achieving

. r .
. schaal ;!ﬁggtiveness bureaucfaclgs will Enlatge g?’éﬁétge to imp;ement

[ )
the poll as. IQ order tﬁ minimise‘ilt ation, régulatians w111 be A

. g .
issued which wfll seek to "EDVEf the last ééssibla-easéi"é4

. R,

szralﬁiﬂg schaal péfsonnel béhaV;Brs

s
)

1aw in an éttempt taaavoid pateatlal violaﬁiaﬁs; - ; . v S

Cerfaiﬁly, prescrlptive paiicies whizh Emphasize educat;anal qual—=-

1ty ana pradutt;vity 1nténd ta alter Ehe manner iﬂ whiqh schaols aperate .

" when the- pﬁ*iéy goals are ﬂot achiéved Yet, prndu;tiv1ty questians , )
- S - M

-are intrinsically mare difficult than equity questians because théy s

.

: arise nat aut Df a palltical 1mpasse but fram a fundameatal 1ack cf knawl— B

7}
2 . ».

Edge abcut huw ta teach + Many nf‘the séricus problems in ééucatia st -g:%

because there is no highly devéioped SEiEﬁEE nr,teahnolagy af educatinﬂ
F R - N . F._"
elp cnﬁfrant a prﬂblem. The absence af such ECiEﬁGE or teahﬂalagy,

f;”fa

hawevér does ﬂﬂt préVEﬂt thé pclicymaklng Eystem from acting. Qn thef .

coﬂtfafy, WthE ﬂp thegry exists, the paliaymaking system gonstruﬂts

its EWﬂiEhEﬁfy gf éducgticﬁ.'




—— e 18 . : = ::; B 'V . | ‘ .
 "Thé Policymaking System's View of Educa‘tioﬁ W . 7
’ . . el e Lt -
- " Legal fesponsibi;ity for prcviding Eduga ;Qﬁ¥,_ ested in the’ .
i - . - . i . x L p . * e . . \%1.4-?; V ‘ -
'/gf=states; Fédéfal and s& té goverﬂments ‘alike have a résponsibility tnA;. =
- s L ta . = ¥ :

enfgrge*equal protectlan of tha 1aw§ Dpératianal ggspansibility far

Sl

¢ K %‘ N " &
whose hﬂards Qf Educatinn create pélicies’f'f implementatfhﬁ by the

cﬁSél has tradiLlﬂﬁally beeg delegated tc 10:31 Schaol districts

ER
- e

schools pr@fassionai staff._ This arrangement of authurlty,:nrganisa-

=

tion, and- control meanﬁ Ehat local SChPQlS must’ Qparate under thé di=h' 

L - ‘ »

\

s

recti@ns which higher levels af autharit hdase.tg impGSég Féderal T
: . o

e and state courts, legislathes, and educa@inmal agenciés have a gaad_ f;?'w

R4

.déal to say abou éh-'ilceal schoais may or_ may nnt do iﬁ che cﬂur?

e F 1

of pfovidi é Educat'anf!‘"What dlstinguiéh&s législative and judicial

policy fromrlg' ily générated paligy is that its ptin ipl

- R 2
*magg‘frdm’léggl tha} educatignaiilmperative. The nécés ary’
upon la; ;“; . tends to r21nfnrce g_legalistié gﬁnceptinn‘gf-eaucétion

- ana tHE échdalzﬁ€% Legal pciicles are alsa distinguished by tha faﬂ,
;-that, in ordef’ta affgct EHE béhaVLﬂfS‘Df thase at whom, the paiicies

B _fvaré directed; laws muétrbé génerai u61farm1y épplicébleb ané énfurcé
_f¥; 'able'fram a digtance. . 1;_ F:..T;EQ‘T 7  % ; :'-fm

. : igThe”furrént légalistiéiéa”ge tién “of sﬂhaoiing 1nc1udes thg follcw

=61) Whilé nﬁmer@ug gﬂaig for édﬁéatibh}afe iﬁagiﬁéble, ff-ié_
. ﬁ. = 5 ; .
impartant ta fiﬂd a limitéd set upon whigh agréement 15

L

 §” s 5; (2) The guals, once determined must bE Put into a fbrm which

?f wiii pérmit assessment nf the extent tg which théy‘h”v'*b”
. . A~
. : actéiqedgﬁ_ = o 'i_z‘ f;
- ) . -7 ) ‘. s
' ’ 1 ;
o §B>




‘ ! . Lo ’
i _ (é};ZThe pnli:ymaking EyéEem, thraugh its executive braﬁgh ‘must -
‘ égﬁgi te’ uie and prgcedufes or design e pract tic és which,will
- ;:%acilitaée goal a%tainmgn;ﬁ "L : i
(4). Comparisons of performance %ill fagiliéagé evaluatrion and im- H
provement.
(5) ) Administrators must enfcl:x:a ‘Ehé rui;;i;:& prot:edufes by m@ﬁi=
toriﬁg the actiaﬁs of téaﬂhéfs aﬁd by evaluating,fhe pfagregs
- . . T
A ‘ vateaéhers and sEudéﬂts anafd:gaal attainment; R
(6) 'Tea:he:g must implément the designaé%d policies by fallow;ng
thgersggr d praatices, rules, and proce:! ures.:: ‘i
'{?) Guéigattainmentnmsﬁfbg méaSuredgigaals
ward or the amaunt of servieES ad i § %i -
g "cléésés‘nfpstgdéétsi;’ IR L ; E » ‘ N .
) (8) Continued nagééttai%méﬁtléf any of the gpécifiéd'gaalél@ﬁst!; ‘
J trigger rééitétxatiqn-!aff the steps lis‘téyd Habove?; |
Absent from thé legalisti p; adigm 15 any method for détérmining
haws—oé éhethers;thé gaélg.cag!éétually bé aﬁtai,e d; théra is no referﬁ )
- ent fﬁf é%séésingstherﬁaté;éfand content of edueatianal actice or |
'%E h§$=£t affects tﬁé’gﬁila.‘ilt is;éassibié,tﬁét this gmissian is éuéiﬁﬁ.f
,-thé,fa*t that palicymakgrs do nat Y p ess the tools fﬁf‘lfg Sljti”g
iaﬁaut the educatianal prﬂcess, or, alterﬁativély, bezause paligymaﬁers

J th;nk that legislating samething to Qceur is suffiﬂie t to caﬁse it to

Qccgfi Harawitz suggésts Ehaﬁ the lattarinterpfetaticn may bé gg;EEE ;

- i 4 e

' sinte t

; af behaviar as "a ques;ian nf cgmpliance asf
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AIn’thé simpler wcrld Df the ~common law——in whiﬂh the adjue -

merely a questiOn of obedlence Abzliﬁy t@ ;@mpld cguld

" be. taken for granted. Phe’ judicial process has not yeally
faced up to the issue of compliance costs [i.8., diffi-
culties of adjusting behavior to new rules of law] im social.
policy cases. . S5till less has it considered ‘the problem
of unintended consequences of decisions.

The notion that schools may be unablé to comply with certain ' - 4

El

is fc,eign to the legalistic conception of sghoollﬁg Furthermore, -

A

the capacity of the judicial system to respond to non-compliance or

»uninte§ded cangeqﬁéncés is limited by several aspects of the dJudlcg—

. !tife praees;},'ié is fDQUSEd on rights anq.duties, not on alternatives;
! it is é'piecemea;, ihcréménzaigp;ccesg triggered only by grlevances
ihich reach ité.arena; its'advérsafial nature and the fact that l’t -
gants %ay not be rapresentagive make asggréalnment of saciél facts N

LT E
<. di ffigulg; and it makes no explicit provision for policy review. . While
. :
2

thezlegislativé process is less severely restricted, it, too, tends to°
suffer from an inability to aScéftaiﬂ séciél'fécﬁsg the recurrent patterns

cf behavior on which pol y must be based Even when legislatures;afe -

re;uctant o<maké:policles in areas about which their knowledge is llmited,

;g@ﬁrt‘d isions sometimes compel them to formulate law in areas where

= 3

knowledge of human behav1ar is indeterminate.
- - This is the case when educational policies are devised which at-

" tempt to 1mpfova schaai effectiveness. The theory of eduéati@n which

= undéflies such policy development includes»gerﬁa{ﬂ ratiénaliggiz

assump ons about human behavig: and léafningz

5>_(l) Thé child is pliable, at least within the range of normal

‘aptitude and normal expectations. ) A




' ﬁz;
’ _ T e

(2) The teacher is pliable and will modify q;fzﬂ{>%§£%bEhth°f

- ‘ta E;mpiy with 1egisiatian; court gféer;, regulgtiézg;‘bgi g

scientific knowledge .bout education. ) T~
- (3) A science of educatibn exists which yields treatments that
_gan be applied by teacher to student.

Poiig;makéfé,whé sub$2%ibé'tc }he rationalistic model of schpéling
also accept certain assumpticns about the way schools function. Basic -
aséumptiaﬁs underlyiﬁg the fatinnalistic mcdel include the fOilOWlﬂg.

'(l; Organizations have cle 're-uﬁ goals that are ﬁ;;erétopd anﬁ

. E , .

. subscribed to bj'thé:membéfsg i
-(;5‘ Activities are planned. »"
= (3) “Activities are closely té;gdigateéi
(4) :The ng§Essa;y infogmatién is availé@ie fér making t?efinforﬁeag
"decisions necessary to achieve tbe:ggals. | )
: (5} Officials ﬁavz sufficient control over the organization to =
ensure compliance withxlgng-fange.ﬁians_és - '
It is not at all’zlegr Eﬁat theser sets of as§umpﬁions about human
behavier aﬂ& organizations are'satisfigd iﬁ the case of schooling. 3
. Recently, social scientists have p:opgséd other moaelé wgich may better
explain what happens inbszhogl=éystems, schqgfs anﬁ glasstcgms;ég how- . -
evei, courts and-l?giSlgtufasﬁibecaﬁSE of Ehéif!limited-Eﬁfﬁfééméﬂt g
capacities and their consequent need for fcfmalg ratignal, and "objective"
o administratiée systémsio-imusﬁ rely upon rationalistic, bufeaucratic ‘;;_yip“;f~
o A

cénzeptiéns of schculing when they devise-pdlicieawcuncerning the pro-
~fﬂf'fcesses or gutcom s of 'ducacioni Michael B Katz afgues that burea

cracy is iﬁgvitable only "(i)f arder, effigiency, and unif@rmity are
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preferfed to responsiveness, vafiety, and flEKlbillEy . . ;"Sl The

making of social policy -thHrough litigation is predicatéd upén the accep-

1

tance of the former set of values rather than the latter, thus the

legalization of education is irextricably connected with the bureau-

\m\

k3

cratization of education. .

.. _Bureaucracy is the organizational -embodiment of-the rationalistic

- . - 4 : 7
model. Hax”ﬁeber viewed buréaucratizatian as the rationalization of

collective aCElVltIES, ‘and -he des é ibed bureaucratic rationalization

as a process invalving éithér the weigﬁiﬂg,of a rélatianship between

means and ends or thé development of procedures which will ensure that

a_practice conforms to norms. In the ‘first instance, ratfcnalization

occurs when the relationship petwéen means and ends is known--when the

L

ends are aEEalnable given the means, or when the means 5re reasonable

giveg;thg ends. In the second instance, rationalization’ occurs when
established procedures and regulations ensure conformity to norms.

WHen a valid relationship between means and ends is curately de:er—

,Wdafdized to ‘achieve Eﬁe desired objéctives_

mined, practices can b

W

When an agprapriate means for ensuring conformity to norms is acgurately

'pergaived,\uniform ptgcgdufes can be d:signed to attain the goal of
\

conformity, These practices and procedures--because they -are standardized
and unif@r&—¥zan then be transmitted from the'géntér beureaucrgtic

1

"authority FD the bureaucrats who implement the mission of the organiza-

tien. In

offices and staff roles, and operation according to centrally-

e
tails cen & tiaﬂ of authority and decisi@nmaking, a hieratchi&

deﬁermined tules cf procaduré.

= 7 \ ' - B ‘ - -
E L ’
" R = ) = . ) :
. . - : : - v -

ither instan&e, of course, bufésucratic ratignalizaﬁignyanﬁJ—:uf
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Educational policymakers behave as though tﬁey believe that schools

operate aﬂgctding to the ratianalistié'madal?z That modalnpostulEEES

cratic’disctribution of formal authority and work respcﬁsibility¢ It
is further assumed that the attainment of ‘goals provides sufficient
incentives to drive the system. Pcliéies emanating from a belief in this

Policiek whlch-grom ise to i, crease producﬁ1v1ty and equ;ty are 1mpased

_on Ehe existing struzture of the schopl in the ant ticipation Lhat they

w = #

will 1mprvE educatlan. Wha% may be wrong with the rationalistic model -

is that ‘those who are attempting to change or contrnl schaols by refer—

ente to it are imp11c1t1y basing their aetlgns on a set of assumptions

that may be -different from the assumptions, practices, and thearias under
. whi:h Ehe schools actually operate. |

To the extent that centralized eduéaéional:decisiﬁﬁggking deéenﬁs
upan’assumptigns aﬁgut sgh@ﬁliﬁg whiéh are uﬂ%gundeﬂ— it may fa;l to
attain Ehe intended -policy nbjectives and further it may generate

,un;ntendéd cgnsequénaes If ,atiénallstlc systems af thought applied

fa

J R

to Education do not adequately descfibe the prgce;gdgf schoolding—or™

the acts of teaching and learnlng, thé result may be a phenomenon which

we call hyperrationalization. Hyperrationalization is an effort to
rationalize beyond the bounds of knowledge. It involves impasing means
-which do not result in the attainmert of ends, or the setting of ends

which cannot be attained given the available means--imposing unproven

B tgchniqu&é,éﬂ the ‘one hand, ani,sétting unrealistic expectations on the

other.
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I11. THEORIES OF TEACHING, SCHOOLING AND EDUCATION

Although we lack any clearly acceptable theory of schooling,
we might be able . . . to detect an implicit theory under-
o lying the various proposals that are made. Insofar as we
can detect such a theory, we must conclude that it places
great stress-on the formal curriculum, on the program of
instruction, and on the administrative features of education.
Certainly, these are thé forces we seek to manipulate when
we direct our efforts toward the improvement of education.

Policies directed at improving the edﬁcati@nal system are often,’
‘as’we have séen, based upon a rationalistic view of the prEESSES of
teaching and schooling. Policies which incorporate the use of such

methods as competency-based teacher education, performance-based educa-

. tion, criterion-referenced testing for diagnosis and evaluation, and =
_behavioral objectives are clearly designed ‘to influence the behaviors
T of teachers in the-classroom. They seek to ratianaligg the actions

_ o
of teachers by specifying cufficula: gosls and b ectives, pr scribing

- i

* .

evaluatlng the extent to which the gaals and ubjectives have been met.’
"Policies which prescribe managament techniques such as planning,,
pragramming, budgetlng systems (PPBS), managemént—bysthEttives (MBO),

' program Evaluatian and review techn%gges (PERI),Aand,manaEEEEﬁt’infﬁr-'*F;*E#gﬁ
- matian systgﬁs‘? J—jzgﬁs;jzggrationalize the decisianmaking behavinrs*

of aiministratgrs by specifying pra:edures for setting gaals, far
designing pfag%ams or methods to achieve the goals, and fa:;eyaluating

&

the extent to which the. goals havefbeen achieved. Educational change
A*is mandated by impesing'ratianaligtic séhemes for planningi'teaehiﬁgs ) .

snd evaluatiﬁg perfgrmanze upan esisting gchgaling practices_ ﬁéspite :

¥

(gr parhaps because nf) the lack ﬂf a cleariy definable or generally'

accePtable théary Gf Educatian, the grawing petus far ehanga relies'

Orr awed fram uthat digcipli 1e8 ﬂh ‘as sgience, ecanamics, g ‘;71;5




-study explafes in a comparative way the ratlonallstic v1ew of educatlcn

25

= = * -

An 1ncr2351ngly complex apparatus has been built siﬁce [1950]
to create and disseminate new approaches to publit schooling
. . The superstructure of people involved in education

but working outside schools is increasingly influential. The
result of all this activity is a marked increase in the mp=
tions available to those making educational decisiony at all
levels. . . The sheer knowledge of exlstlng alternatives has
an'effect on the decisionmaking climate in schools and school

~systems. Nowadays the decision teo do the.usual thlng is- . . -
clearly a decision=--it is nat merely show1ng one's commit-
ment to 'good practice.’' For today, 'good practice' itself

requires specific assessment as plder verities give way ‘to
a new outlook which stresses rigorous goal specification and
empirical validation of claims. The dilution of traditional

ways of thinking supports those wha uphold 'rationality' in
'school decisionmaking, 24 ) -

¥
4

adequate to describe the réalltlas of teaching and laarnlng If this

iz the case, the policies will not achieve their intended DbiectlvEs

and may in fact Jave unlmtended po;entlally harmful consequencasi
Although the poliales may be quite salient Eonpalicymaﬁers, ‘they may

bé,seen as irfélevanz or évan gounterp:bduggive by teachers. This

s e

pramulgatéd by _courts. aud,legislatufEE ‘and the views Df éduaatlon ex-

pressed.by teachers, In this sectlon, several alternative thEOIlES of

tiaﬁal pOllEymaklng are briefly discussed.

The Rationalistic Theory

The rationalistic model is based on an approach toward the study
. . N ) . N
of phenomena which' has been highly developed in the sciences, parti-

=

cularly the physical sciences. ~In that arena, the long history of

ékpegimeﬁtatiaﬁ and research has given‘egedibiliﬁy ié'the'aéSUmptibn

-3




that there are §tedic;abl§ félationships between interventions and

effects, between stimuli and respamses. Because the objects under

study behave in easily discernable, systematic ways, it is possible

to davise meaningful abstractions and s;mplificatians of reality which

-

iill allow predigzlﬂn of behav1nrs. Thus, 1f we know the dize, shape,

certainty the amount of applied force needed tc move it a glven diSa
éance. ‘Because caugé_and effect felati@nships are known (or can be
,dis§g§er§d) given the avaiiability of pertinent facts, it is possible
to uncover reasons %hich expléin the occurrence of ény event or condi-
tion. ‘It is possible to ratieﬁélize reality. |
1Thcse who apply a fatignalistic approach tg'éducatiﬁn assume that
the processés af teaching and ]eafﬂlng rést on an uﬁderlying DrdEf.
 The assu mptlon of predictabil;ty IEqulrES a view thdat students a:ar
!essen;ially pESSiVE'ObJEEES, hence éach student of X, Y, and Z charace

teristics will react lﬂ the game way when -a given stlmulus or treatment

Yis applial by the Eeachet. Outcomes are predigtable;_all that remains

for decisionmakers to devise is a_cofrgct'spécifigatian of inputs or

° ]

processes. Eesults are achieved by the deliberate application of ration-

ally- conceived practices. Productlvity w111 increase in direet propor-

tion to ‘the amount and kind of déllberate effgrt'exertéd by the. teacher.
A rationalistic view of teaching przsumeg’that once the goals of
educstion are dezided .upon. by. external authorities, administraturs will

define behavloral objectives and teachers will teach to those abjectives.

Teacher and pupll performance can be FEEtEd;itﬂéSE assessments will




»
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&
yield méaningfg; measures of the success of the educational enterprise. 7
N < The tests will give a clear picture of student and, by implication,’ i
teacher campetan cies. Objectively measured student competencies can

" be linked to other objégtively measured teacher cé'p ;enéiés because
the student is an eﬁﬁtj organism to be éhapéd ip deliberate ways by
the teacher-trainer.. The tééeher isgto deliver a pféﬂugt which fits -
-thg séecificaéiéns describediﬁy the goalsrandrobjécti§esg

i

he schooling prccésé in the ratiﬂnaliSLig model is. characteristic

(]

. . 1 - @ :
of bureaucracies. It entails~ (1) a functional division of labor, (2)

5 -

H’m

the definition of staff toles offices whichrafe distinguished by s 00T

fgncéianal speaifizity of perfarmance aﬁd unlversalistic, affectively
neutral iatéfagtiaﬁ with‘cliéntsi-EB) the hiera:chic ordering of affiges,
and (4) operation accarding to rules of pracedure whi:h set limits to
the dis:retianary performance of Efiaers by spe:ifying bﬁth the aims .

and the modes of official action. > By conceiving the teacher as bureau-

(o,

crat, the model does not allow fdr variations in teacher or student '
. . - o . @
temperament, interests, or styles. The model may be too simple for
describing classroom life because of its assumptions that objectives

can be standardized and that teaching and=learning processes can be -

simplified aﬁd-cantrelled.

The Spantanéaus Theory ' - ; -

=

rationalistic view is the sp@ntanéaus theary-arﬁiculated by Jahn M-,.

Stephens. He notes the "remarkable cgnstancy of édu:atianal résults L




that Efféctivé sghoalingais lessgdépendEﬁt on deliberate, rati ional

decisions than on gpontaneous tendenc;as pﬂssessed in varying degrees

by all human beings. He suggests that theorists make a great mistake

e

in regarding the managemeﬁt of schools as similar to the
process of constfucting a building or operating a f;ctafy.
In these latter processes deliberate decisidns play a  * ,
N : crucial part, and the enterprise advances or stands .still -
in proportion to the amount of deliberate effort exerted.
If we must use a metaphor or model in seeking to under-
stand ' the process. of schooling, we should leck to agricul-
ture rather thaa to the fact@ry. -In agriculture we do
. not start from scratch, and we do not direct our efforts' .
v to inert andrpassive materials. Weé start, on.the con-
- trary, with a complex and ancient process, and we organize®
our efforts around what seeds, plants, and insects arg
likely to do anyway . . . The c¥op, onge planted, may
i undergo some development even while the farmer sleeps
: ' .or loafs. No matter what he does, some aspects of the
oufcome will remain constant . . .37 - &

The student here is fegarded as an active erganiém whc possesses

an ablllty to grow and to 1earn even in the ahsen:e of delibatatelys :

oF

[

- applied instriictional techniques. Stephens further postulafes tha
: 1 [

teachers possess spaﬁtamegus manipulative and ngmunicative téndengie§

which would, 'in and of- themselves, "induce a subgtantial measur of
| i

educational attainment even in the absence of rational, deliberate

decisions, in the absence, indeed,;af aﬂy intent to teégh."sgp These
-ﬁendgnciES include the urgés,aﬁ human beings to manipulaﬁé their
egviroﬁmEﬁt in ways which have llttle immediate 5urvival value; to
"_talk of things they kngw, to appléud or cgmmend samé perfo:ﬁances and
Y‘L;to ‘disapprove or correct other perfnrﬁéqg&s, to gupply an’ answer- which
. elu ﬂ s‘sgmeane else, and to pcint fg the meral or thE reast fcr a

- : \ T e A
'.partlgular occurrence ar-ﬂutgﬁmei Ihese samé\ESiéencies are gséd to

v»aétivate the me;hanism5=in studénts whigh“engage leatﬁing.,'

ERI

Aruitoxt provided by Eic:
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(H)owever much he may add to them, the teacher never relin-
quishes the spontaneous forces. These blind, automatic
tendencies are inevitably at work when even the most soph—
iscicated teacher deilberately sets out to instruct. -
Underlying his_dgliberate intention, these automatic,
sponfaneous tendencies’ inevitably bring about motivation,
practice, r61ﬁfgrgement, guidance, and the enhancement

of 1ﬂsight5

=
g

The spontaneous view of teaching assumes that the goals and ‘objec-

tives of education are many, diverse-and often unrecognized, since

schooling cultivates a wide range of béhaviars and kriowledge which

may have remote, unforaseen 5urv1val bgnefi Efforts to specif? or"

restrict the ggals of educatlgﬁ may be Lounterpraductive since they

u

may limit or exclude the cultivatloﬁ of potentlally useful traits.’

Such efforts are also untealistic because "the teacher is the crucial

factor im'the process, . . . his actual 1ntgrests datarmlne the effe

tive curriculum, ahd . . . his mlnute—by=minute classroom aztlvitles

are not susceptible to precise cqntrol by-others but stem instead from

. N ) T ',_ 60
ancient, beneficent téndéﬂﬁlésiﬂéepliél ngrained within him.""
' The teacher is conceived as él;etter af an ‘organic .process who "stim-

ulates here, provides nutriment ther% .:and ccnfidently accegts cné;aétcéme
61 ‘ "

- .and rejects another @',‘."’ The rjie of -the admlnlstfatcrais to recruit

¥7

individgals who are well-endowed w1§h the spnﬂtanenus teaching tendencies,

a

>prGV1de them with facllitles and an;audience, ‘and théﬂ'gracefully juﬁﬁf’

= i 3'. :
clear.". Policiés whizh seek to imgrave education should be based on
an understanding-éf the ngéﬂié'p’ﬁééss of teaching agg leafning;»shﬂuld
N
seek to intrude as little as possi%le inta the l ass rgam, and shculd

a

-focus on the fovisian of Eitra TE saurces or expertise in the unusual
P xp

TR

"!

Caéés Whéfe students da nat resp ,d to the normal procedures usad by
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The afganlzatlgnal model underlying the spantanegus Ehenry

e v

Earresponds most closely to the nazu:al sysﬁems mgdel employed by =zome

social Scigntisis:ﬁg look at organizatiens.

“In the natural systems model, organization 'policy’
accumulates crescively and in an unplanned manmer . . .
(T)he model implies that power 1s dispersed, partly

e because auEhatity is deiiheratgly decentralized and
also because of 'slippage' that can occur between the
levels at which policies are formulated and.those at
which they are implemented . . . Also the hierarchy .

- ' accentuates communication prblEmS' the longer thé
hierarchy the?mare distortion that can take place at
Each EUEQESSiVE ‘lower level, due to misinterpretations
as well as to conflicts of interest betwaén Eubardinate<
v ‘® .. and superordinate graups.ﬁz :

£

e The natural systems model begins to E}iplain the difficulty desz:ribed

E]

by Stephens in implement;ng curricular goals and EbjEEEiVES set at- @he

top of thé_admiﬁisﬁfative hierarchy. - : . s

= - -

.- The original statements of the [curriculum] committee will
'*.. wili-act as stimuli for one set of penple such' as' subject=:. .| 3
" matter supervisors: These people, in turn, will react to ~ ’ )
. the stimili, possibly merely mirroring what they reeeive,
moreﬂlikely, incorporating much of themselves into the
. ‘reaction. Their reactions will then act as stimuli for
a second set of pedple who will also react in their own -
way. After a number of such iﬁtérmediary transactidns, J
# gomeone, the teacher, will apply sémé stimuli to the|pupil . ‘ .
himself . . . Since the:curricular 'message' that: we,may :
direct toward the student is to pass through so many people
‘and is to be reinterpreted by each one, it seems unrealis-
- . tic to strive for precision in the minutia of such, state- s
. . ments. It seems hopeless to try to éomtrol the téSEth 8 . S B

behavior in any detailr through a_series of messages that
we fay never recognize by the time they reach him and

p . " which may be clearly fearganized by the: time they 1eave o ‘5 : _ .
,f"! . : him. 63 B , ] . ¢ . 7 . . 7 N P
Y s . ) ot C .

The assumptions of the ﬁatural,systems model differ from those.

af the ratienalistig model, in impﬁrtant Ways. In fagts Corwin vieﬁéi

ke

the twn madels as representing sing extremes anfa set of arganisa% '




R 3 | ¢

; ; 4 : | jer] ¢l
tional Ehagaggeflstiﬁs_é'_ The natural systems model assumes the -

£

following organizational characteristics:

ow

- = - . * : X
. R » ! P
. ~ (1) Absence of consensus among the membership on values, norms,

S . -+ .
= K P - - gfh‘

and objectives; ( ST _

(2) Functional autonomy of the parts of the organization; i -

(3) Bargaining and compromise to decide the terms of the rela-
tionship in the absence of consensus;

[ ) ) .
(4) Décéntralizatian of *awer-which i ’DSES constraints on the
; 1 P mp .t

t

‘U‘

ability of the central offica to impose.mﬁs will on members -
of the organizatiéni

/ -« , {5  Incomplete iﬂfarma n for making de Elsians, and

(6) Laek of aogrdlﬂatng in planning and pallcymaklﬂg

E'Corwin reasgns that this model most acgurately describes organi-
}{!
zations with 1aﬁg hie:arghiés where the higher levels-are diregtly :

ilinked into the palitieal system and thé organizatlﬂn is vulngrable
to outside influénces. The model &8 als, useful; he suggesLs, for
- uﬁderstandiﬁg arganisati@ns ‘which Dpéfate in turhulent enviranmgnts

| 3 . .
which impiﬂgg on the organization's gbiliti to plan and maintain con-
s k .

trol. Corwin specplates that "(t)he demand from many groups that, .

schools should -be made more 'accountable' for their efféctiveng%s dould
~help to ﬂauntezactgﬁhe goal displacement Qharagteriséics'bf-tﬁrﬁﬁlent

‘enviranmEBES—"§€=Ehus making them more ratianal— .

The view: QF téa@hérs impliﬂit in_ thé natural systems mndel ish . T
campatible with that PfGPESEd‘bY ﬁﬁéphéns spantanéﬂus théory Teschgrsi—: -,
~ ; .

maiﬂﬁain theiz own values and pursue théif own bbjéctivés despite edicts

=

- 7 ES - . - - =
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,
-from higher eﬁtheritiee, Beeeuee they are functionally autonomous

¢
Zz 12

and de facto power is decentralized and because planning and policy-_‘

=

mekiné;ere notehighly coo éiﬁeted teachers do not govern their routine
, \ .
N -2

L4 B - .t B .
actdons with reference to the deliberate decisions made by others in

[N ’

the Hierarchy. They may accede to some rational ic procedures through

.4 process of bargaining and compromise, but these will never ®liminate
- i N . . . \

&
whatever: spontaneous tendencies teachers bring with them to the class-
. 2 Yoom. * . . - . : _ .
' o g & ' PR . -
The Humanistic Theories . - o ' : -0

————— . ¢ - . .
% Both the ratiopalistic and " the Spontanedus theories described above
peeeuie.thet eehéoling ehonlﬂ provide some Benefite tovsociety-by pre- R
pering children te beeone geed eitigens-and workers or by culti;ating" .?'
- ;hehevZefe and Enpéledge whieh-ﬁez;yieldflong-term surbiyal'benefits
for’ the grdupk’ While the fermet';elies on deliberate specification
- :eeé:the-letteraonEepontenegne human tendencies~tokproduce‘theselsociil ' J;
benefite,:heth predicate the'efistence of schodling on the expectation

Y

" that the social order Will be enhanced by the training of thildren to

£ -

‘acquire kheﬁledge ‘and behaviors deemed important by adults. Of course,-“
eeme benefits are expected to accrue to the individual child as well

buzntheee are eecondery,*1ong—renge,and adult- determined

Included here under the heeding of humanistic theories

. .
& « .
* -

. ere theee perepeetivee which plece the individual child at the.center :

.-

ef the edueetienel process and which to varyingddegrees, attribute o B

& we

‘to the_ehild*both ehoiee'end reeponsibility for what he 1earns.' Under:
rubriee such as humenietic end grogressive education child-centered

» _ e Ty . . e . . . T e

eppfeechee to edneetienreeeeme that children will instfnctively_or Do e
.o B i * d et 7‘ . BRI -

_ “intuitively 1eetnAghetevef'it;ie,ﬁhey 'nead! to know if given an-

EY

a¢ ‘gx : L i -; 1 | o . E T & 1\()‘ .. 0/
Q ’ : - K \ .
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;aut delibe:ately ta derive the fight envi:anmenﬁ for children, ‘to '

Lallnw them to be thémselvéa and tﬂ develop in the way and at the pac é_"’;

;app;gpria;e tarthém I £ lays spegial stte;s up@n_individugl ﬂis—,ﬁ§ 

st L =T
- Fo e

’,écvery;wédi}1£5t_haﬁd eiperiégge'aﬁi on opportunities for creative
wark.". Curricular concerns and timetablés are unseated by concerns .
'1;faf individual growth -at different ratés and in’ different dire:tians.

The sghual need nnly pravida “Ehe right énvironméﬁt" 80 that the :hlld'

.8

‘instinctive, arganic gtawth pragegseg can flnurish. ﬁ{ » ':

-

The magical chilﬂ" ennceptg of Jaseph Chiltnn Pea:ce (and athers

DL whn espnuse tfsnscendent or tfaﬂapersﬂnal Educatian) incarparate the

]

agfieulcural analngy of - schnnling put farth by Stepbens iﬁtﬂ a frame— :

'wark which, by its reféreﬂze to magical " undelihersté dévelnpment

might be termed ir:atianalistié!-=haaed on "a system emphasiging intui—-

_ tian instinzt,_feeliﬂg, or faith rather Ehan rgason.'ég

o
‘W
@

thea:y sugggst§ that ze:tain deliberate intefventinﬁs may harm thé'!;

1

_ Vchild's'naﬁural devalapment and, fu:ther, that pursuit of societ -al gaals‘

'may canflict with individual g:gwﬁh R ] T

. Pearce éséhmeé that jﬁst as there is a bialagigal pian’far
the develupment of a seed into a mature plant, berg must .

be a bi@lugical plan for the growth of the human’ mind/ .
:bfain and the whale human nfganism, and that if the;e is

.‘plaﬁ ﬁearly évery child cguld appraaeh a superhuman quals FIaEaE
- ity of life. . . Pearce suggésts ‘present conflict be~ 7

' ;ween the iﬂiant 8- bialngical intent and saciety s impase&”

. intentions, a'conflict that could be- largely avaided if we

o plaEed fewer. rﬁstraints on' the' \young. ¢ child. ' He. cite _ SNt

: Hans Furth'* asaéftign, for example, that réquiring the . N
-child to learfi reading and, writing viftually stops_in~,
teliéetuéifgrﬁwth for~about. four years.and.poses th e
pnssibility that the teacﬁiﬁg of feading might Egnﬁitably

be delayed te as late as"age 11.Y




Hal:y Anne Raywid 8 discusaian cE Eiva madels nf the teachingh _

fleafning situatiﬁn that have assumed 1ncreaging pfﬂmiﬂEﬂEE over: the -

Liand the pracess of educatian?o Based on Ehé thinking of refarmerﬁ .

SuLh as. Jahﬁ Halt, A. 8. Neill ivan Illizh, and even Karl Marx, thesa ’

madels invnlve a range af chilﬂ-directed learning pragesses which en— :
visidn thp scﬁﬁai as a;“bazaa: or an amusemént park " or which do
away with the school alﬁugether (the "just be" model), "The "pfaxis ,

'mﬂéel' emphasizes lgarning by dﬂqng within the cgmmunity, and the

“."Siddhaftha madel" pcrtrayg the individual student as a seeker requiring

“an idinsyncratié “and persnnalised 1eafning program. Iﬁ_eazh of these -

mgdels!g;hé teach 's role is to fashiun an envirgnment or .provide .

- )

' stimgli in respgnse to thlie- studen 's E,pressed needg and’ interests.

: Neithér the teachéf'naf thé;séhaal sjstem haids any clgiﬁﬁta Supériar .
1knnwledge abaut what or haw the student should learn. vTéStiﬁg’wHét’ S

: i,éfﬂEfs have-leafned 1s irrelevant ta_thelgaalg and assumptions im- = .

" plicit in the -mdeh» T

vaiausl . fg: thase whc subscfibe to a huﬂ%ﬁistié theory af edu~
y \

[ .

caticn, there 15 1ittle or no need for a highly ratinnalizad n;ganiséf\

S . .

- tinnal strucﬁure ;Q administe or, ke pgliciés fur schaals. How Eﬂﬂ

one prescribe min;mdl cﬂmpetencies Qr bghaviufal abjectives Fur gfnups e

-of childrentwhen the gurricglum and mode of instriction vary. frﬁm child
f - .

[N o
-

" to :hild7 ‘While présumably a;lzaéults engaged in the scha@ling venture'

AWka together to facilitate the gfcwtﬁ of Ehe whole child 'ﬁhe dictates

of Ehe Educatianal pregram stem. ffam tﬁ b —-Ergm the chilasé t_ef

than fram the tap of a hierarchy. VAL the 13?31 ofgthe teachers' :1535=’

=




'iharmﬂny af caaperative a:tars allnaing full and free éprEEEiQﬂ ‘on the

 par§ of, the childreni“Tl

P ¥ i

’gampatiblé with this ideal the assumptiana ‘of harmany, caaperatian, aﬂd

Te Ehe extent Ehst any a:ganizatiﬂnal madel is

fluidity suggeat an organic madel Accarding ta Carwin thé nrganic mndel
i“assumea harmany améng-the pa:EE a high degree of 1n:erdependence amcng
th, parts, and balanced re¢ipragity,,."The razianality nf the systgn (in

th? sensé of carreépandenge batween ends and means) is not’ derived fram :‘

managé;ial canzrﬂlr\expergisé and planning but - from functianal inter—-
-de endenge among the tutal system.f{z S 1 AR vT

' The’ humanis;iz_;heaty.is not a direct caunzétﬁaint to the rationalisti

énd spantaneaug,thearies. The fi:gt twa are cleafly mo ,sl, of teaching‘and

its cancral* the third is a mgdel of eduaattan which 1ike the spgnﬁénegusv
~model, ig ngt :ampatible with ratianalism. A feurth model to be. &eserigéd‘
later (pp. 57 and 58) views the teacher as a braker bétween the. demands of

E puliey and the impulges of spnntaneity.’ Far analytical purpases, our main_

¥ [

distinctiﬂﬂ is between Ehase palicies which are highly fatianalistic and

EY
=

‘those which are less ratiagalisti&. In reali:y, we expect ta find few, if

ianji teachers wh@ladthe éa a single model.’ 73 '\\ '

| e s ,
- Implicatians Df the Theor ries - \ : .

| The thearieg and madels described abﬁve differ significantly in their

é explsnatians of the nature of teaching and. 1earni;§@ the pracesses_&i'sghég

=

ing, and the ways in whi:h educatianal ﬁrganisatians\gperatg.r At’thé heaft

of the tat;nnalisti: thenry atand thg paIicymak§r and k?e administratﬂr Whﬂ

faﬂianalige the nperatiﬂns ﬂf the schaal thraugh delibérate decisi nmaking
and pratédufe setting, In tné gpuntaneaus théary, the téacher is ‘the centra
figufe. "Thé re af the vast gducatianal enterprise chiefly serves the

purpase of permitting the tea:hgr to giva gpantanéﬂus Expf§ssign to Ehe

eﬁucateﬂ man he finds within himgelf——and in so dning, to fas;er usaful

- l . . . .
3 I .. . L 5. *




'.;intsllsstusl grswth in his pupils.” 74 Ths individual shild is ths fscsl

*_péint fsr Ehz Eumsnistic thsdry, snd ths sehssling Eystsm revslvss srsuud

his nssds and intsrssts in praviding an snvirsnmsnt,ts=§ssilitsts‘nis ‘{‘f

dsvslspmsnt. L ,*,;. R " o L

' B . s

The distinguishing slsmsnts of the thssriss insluds diffsrsncss ssn—i

Sssgi ‘ssrnisg how gssls Es: sdusstiun are set (snd by whsm), shst ths gssls in’i

fs, _are, how thsy are to be transmitted smdng snd opsrstinnslissd by ths*

' vsrisus sstsfs in ths sshssling pfnssss. The sstsrs are vsrisusly viswsd;

‘as active or psssivs, deliberate and rstidnsllsrxspsntsnssus snd:instinsti

* . The ssmpsnsnts of the educational systsm are vsrisusly perssivsd as sgssns

or intsrdspsndsnt tightly or lssssly ssuplsd vsrticslly or hsrissntsllyg

f=intsgrstsd,‘:dnssnsusl or iudividuslisti: in’ thsir_psrssptisns of Vgl“;§if

nsrms,~snd sbjsstivssi Ds.fssts power may. be perceived as sénﬁfslissd.sss
vsrisus hisrsrchicsl lsvsls or rslstively dsssntfslissdii | |

Dspsnding upon whi:h thegry of sdusstisn one subssribss ts'snd which}

mddsl sf Ehe sdusstisnal pfscsss seems msst aptly ts dsssfihs whst sns' ;ié

C N sbssrvss, ths spprdpfists rsiss snd tssks sf pslisymsksrs 'sshsdl‘sdmini“éf

57_trstsrs, Esschsrs snd studsnts will sppssr quits differsﬂt.l Csrtsinly if

, psiicymsksts and prsstitidnsrs visw ths rsslity of schasling in vsstly

_diffsrsnﬁ ways;, poliriss and prscticss will bs disssnsnt snd intsndsd

5

pslisy outcomes will bs uﬂliksly to occur. I i liksly, tss thst vsriaus

sctsrs in the sducstisnsl systsm are’ unswars, bsth individuslly snd ssllee—
S

tivsly, of the sssumpcisns upon whish thsir@fsspsstivsvmsdsls dspsnd;

~hence, the reasons for sny disjunsturss which msy occur hstwssn‘sdlisstﬁd3
praciice are obscured. If a salutisn based upsﬁ one s'thssry does not
¥ . - _, \ xr -bx
" “succeed, the ,answet is to spssify the treatment more pre:zisely and to =

apply it more rigorously, for the sslstisn-itsslf-spﬁssfsduqqssssisdsﬁly'h;

'. correct.




'The sacialagy of knawledge argues that scléntifig thaught!
" and especially thought on social and- political matters, i C
. does nat?gracee& in a vacuum, but in a socially. cnnditi¢ned
.~ atmosphere. It is influenced la:gely by unconscious and’
"subcansciaus elements. These elements remain hfdden from
}/;‘ the thinker s Qbsefving eye’ bécause they fafm, as it wére,
the very place which hé inhabits,.his socigl habitat.. ; . -
* The social habitat of the thinker datermiﬂes a whole system ° L
- of opinions and theafies which appear ‘to him as uriques- -
tionably true or self-evident.. . . This is why he is not
even aware of -having made any assumptiuns at all. But’
«~ .. that he has made assumptions can be seen if WE compare
. him with a thinker who, 1lives in a very different social
- habitat; for he too ,will proceed from & system of appar-
"'ently unquestianablé assumptiﬁns but from a very differ-
ent one; and it may be 80 different that no intellectual
‘bridge may exist and no compromigse he pagsible between . . e
these two’ systems.’ Each of these different socially de- -
' termined~systems of assumptions is ealled by the sociclo-

gists of knawledge at@tﬂl Ldéﬂ7s§y

Our tangern fnr iﬁvestigating the viéws of té;chers toward teazh—
1ng and schooling stems fram a reeagnitiﬂn that the téacﬁer is the
| céntral figure withiﬂ the claasroﬂm where edugatianal palicies shapéd
- by highér authnrities must ultimately be implemente% If edueatianal

_ palicymakers aie inclined ta émbracea hlghly ratlnnalistic madel of thea“-
- \ B

sehaal whiie teacherg are inclined tc Embraee léss fatibﬁalistic madéle

: nf schugling¥ then the palicymakiﬂg system may not. be- gemmunicating z=;m+%%%%§

with the Qperating system. ~The two systems because they are. based on

different idéulngies and Ehe ries of ,d tian aré nﬁly lnasely cnupled

: -P@liavmakgrs create pnliciég which are caﬁsistent with the ratinﬂalistie
' madel and which Wﬂuld wark if the madel were a gaad prrasentatinn of

i

schnnl réality If pfacticiﬁg Educatars dé nat béliEVé in the Tatian—

alistia mndel and do not share its assumptians, the pnlicies will nnt

warm as 1ntended becsuse Educatﬂfs will be unwilling or unablg to’

',;acﬁammcdate theif bahavigr to thé m@del

As Raywid qbsgfves;
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'!’teaching.‘. These. feséarch effnfts and atherg ,ave""su gested
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"‘L?f, srsbls sut:nmss on achisvsmsnt tssss; but thsy sssmsd hssitsnt?t'

o SD H * -. “;
50, ) .

In. sdditiun ts sssigﬁing littls impsftsnss ta ths resu lts sf tsstA

l'ss‘s sgurss of prids,‘ths tssshsfs ints wsd by Lsrtis did nat seem - tn

P .
(judgs thsif sffsstivsnsss in shsrt—run, sbjsstivsly msssursbls tsrms.

Thsy fslt thst ths sffsctivsn 's sf thsir QBrk wsuléxhs rsflsctsd in ths
‘lstsr Iixss of EhEif studEﬁts, msst nf thsm smphssissd*mursl suscﬂmss snd
 pss1tivs studsﬂt stt;tudss tswsrd 1ssrning as. ths primsry gssls sf thsi J
's’ Essshiﬂg._ Whils ths rstisnslistis msdsl sbstfssts snd simpiifissprssl
;:sllswing for" discrsts msssufsbls sutssmes snd assessment, thsssit ac

'sssmsd unwilling tn sssspt this visw nf ths purpssss nr sutssmss sf thsir

‘fwsrk thsy saw thsmsslvss as :sspsnsibls for a whnls, rssl shild U
S O S
Lsrtis notes that, snmpsrs& with sther srsfts, ths wsrk prsssssss B
' he ,
in. tssshing, snd the prsdusts ssught by. tsschsrs, are difficult ts

-‘:msssurs by ssvsrsl ssssssmsnt sfitsris.?SI

Ths intsngibility sf tssc

i

gssls mskss it diffisult to use. s fixsd mndsl ask a’ guids fnr ssmpsﬁiﬂg

intermsdists sutcsmss with th ’ ths numbsr sf infiusncss upsn s child'

:mskss sssessmsnt sf the tsschsrs' impsst :slstive ts sthsrs inhsrsntly
traublssams'xths purpssss af sdusstins srs many, snd,ssms sts ssntrstf—'l
sisl- aﬁd ths ghsﬂgsfulnsss sf matufing :hildrsn rsndsrs ths nstufs snd

timing sf spprsprists ssssssmsnt smh%gusus.' "Ths tesshsrs crsft " he - e

5"ss§21udss, "1s msrksd by ths sbssﬂcs sf ssnsrsts mndsls fsr smulstioﬁ




ized teaching far the ‘test will ucgut. ngever, whe' er: teachers

,ance A natianwide teachér apinian pa11<3

rcandu:ted by the Natianal Eduaatiﬁﬁ Assaﬁiatian in 1979 suggests, thax

\
i

gh,

that at léast iﬂsafar as stanéaréised tests ‘ares cancerﬂed téachers views -

‘ have nat heen Substantially changed. Mﬁ t f h pandentgéta tﬁat

ﬂféu;‘ey f elt that g:nup staﬂdardigeﬂ achievemént tégts dg n§t=measure the

_ réally important aapectg af a studen S p:ngiéss aré nnt :Eliable criteriaj3

iar grauping or tfaéking students, and shculd n@t be gsed ta detérmineai

students pfamatian or rétentian._ The. teacha:s nverwhelmingly disag_éed

: that scares ‘on sueh testg éra valid meaaure of tea:hér effectiveness ar o

nf éducatianal quality iﬁ schanlg., Mn:e than threaiquartars felt,that
X ' \ B ' . l
. the eliminatian uf all stsndardised tests wauld have nﬁ effect ﬁn their

»::eac,,ﬁg.$§;,1'~ {iﬁ , ._-} 7,' X !:if',“f;;,fgjplf.';?;:“

Sii

,§; 7.v : . L ,
thaﬁ af teaching EfféﬂtiVEﬁEEE.s;g Lot tie, taﬂ, abserves thaﬁ teaehers

diacuss anhiavément test perf@rmange aa if they afe uncertain af the

tangibility ﬂfﬁmeasured gains af the rig % fél '5’

£ heif claiming

’credit fur thém._gs IR '» T o vf_4'="’“ "][ St

.'u'

;ﬂw These attitudsg,if they are. accurate prfEsEntﬁtiEnE of. teachar?l B



'f are seen as cant:ibut%ég

l e g

ingteéd ta viéw stgdeng%.é% dynamia aﬁtafs in the 1eafning pracésg-i°"“’“'ﬁ
, L ,g.’i ) L e . ERANIE
such factars as- m@tivagiun ﬂpérsanality, ExpéfiEnEEE, and maturatinn-_f[,,a.f[

hﬂt;iéﬂst as much to student_leatniﬂgwagﬁag,;sl
o I - : R A

teaching stratégieg %%d methads.ig';i Q-11~7 B '- . 7'}':;"15;f§!.v

Numeraus=gammen ' made by Ieaghers iﬁ Jacksa s and Lo rtié}s sa’pleg

e

o The achievementfi thé year, wheﬁ yau kﬂnw au: g:hedule , e
- and situation;.mea ‘that' the kids' progress and hard - = Ll T
 work is phenamgnal \\I m ‘proud of them faf:ﬂaing it and e

"I guess of .myself for keeping them tngether and needling . o
them to"do it. TN . o

:This viéw éf’how learningriakeg placq\wculd seem
\ A i . .




,toward thé présent while techﬁac ts (researchers aﬁd admiﬂistratars) arev 
e ﬂriented taward the futu:é.- Fiﬁally, Wulcatt absér\rés, the tegchar s

 1 ;arientati 1 is tuwatd the petsunal eleménts af a Sisuatian, whilé the

":techngcrat is afiented tﬂward nbjective aspeets nf thé task at haﬁd Théf L
L - ;’ b ’ i .- \1 Tt )
o vs{ue gystems of téachers and techn@crats .are diffsrent in: ways that

o praduce tensians between their gnals and their styl ;, r °P",*;
_XVVCT)eachers seem ta Placé little valua on the farmalnelemEﬂts ,
/. of authority, ‘power, -and control., Thsir value system turns ' - R
‘ on pfacesses of. bé:aming rathér;than on processes of con= . e

 ;fv . trolling. Learning 4s at.‘the apex of ‘that value system;

' teaching is the instrumental aztivity through whiﬁh teachefsr‘ k;‘ xfi,
ﬂ 71hélp nthers ta EchiEVE it. 88 - L ?;'fifﬂf T
- iff, ences between the valua and bEliéf pattprns af teaehsrg and

- adminigtratafs havé also baan examineﬁ by Phil Cusick in a study whi:h i

A

_5 :fnund th eauhars value pelsunal :Elatianships and the deval@pment fz

‘ . S

'af pé 1 i a:isl attitudes nver such things as achievement o standard—*!{xz
: ; {l' e

-';viged teats,‘administrative evaluatigﬂ and changes in ingtructianalﬁ'

Jf?abjectives,.and administrativ

nam .
rathey ‘than - °

dual‘stuﬂ’i'




the eeﬂeervative ethee ef the teeehing eee’p i te the 1eek ef e

-teehﬂieel eulture in teeehiﬂgié "ReElexiveiteneervetiemg" Lertie remerke,

e "imp’ieity éeniee bhe eignifieenee ef teehnieel knewledge,ﬁeeeuming

- R

.. thet energiee eheuld be eentered ofn- reelieing eenventienel geels 1n

w9l" S
y,

i

knewn wa Jeekeen elee eemments en the ebeenee ef e teehnieel

% 7
C ieeebulefy in hie eunvereetiens with teeehefe, neting a eeneeptuel

eimpIieity in,eheir telk ehereeterieed by ‘an intuitive rether thenee B
retienel, eppreeeh te eleeefeem evg%te, and an epinieneted, ee eppeeed o
.- ?twg

:§ ‘
’ “to en epen-minded, stenee when eenfronted with elterﬂetive teaehing

#

, prGEiQES-gz Bnth Lertie end Jackson ebeerved a reeietenee to eu;eid e

-

influenee on :the pert ef teachers. which was’ reflected in their emphesie

= B '}' i

;'eﬁ beundedneee 1n the. eleeereem_ The impertenee of - "eherp ; tiee_.

beunderiee was expreeeed in teaehere"desiree to mi ,miee uuteide '\\\\\

intetruptiene and dietreetiene end their efferte to meximiee thei;

7x enntrel over etudeﬁt invelvement.93 .

\

¥

In en ethnegfephie etudy ef a teacher 's eleeereem perepeetive,i
Jeneeiekgé feund thet the eutleek of the elementefy eeheel teeeher she

.

,E_s;udied,eeuld=he_ehe£eezefﬂ?eﬂ hv "h#exeen?i

- ereating_emeéblesz EREE

jfend eehesive group and meinteining thet greup.: The teeeher mede plene '

'5end iﬁtefpreted eveﬁte in tefme ef their impeet on the gfeupneee f

','the class ... He medeled end emphesieed eeeperetien and feepeet fer .

f‘ether greup membere aﬁd he deeigne& eetivitiee thet generated=e high L

/ ilevel ef greep eenseneue _ N . . _ :
- , i . ' SN

"I - The netien thet teeehere devete a mejnr pert of their efferte tewerd

lbthe develepment of eleeereem eammunitiee——beunded end eeheeige terfiteriee
- ' 7’ e

RN |

'Eret

: ted f fem intrus ien——s
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‘has been termed in the sociological.literatuve as a "gemein'

, V-
‘w"(lncalistic or commu i y) orientation.g6

Bociologists sincefDurkheim -

esited that human knowle dge systems and behavior are influenceg.
s"a‘j - »

by!different forms of sncial n;ganization. What s central to a person

outlnok is in large part determin d by the social system in which he'

: functions. Two* main forms of socialrorganizaxionr—community (or Gemein—

*

sehaft) and society Cor Geaellsehafg have been examined and characterized’

‘as repreaentiug diffeting world viewu\ind, consequently, behavior‘ﬁattErns/
= K s ) . . ~ "'

“of groups mEmbéfS.QE ) K . b "

\

In a- Geméinschaft, soeial relations aré effectively defined bv norms~f‘.
and by tradition, persoqal and emotional controls govern individual behar
vinrs. - The cnmmunity is characterized by set territorial Boundaries and

nrgan&e interéependence it is stable and closed to outside influence;

.o_.

Solidarity is the result of a. shared system pf mores and mutual correspon—

N o
;\ .

dence of interests. In a Gesellschaft, rational self-interest operates

veaken traditiqnal bnnds, Social relations are governed by laws,
ALY

re ulatinns, and other fnrmal eontrol mechanisms.‘ The society is

/ .,‘

competition, utility and efficieney ‘are valued over moral imperatives”““>

}, Theszgtwo.different‘i/ims of social organization are also distinguished
;

N . ——r

"eharaGEEEdsed as representing a "sacred" school of‘thought- the Gesellschaf_
e A -
a se:ular cnneeptual syatem. Durkeim advan%ed the proposition that "the

attitudinal diseinction between treatfng things as sacred and as- profane

.15 basieally Ehe same as that between moral,obligations and expedientv or

utility .. i"lf’l _' ) o

= .

 Max Schelen's work eontinuéﬂ'the~comparison’by,indicating:that;iﬂts
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. e Eemeipeeheft typee of sneiety have a traditienelly
e ‘ defieed fund of knowledge which is handed down as conclu-
' .. sive; they are not concerned with die:gverieg or extending
" knowledge. The very effort to test the traditional '
knowlédge, in so far as it implies doult, is ruled out as
‘virtually blasphemous. . In such a gfoup, the prevailing ,
logic and mede of thought is that of an|'ars demonstrandi" i}
not of an "ars inveniendi." Its methods are prevailingly
ontclogical and dogmatic, not epietemnlegie and eritieel'x
-its mode -of thought is that of conceptual realism, not E
nominalistic as in the. Geeelleeheft type of orgenieatien,,'v .
its system of cetegeriee, nrganiemie and not mechanistic. 102

N

- Thie paradigm mey prove a useful frame ef referenee fer ehserving

! end deeeribing the implieit theeriee of. teeehere. The Gemeineeheft h

eyetem ef knnwledge enrreepande rather elesely to the ebeervetiens

N\

p ented earlier thdt teaehere rely little on nbjeetive meeeures ef

Effectiveness, thet they are tredi;;en—erienegd rether than ehenge-

eriented_ end thet they de not seem te reeegnize as eelient a body of

=

i

;eehnicel knewleﬂge fer teeehlng.. The Gemeinseheft erientetien toward

N ‘ne:ﬁeEive eeeiel Lntereetiene beeed en a eense of eemmunity may also

be a ueeful wey ef viewing Eeeehere' epparent empheeie on interpereanel

relatinns in the eleeerenm and on the affec ,vefeuteemee ef teeeh%ng?

Jackeen ] ebeefvetinn that teaehe:e viewe ef ehildren are ehereeterieed

* by romantic idealism and myetieel Dptimiem, 'a quaei—mystieel faith in
A

e . R -
human\perfeetelility. 193 Jeekeon epeeuletee thet this "tender—minded"

view may heve an edaptive eign f nee\whieh hee remeined hldden frem .

\ o

reeeeteﬁe: and o h s, who believe their mieeien in life ie te diepel

11
- Af
&

sueh eldefeehinned viewe.i i

\'~ =

N A : ) . cos -
e 7Lertie ebeefvee, further, that "(t)he i eele [nf teeehere] preeume .
‘e 7 ' i i A f

‘e high level of interpereanal impaet on the pert af the te h_r he must
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cﬁangé moral or emotional attitudes or permeate the co ﬁSEigusnesé of
every studénti"lgé Lortie's later analysis of the conditions under

~which teaching cccurs sugpgests that thé adaptive éignificangé of téachérs'
views of children and af their own role in realizing that pétentiality
may be gfounded in the peculiarities of the wnrk that teachers do. He

" notes that ' téa;h2fs do 'people wark, but they do it under somewhat

special anditiansa"lDS First, the low dégree of voluntarism in' the 5

Eea;hgr—student relationship is reflected in the fact that children and

teachers do not choose Each other; they are assigned to each other "y

«third parties. Second, the pfoblem of extracting work from immature,

"conscripted” wafkérs means tﬁatgtéachézs must "forge bonds which will

- not only ensure_ cnmpliaﬂce but . . . g ,Erate effnrt and interest in
", ——-learning jobs . . "196 Finally, the classracm setting far téaghers

enéeavgrs;gequirés thgt goals be fiet and relatiansﬁ;ps managed in a

group caﬂtext. | 5

Given Ehis situation for aétﬂmplishiﬁgbtgachiﬁg abjectivgs, it

. L
wauld not EE'surpriSiﬂg EG: teachgrs to feel that their first ardér af

bu si, ss must be the dévelapment of interpérsenal ties and a shared sense

rtie's réspondents idEﬂtified iﬂterpersanal capacitiea

‘a_b—‘-r-r—-‘— "W-_ — e

v and:dispasitiéﬂs ost/éften as the qualitiés which chara terise eifac

4 —

i = \’\
tive or autstaﬁdifg féaaherg 7 Similarly, B. L. Anderson' s study of O

teachers judgment f@f téaﬁhar effEttivengss fmund that interest in

/ i

individua’ 5tudeJtﬁ*wasﬁg§g chafac;efistic_Qansidérgg mast ;mp?rtant
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in reaching a judgment of teacher EffEQEiVEﬁESSS whereas characteristics
relating to teaching techniques cf.ﬁfactiEESSssugh.as the establishment
of objgct}vesi use of ;lassra@mldistussign, and homework éequiremént5n=
were considered ieast‘imparﬁantglog _ | ‘ - ‘ =

; In su%, then, pfia research on teachers' VEEWS=—thEif goals, aims
and their séandards for judging EffEEEiVEEESS?EindiEEEES that there may
be severdl points of disjuncture between teachers' values or ideals and
:thasé implizit in a raticnaiistie model of teaching. If thelfindings
thinklng, their prlmary goals s stress, the moral or afféctive outcomes ﬁf
léafﬁing; they place iittle faith in abjéctive measures of Eogﬂitive
achievement as reflections of ;Egdéﬁt iéarn; ng o ; teacﬁér effectivenEss;(

their aims in the classroom are process-oriented rather than product-

=

ariented*,and tngy emphasize interpersonal Eauacitiés oY éf iELﬂﬂlEal
abilities when they cons id’r standards for good teaching;

Several queéﬁions naggfally arise regarding this-capsu%gtiaﬁ of
teachers’' viewsgé First, do teachers still camméniy artigulate=thege
kinds @E‘outlacks, or has a more "scientific" apprnagh 1-eplaced these
emphases in their thinking?- Secand do teacg\rs views vary across
different school or classrcﬂmisettings? Are the :-Systematic differenﬁeg
1ﬁ the statements of gaals or purpase of teazhers\\ﬁg work in .schools or

\ school districts of different sises, with ‘lifferent pupt !papulatigns,‘

N or with different arganizatignal Structuras? Dﬂ teachers ;Eﬁ work with g

N r .
A _ - _ =L

S\ pupils of different ages or -ability levels hold different views 7\

\\\ Finalli-i given that téschers' ccnceptigns of Ehéit gaals and_the i o —-

PSR H
: st&ndards for - judging EffECtiVEﬂéss havacsamE‘imPact an thgir téaghing 1%\
P i;_i\\::§§£¥ﬂ'f::ffw_rsf:> R
T N o | : |
\




behaviofS? what discernible influence Sa these beliefs have on teachers'
willingness or abiiit& to accommodate dist:ictj state, or federal level
pélicylmandates in their day-to-day téachingAactivitiesg, Do teachers
feei they éaﬁ pursue SEVéfSl sets of goals simultaneously? Are their

value systems permeable to Ehange or to outside influences? Can they

absorb practices based on divergent philoscphias-cf teaching into their

=3

work without Qanscious discomfort or dissatisfaction?

Answers to thd&e questimns will require some uﬁderbtandlng of how

teachers approach their instructlnnal tasks--how they attempt to achieve

The next section présentﬁ research findiﬁgs rélevant %to these topicas and
further explores their implicatigns for teachers' views of éducational

policies.

How Teachers Plan and Conduct Instruction S .

The rational model OfﬂtéaCth planning first pfﬂpGSéd by Tyletllg1

7 (1) spec ify abje:tives,
(@)

) select learning activities;
(3)' organize learning activities; \
specify evaluati&n procedures.

(4)

H

-
'

This model can be characterized as a rational meanqaeﬁds-madél in which

the first step is to decide tipon the énds (cbjectives) to be accamplished

-and thé succeeding steps involve the ehoice of f means (agtiv4tiés) and

355ESSﬂEﬁE_E;Q;EdBfES”fﬁf<ﬁfféﬂfing the attainmEﬁt of the gaals 111

The rational piaﬁning model has been used for several déﬂades both’

to describe and prescribe teachers' planning processes ., A number

S Uy
G
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of recent studies, however, havs indigatéd tﬁat in actuality,

"learning objectives are seldom the starting paiﬂt for planning.

Instead, teachers plan around their sgudencs and ataund activities."llz

Researchers who have studied teachérs' planning have proposed various
algérnative models which seem more aptly to describe the planning

practices of teachers.,

Taylor concluded that curriculum planning should begin with-

éaﬂsideratiané gf teaching content and context (e.g., tiﬁé, resources,

sequencing), followed by cansideratians of pupil interests and attitudés,

1\ 5 1
and then by cun51deratiaﬁ5 :elated to goals and evaluatiaﬁ.l%B Zahorik

'prapased'an "integrated ends-means model" based on his observation that
teachers tocus first on learning activities because objectives arise
and exist only in the context of an actiyity;‘gtudengs shape the learn-

ing experience and the-objectives in the course of the g;tivity'se that’

, , .. 114 : : -
prior -specification of goals becames,meaningless}l . ' !

McCutcheon also noticed Ehé*simultaﬂeity of teachers' considerations

during planning and noted:

Teachers' planning . . . involves a complex simultaneous -
“juggling of a lot of information about children subject - o
. _ matter and contextual influences. It does ﬂat'fallow e
the rational model taught in me—v educdtion courses+—— '
Rather, it accounts for far more gufc:mati@n, follows
n'diffarent _paths- af<thiﬁEing and a different ‘order. 115 .

The nanlinear quality of teacher s' thinking when thgy are deciding }
what and how to’ teach 15 a common thread runniﬁg thrgughzthe research’,

Yinger observed a simi;afity between thevpracessés used by téaghers and
x-\

s

the prablemﬁsulving and design prgcessés gbserv&d in. endaavefs such as

?musical Eﬂmpﬂs%tinﬂ QhESS playing, and architectursl deaign; In all’

of these 23525; he points out:

.5§§;H

P,
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1

VJthe effects of planning on instructién again suggests that teachers' /.

52

_ !‘

+ « « no problem specification is given or agreed upon,

no formal language with precise solution operations is

available, and the goals to be achieved and the restric-

tions on the problem are open to interpretatian! o
-+ . . (G)oals are continually developed through a cycle

involving anticipation of solutions and the results

of attempts at solving subproblems.l16

A later study by Clark and Yinger found general support for a
cyclical planning process model rather than a linear one. Theyv

observed that:

Rather than moving from well-specified and carefully
stated objectives, our teachers more commonly began
with a general idea and moved through the phases af
succeasive elaboration.ll/ : :

If téaﬁhers do not plan “raticnallyi"-that is, by specifying

ijeatlves and then matching activities and téchniques to their gaals, -/

i

-]

‘what are the results fér‘instru;tign? What little research éxists,én-

, : . /
ﬂnﬂ—adheren:é to the rational madei may have sameimpgrtaﬁt Eéﬁseggengag /Ai

for the kind of learning which occurs. o -
- N * . {

T e . . i

_74i,—45tudies of the effectiveness for student learning of using behav-

i@fal objectives are abcut'equally divided between those which find sig-

nificant facilitativa effec for students' use of aﬁjsctiQEs in factual

fecall 5ituati§n5 and thase whieh do ﬁﬁt;l;s éame'af‘thé research,

,Ehuugh indi Es that f@r tasks réquifing higheralével :éasnning “abil-

E 1aarning-—learning af infurmatian ngt tied to the speeified nbjective&n-"

ity, 5tudents use of behavinral objectives does nnt generally help

and may actually hinder 1earning}lg While tha bulk of the, evideneé

indicates that "relevant" lgarning increases when hehavinral Dbjectives

are presented to studants, some 5tudies alsa suggest that "ingidental"

T -1/ EENE




decreases when students are given sgéﬂifig ﬂbjecti?és;za

The effects on student learning of teachers' use of objectives

in planning has been little studied: Two studies, however, Suggeét

that emphasis on objectives and subject-matter content in planning
decreases teachers' responsiveness or sensitivity to student cues.

‘ ﬁZahcrik's=c§mparisaﬂ éf ‘the insxrugﬁianal behaviors of teachers who

the behavigrs of teachers wha did not use sugh plans led him to caﬁ=

clude that use of the- typical planning madel decreases EE,Si iv ity to

pupils on the part Df the téachérg He defined sansitive behavior as’

vefbal acts of the teacher that permit Encoufage, and devel@p pupils

hlzl

idéasi thgughts, and actions.

cues and Qhaasing altétgativé’aﬁi%cachés whilg teaehiﬂgiéwas negatively

LAa;ff;"la ed to the number of planning statementsprevieusly written and to
,Ehg emphasis anrsubjectsmatter facts, réflected’in the p;anﬁiﬁg state—
ments. On the other hand, fle#lbility was pnsitively related to higher
-Qrder (congeptually—c?igntéd) planning and plaﬁning relateéwta instruc-
tianal processes, rather than Eé"sgﬁjactémattefg .They also fcuné -
"that teacher Eleéibility‘was signifiﬁantly and pésiﬁively chrglétéd-‘
.:with StudEnE;SEﬂIES on high dér, abstrégt themes on an egéaf tésé,
whilE' 1nflexibility" had-. the gteatest positive effect on student’.
1 Eéffﬁrman:e an'a ﬁﬁitipléechaice test and on concrete themés on the

essay test. It seemed that teachers wha alasely fnllgyed deta%%ed plaﬁs
. £ =4

- P
e o
Efieﬂted tawaié/;ubject—matter learning enabléd their studeﬂff to témém=

' ber=facts, #ﬁile teachers who facused on instructianal pr @; gs and wha

adaptedfiheir’insttuctian.ta student reacti@ns entguraged thei:-stgdeqts'

quire more abstract concepts. 1?2
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Dne hypcthesis suggested by the resaarch on the use of behavinral
gbjeztivas and rational plaﬁning techniques is that teachers may find
_other approaches more conducive to fléxibility or taiencauraging ceriti-
cal thinking on the paft Df their students. Altérnatively, it may be .

that' the quaiicies which zharaciatigg classroom life=ﬁmulﬁidimensignality,

123
slmultaneiﬁy, and unpredictability’*'a—make the. use of ratignal planning

t&chniques impractical or countarpradugtiVe. As ncCutchgan notes,

" teachers' planning prEESSES aré.gfeatly iﬂflﬂEﬁéédhby thé need ;gvédi
just to interfuptia;s, unexpectad classraem events, _and . childfen s neéas IR
aﬁd interests-124 : N w T . | | |

S L

»JagE§éﬁ:suggests that the major weakness of what he cails the

enginééring view of rhe teachiﬂg pIG§E=S is that it begins with an over=-

simplified image of what goes on in claqsrgams. The gampléxity of a
teachér s .work makes precise speaificatlan of DbjEEEiVES .and ag;urate'

V munitaflng af prﬂgfess almast impossible.

N . +« " The problem is not just that the teachér is ton buay,
although that is surely part of it. It is also that he is
engaged in a process that is qualitatively unlike the descrip— .
tions implied in. learning theories and in what ‘is here called .
the engineering view of educational progress. As typically
canducted,fteaéhing is an opportunistic process. That is to -
say, neither the teacher nor his students can predict with ,
.any certainty exactly what will happen next: Plans are :
forever going awry and 'unexpected opportunities for the v,
: attainment .of educational goals are constantly emerging . . .
s ‘Although most teachers make plans in- advance, thgy ate aware |
. as they make them of the likelihood of change . . . They ‘_ \
krnow, or come to know, that the path of educational progres \
more glasely resembles the flight of a butterfly than the '\ -
flight of a bullet.125 . : “ o -

' The emphases on processes (activities) and pupils in teachers'

planning seem also to direct instructional decisions in the




-

classroom. When choosing activities, teachéfs report that their judg-

ments are most inf;ueﬁcadnby concerns for student motivation and involve-
ment and by other contextual considerations related to particulaz attri- |

' L, 126
butes of their class, classroom setting, or their persnnal style.

Teachers EDﬁEEPEiQnS of instru:tion also seem to-be cantéxtually deter-‘

mined. Theyrrgp@rt that their idéas aﬁd practices are Elasely linked
Ata characteristics of their pupils and classr@am settings. ;27
If Ehe Emphases or pgints of départure of the, ratigﬂal mndel far -
IJFE} ,ning and instruction arepdlfferent from those érticulaten by teachers,
Vghag arEAﬁhe results when the two appraach&s'céllide?b Are the practieés '
implied or fgqgirea by rationalistic plgﬁé for management and instruc-
iﬁigﬁ,inéampatiblg wi;hA;eachers' usualApracticeégzﬁi can théﬁ:hé sjnf
thésizéd.iﬁ somezéatiéfaétaff‘waf? -An§w2f5~t6.these éuéstia@s will
‘depend upaﬁ knowledgeréf certain more Epécific fagto:s. -What aré the

points of disjunctufg béﬁWéEﬂ téaEthS views of planning and instruc—

tion and the . views implicit in the raticnalistic ﬁadel? Are su,c:h dif- .

ferences fundamental or hangantial to the edu;atinnal pracess, that . is,

appfaaﬂhES'snd prgctices?‘ Haw do teachers plan,_coﬁduet and evaluaté
instruction when they perceive thegselvesita‘baﬂunder ptegsu:e té accom- -
# ﬁadateAté ratiaﬂsiistiﬁ Eéaching?f When thé?véﬂ ngtypééééiﬁgA;ﬁéiééivés
to béAundet prassﬁré? Uﬁder what‘ﬁanditians do téaéhérsAfeel that §hey
must altar théit béhavio: to adapt to. accauntability plans? How do
_they respond? WEat gaping béhav;ufg’do they exhibit?
The degree to whieh tgachgrs are willing to change their béhaviars

in IEEpDﬁEE te felt pregsufgs iz likely influenced by their viEWs of -

-their}talés within the school organisatian.i Teachers' érientatians'
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tawgfd.authérity and toward school system demands for accountability

and sténda:diéatién‘afé explored in the next section

fgachg;s Views of Their Rgles

The ra; lo alistie model makes impértaﬂt assumptians about haw
.schools ﬁpetatéf 1t a§sumEs that the goals of education are §et polit-
. STt T . TTTTon T TR e = . ; . B )

ically, transmitted thréugh the school district and school building
‘hierarchies, and then éqﬁé_té fest'with Ehé taacher f@f impléméﬁtaticn;
The view of teachers as pr@fessianals armed with special egpertise is

dé—emphasiSEd in favor of a view of téachéfs_asiagénts of Ehg_szh ol
fg . . . N

bureaucracy. . o ‘ I ) e

The accountability movements of ihé 1970s .view teachers nat
" as' autonomous decisionmakers but ad agents of public school
policymakers, agents 5ubjéct to’ hierarchical cgntfnls.lzs

To what _extent daég thig view accord. with realit y? To what extent dc

the fgrmsl géals or leiEiE% af .the schaal system guide the actians

H —
R N "

of tea@hers? c

In tha sseiolagical litefature which viaws schcals as laasely

coupled afganigatinn teachers are portrayed as largely auténamaﬁs

!1iprafessianals.lgg étudies of teaéhers' views and of teachiﬁg practices

have tended ta support the notion that "the learﬁing activities Df

zhildfen and the teachiug activitiés of teachers are marginally related

_'to the activities af administrat@:s."lBD

Research canducﬁed before 1970 faun&-£ha;;£eachérs'aetivelj;résistéd
1;‘thé.buréaucratic,raticnalisatian;éf théierﬁlasi Most of the teachers

interviewed by Laftie attributed graatéf Educatianal benefits to teache:

'.fréedam and creativity thau to baard palicy ‘and Efficiency mavas, they ‘




n
™l

- s° : i ° ’ .
= R . +
S

e,

- hiérarchical controls or pressures to conform? In one view, the teacher

 acts-as‘a policymaker or pélitical broker.

expressed a desire '"to lgasen nrgamizatioﬂal claims in Favar of teacher

: ' 131
decision-making in the classroom." 31 Jackson found that teachers

" =

would react with suEstantial ‘hostility to such QQﬁstfaiﬂtg on théir

autonomy as might be imposed by rEquirements to, use an inflexible cur-

} 1

. riculum or by continual evaluaticn of their gléséféom conduct by their

administrative superiors. Corwin, répcrﬁing on a survey of teacher

militaney in the midwestern states, ccntended that teachers wanted .more

control over their wark whereas\admlnistratars view d them as 'émplayees

- , . 133 '
- owing QbEdiEﬂEE." More cent studies have dotumented teacher re-

— gﬁm

' Mexist batwaen the hie&atchical bureaucratié 5tructuré af'schnal crgan= R
g

f 135 .
133tinﬂs and the nature of teachlng work. Whereas the structural

characteristics of schools are . typical of afgani tians with agreed—ﬁpan

goals and tachnolagies, teaching wnrk inzarpbrates diffuse guals and

=

Ediversg techniques more suited to a "flat" afganizatianal strugture ;

136
allawing a rélativeLy large dégrge of autanamy for pfactitiﬂnEfs, 36

Wolcott found that the "flatnegs" gf the ideal authﬂrity struﬂturg of -

teachers exists in marked contraat to the fgrmal organigational struc-
137 '

ture in Whith Ehey wark. . e - S o,

"Hﬁw do teachers r25§1ve the organizational contradiction in which’

‘they seeﬁlta be placed? -How ﬂgAEhey feséaﬂd to the activation of




From this point of view teachers are thought to have
enough discretion for their teaching to be influenced by
their own beliefs of what schooling ought to be. But at
the same time teachers will choase (or be constrained to |, °
chause) to follow certain pressures from without. The : :
pressures which Ehey follow may be consistent or inconsis-.
tent with their own ideas of what schnaling ought to, be

~ « « . Teachers are likely to respond to external facters o

+to which they atzsikute authority or power,138

Within chis perspective, it is then crit%éal. to understand what kinds
éf authority or power teachers are likgl§ to féspgnd to. Avstﬁdy wa*‘
'Lsaghers; wiliingness to ghange the aantént of their iﬁstfuctian‘faund
chat— in response to hypathetical pres u’es, teachers prDIEEd:EhEy

o
wéuld be most raspéﬂslve to changes diﬁtated/;y the sehaol district’
scated abjectiveg or tests.“ Al though teacherg reparted a femarkable

. l N
willingness to add new tcpics~in response ' to any ‘source of p:easure (and .
: . : : . ; u

their reported willingness increased with the ﬁumbEf of sources of pres- .

i

sure), thay alsu showed a feluctance ga omit "old" topiés with the

" addition of new'anes;lgg ‘One may infer frnm these findings either that

téa;hefs are mallaable and hierarzhically—ariented or Ehat they belleve

uch mallesbility is the sacially acﬁeptable respnnse; Thei:fralu;tancg-!

f bt
to amit things Ehey are usedttn teéching, though, may reveal a strategy

(3

L ——————— .

-6t superficial a::g;:ance and fEEPBﬂEE to disﬁrict mandates or ather

f 40.
pressures so as to pro t ct the instructional turf they care abnut 140

R HE S

chefs ha?e_sﬁggésted thateteaa?ers féspnnd to arganizatiag\z‘_ e
a differ-

demanda by insglating Ehemselves within their classrooms where

2 l ’ < 129 .,
. ent set Df auth@rity rélgiianships and values predcminate.lél - When .
_ o _ ]

\

cunfranzéd by, insiatent pressures talcanfarm to a new inst:uctianal

- = -
7 E

i
[
[ )
mndel they generally Emglay pass vé\farms af resistance deacrihed asg
‘
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gning thraugh the mntians or "plaging the game;" withaut making
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substantive changes in their classroom activities,lég In general,
N : = L : )
much of the research suggests that teachers simply do not place a

‘great deal of importance on the views or influences of the administra-
tive hierarchy and that their iqéalcgiééirémain largely unéffeatéd-by -
attempts to rationalize their roles.

Qur examination of teachers'’ vie&s'af the ratignalistié model will

Explafe their feelings CDﬁCEfﬁiﬂg b ucratic control of Eeaehlng;
,-the setting af'edu:aticnal ggais, ijegtivesg and standards by higher

levels af authority, and the raticﬂ!iigétiod or regulation of Educat;ﬂnFl

content and Laachlng methads; Most policies‘ﬁiméﬂ at imp:éving-édﬁﬁa= .

= =

tional qualityAare designed to ‘rationalize the behavior éfrﬁhe teaghér,
To the extent that teachers still seem ta resist the bufeaucratié rasA;

tionaligation of their rales, we will at mpt to uncover their reasons

r

for fesist;ng. Do they wish not’ tc be held accgunzable ar do they

&, ]

. find the ﬁGf:Eptly proposed methods for halding=them accagntable tn

v -

be peﬁag@gically unsound? Do théy'wish;;o maximize their »

: : f
Yautanamy, or merely to preserve it.within some agréédsu Ln strair
.Is it passible—ﬁbut too much éfférta-tu be subjected ta ratinnalisatinn, .o

or is rationalization viewad as teehnlcally impasgible?l Is ratianaliza—;A oL

I

% “tion seen as deﬁgmanizing? Do they think rationalizat anfis at oddé

— o o _ o 7
.~ with-other goals which they 'deem more important? What| are the caﬁdi—

. ”}tiané which'wouid ﬁéke_iﬁ acceptable? Is ratiunalisa ion cf certain i ;:i
"2,__§spect5 of schooling considered more feasihle and,de_irableathan it is“ Co

)- .afjcthérs?

alizatian ‘of théir roles more willingly thaﬂ the ea'lier studies igdic§té

| N L ‘ }
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that they did, we will.attempt to diszover what influence, if any, such

"acceptance has had!uppn their statements of goals ng’and beliefs >,

about, education and their work. Are their stated goals more compatible

“with rationalistic gogis‘for education? Have rece nt policies changed

X 4 . ; i -
their approach to judging their own effectiveness? Do they perceive
T 7 ) .
hierarchical controls as more legitimate and useful than earlier studies

-

seem to indicate? . Do they see .rationalistic Qharazterizaé

tions of their roles as halpful or as somewhat dysf i@nél but neces-

-sary? Are there differences among Eypes of teacbers who find bureau-

=

cratic rationalization more or less aqceptableﬁ' Da those whose views

of schooling are c,'paglb;é with ‘the faﬁicna,fstic model differ in any
: ' 4
Eystematlc ways in ghalr beliefs abcut educational gasls, proﬂessas,

: ané pfact;&as,fromateaghegs wha'hcld ethgr views?

I

- F
= .=

HéﬁiTeaghers{qgtpiggggsmggwgfgﬂE@é,B§;icnalisticrMbégl are Shaped

Where do teachers develop their attitudes toward rationalism in

; eﬁucaﬁich and toward the teaching act iﬁ general? Léttié found tﬁét

' enced by téaghegs they thamsélves had once had. in schoal

'praéticés as a result cf their teacher education expgriéncés- Mﬁst

o
teachers rEpGrted relatively Iittle iﬂfluence on their beiiefs and

said thaE théy learned ‘how to Eeach fromgexpefienEE' many ‘were influ— ::
;-

£ Y . i3
+ o= ’ ) ) ’ . -
o .

- The kind af sogializatiﬂn séquenge Experien:ed by teachefg
“leaves room for the emergence and reinforcement of idiosyn-~
cratic experience and perscnal synthesis. In neither ‘struc-
ture nor content is it well suited to inculcating cammﬂnly s
. held, empirically derived, and’ r;ggf@usiy ‘grounded practices .- - R
" ‘and principles of pedagagy.» The legsons taught by early yet - Lo
persisting models rest on :han:e &nd personal preference; o e
» - training in pedagogy dges not’ ‘seém to fupdamentally alter L :
-, earlier ideas about tedching. Teaghers say thaf théif pfin*‘”; ‘
“cipal teacher has been éxperienc '
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ing toward" Eﬂmplex goals, in a cam,lex setting. He algo,
'in most inst 11,3 Ls: warking'wit',a group, Qf spudants

"r TETE
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7 A study Ef*tea:he:s can?ep inns ﬁf,*'

'

ta cancapt ,“5 abnut readiﬁguand a aut educatiﬂn gane 1ly, é.g.,“caﬁf '

I

‘igtics, and classrﬁam managémant.

- y =, )
teachers ﬁan—réading cancaptin 1S gegded a have greater impact\than

their cnn:eptians of reading, averall thnugh their deciginns SEEmEd

tp be influgnﬁed more by the teaching cgntext than by any particulaf .

ZT?Tcanceptiﬂn.lsgb:_ | N ' ‘..';'-- o e o =f

Whetﬁer tgachers share cummnn cunceptians uf theif wurk ‘o %héthér,{
. ;5 LthiE suggests their caﬁcepti@ns are highly. individualistic and afa§
based on idiasyncratic §e£53n31 experiences, isléné questian we will
- addreas in the CDUIEE Qf this stud;. Dther'qué;tinns whiﬁh we- will
S _— S . L :
%% ”seek ta answer eancérning the fafmatign gf teachérs viéws in:lude thé E

'\:- Lo

i= N

3 fallnwing Haw f 1 dn they regafd théif tgacher educatian expefiénc s:

Xf as having begn? What*canseptinns Qf téaehing dn they fetain frnm théir

ef

teacher training? What elementa of the raticnalistic madel uf teaching
‘
X C s

;Fefé they expﬂsed ta in zallege an d in later zuufséwnrk or training?

Vo et

What is" the relative impartanﬂg of various kinds of" Experienc35=s h,ldé

3 - 5 \ : . . .3

haad experiénzés, interantiuns with paera or administratars,'classrﬂam'
\ ) ei v : e
experiences*gaﬂd teacher t:aining Experiéncesssin shaping teaﬁherg

. \ N . a
views? What relaziénship exists hetween teazhefs implicit thearies

& ‘. \

aE instructiun and thg partiﬁular cﬂntext in which they teazh?:
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