J’s HD My Documents JOHNDOC MEFES File MEFES107.doc (ex 1 or MIPIV1)
NB American spelling
Raven, J. (1994). Managing Education for Effective Schooling: The Most Important Problem Is to Come to
Terms with Values. Unionville, New York: Trillium Press; Oxford, UK: OPP Ltd. (now available from the
author at 30, Great King Street, Edinburgh EH3 6QH, UK).

CHAPTER 1
OVERVIEW
The broad aim of this book is to show that there are hidden barriers to achieving widely
agreed goals of education and to clarify the  often surprising  steps that are required if
these goals are to be achieved.
The book begins, in Chapter 2, by summarising evidence showing that there is
widespread agreement among teachers, pupils, parents and employers that the main goal
of education should be to foster such qualities as initiative, problemsolving ability, the
ability to work with others, and the ability to understand and influence society.
The research summarized in Chapter 3 indicates that these are indeed the qualities
required for effective behavior in the workplace, the community, the home, and in civic
affairs. Of wider significance is their necessity in tackling the difficult environmental, social,
and economic problems facing our society.
Chapter 4 summarizes some of our work on the nature of highlevel competence. It
emerges that the qualities which make for competence are best thought of as motivational
dispositions. Effective behavior requires a large number of cumulative and substitutable,
selfmotivated, components of competence. These include the ability to think about ways
of avoiding or overcoming unanticipated problems, the ability to motivate other people,
and the ability to understand, and contribute to the development of, organizational and
political systems.
Chapter 5 shows that, far from fostering desirable competencies, the effects of most
schooling are socially dysfunctional. The educational system encourages counter
productive beliefs and attitudes, and leads to the promotion of those who are best able to
present themselves as others would like to see them.
Chapter 6 investigates how effective parents, teachers, and managers nurture highlevel
competencies. It emerges that, amongst other things, they identify each individual's
motives and incipient talents and then create developmental environments in which those
concerned can practice and develop highlevel competencies whilst carrying out activities
they care about.
In addition to emphasising the need for tools to help teachers think about the individual
development of their pupils, Chapter 7 documents more problematic barriers to the
achievement of educational goals in schools. These include:
· What happens in schools is determined, not by the educational priorities of teachers,
pupils, or parents, but by what is assessed in the credentialing process. It follows
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that, if schools are to foster highlevel competencies, their assessment must be
included in the certification process. Unfortunately, because highlevel
competencies are inseparable from values, this creates a host of dilemmas.
· In fostering highlevel competencies, teachers need to both influence the values and
political beliefs of their pupils, and identify and harness their existing values. As a
society, we are ambivalent about teachers doing either of these things.
One way of sidestepping some of the dilemmas posed by the valueladen nature of high
level competencies would be to offer parents and pupils a choice between a wide range of
educational programs explicitly and effectively directed toward different goals.
Unfortunately, this "solution" creates further difficulties:
a) There is a lack of the information which would be needed by parents and pupils to
make an informed choice between different types of program.
b) There is a fear that, if different pupils are treated in different ways, some would get a
better deal than others.
One way of overcoming these problems would involve those who manage education
developing a range of alternatives designed to meet the needs of a crosssection of the
population. The quality of each option would need to be monitored, and information on the
personal and social, short and long term, consequences of each collected and fed
outward to the public (instead of upward through a bureaucratic hierarchy to elected
representatives). The crucial importance of the decisions to be taken regarding the
collection and dissemination of this information would mean that there would need to be
open supervision of the decisiontaking process.
Public servants need to be more accountable for innovative behavior and decisions taken
in the interests of the public. However, before we can develop appropriate staff appraisal
procedures, it will be necessary to recognize and dispel the idea that public servants are
functionaries whose job it is to carry out the prescriptions of elected representatives.
The observations recorded thus far point to the conclusion that the reform of education
has proved difficult because it is intimately bound up with the reform of government and
society and especially of the public sector management system. In Chapters 8 and 9, two
key components of the required system are discussed. These are, first, new arrangements
to create a climate of innovation in schools, and, second, a new interface with the public.
The crucial change needed in the internal operation of the educational system is the
creation of a climate of concern with innovation. This requires a structure, and time set
aside, for "parallel organization" activity. Kanter gives this label to activities which are
carried out alongside the hierarchicallyorganized daytoday executory functions on which
people currently concentrate most of their attention. Innovative activity requires a "flat",
nonhierarchical, structure which enables those with ideas to obtain direct access to those
who control the release of resources, and which facilitates the formation of task groups to
tackle emergent projects. Teachers must develop a wider role, influencing the social
constraints (such as the expectations of parents and administrators) which restrict their
activities in the classroom. Finally, the effective execution of parallel organization activity
will require that the educational system is provided with access to a much better R&D
structure. Only this can produce the concepts, tools, and organizational arrangements
needed to expose and overcome the deepseated barriers to effective education.
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The arrangements just described are almost completely at odds with the widely held
assumption that progress in education is to be made through governmental prescription of
goals and the means to their achievement, and the use of tests to gauge their attainment.
Equally fundamental changes are required in the management of the educational system
and its interface with the public. For more than 50 years, public servants have failed to act
on information which demonstrates the failure of the educational system to achieve its
goals effectively. Chapter 9 deals with the role of the public servant in the management of
education. It argues that, in order to ensure that information is acted upon in the public
interest, public servants' behavior should be exposed to public scrutiny and their actions
monitored for innovation and effectiveness.
To monitor and assist the work of teachers and other public servants, it is proposed that a
fluid, networkbased, supervisory structure be established. The "monitoring" groups would
consist of those with a relevant interest  we might envisage a group made up of parents,
members of the local community, teachers and researchers. Since the activities of any
one teacher must be related to those of other teachers in the school, and in turn to those
in other schools in the community and the country generally, there is a clear need for a
network of linked groups as well as links via the media and research.
The establishment of any networkbased supervisory structure would involve finding ways
of encouraging more people to play an active part in the management of society. Chapter
9 goes on to suggest that the solution to this problem lies in recognising that publicsector
activities are themselves wealthcreating, so that participation in their management merits
remuneration.
While this is a highly practical book, its main contribution is to advance understanding.
Indeed, its main conclusion is that the development of the understandings, organizational
arrangements, and tools required for the effective management of our society is heavily
dependent on investment in innovative, policyrelevant, social research. Unfortunately,
because the management of research rests in the hands of those who lack the very
competencies the book is primarily concerned with, the practice and supervision of
research needs to change dramatically. The required understandings and arrangements
are discussed in Chapter 10. It emerges that the requisite research is an adventurous and
problemdriven activity. Also that research which advances basic understanding, and
contributes to the invention and development of new administrative and assessment tools
can only be carried out in the context of action: it is, for example, not possible to develop
valid measures of highlevel competencies without changing schoolroom practice, but
classroom processes will not change until we have means of giving pupils and teachers
credit for alternative outcomes.
Any attempt to change the state of education faces a tissue of problems none of which
can be tackled on its own and most of which pose Catch 22s. Thus classroom processes
cannot be improved without better measures of their outcomes, the development of the
tools needed to administer them, new concepts of management, and reform of the
interface between schools and society. Such change in turn demands change in social
practice. Social change can occur only if we develop better concepts of competence,
better staff appraisal systems, and better institutional arrangements. Yet the research for
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these developments can not be carried out without the improved organizational
arrangements which it is the very object of the research itself to develop.
It would not be appropriate to conclude this overview without noting the wider significance
of the developments required to improve the educational system. Our society is in great
need of management structures which will facilitate urgent innovative action to tackle the
current environmental, financial, and public sector management crises. The evolution of
an effective educational system would lead to the development of the competencies
required to promote the development of such a system. But, more specifically, the
development of an effective educational management system would contribute directly to
the evolution of more effective ways of running society.
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CHAPTER 2
EDUCATION HAS CENTRALLY TO DO WITH VALUES
As a basis around which to organize a discussion of educational goals and objectives, and in order
to establish criteria against which to evaluate the educational system, we began, in the mid 1960s in
England and Wales, to undertake what became a series of studies of parents', teachers', pupils', expupils', employees', and employers' priorities in education2.1. These surveys have now been replicated
(or parallel data have been collected) by researchers in the United States and many other countries
such as the Republic of Ireland, Belgium, Scotland and France2.2.
Respondents were asked how important they thought each of a number of possible educational
goals or objectives were. Each of the objectives had been stressed by one group or another in the
exploratory and pilot stages of the surveys. It should be noted that those who answered our questions
were able, if they so wished, to rate some (or none) of the objectives as "Very Important". This
procedure differed in two major ways from that adopted by Goodlad2.3 in America. Goodlad's first
obtained ratings of the importance attached to each of four goal areas - "academic" (including critical
thinking as well as basic skills), "vocational", "social and civic" (relating to preparation for entry into a
complex society), and "personal" (relating to the development of individual responsibility, selfconfidence, creativity, and thinking for oneself). This difference in methodology could lead to different
conclusions because we found that some goals within each domain were rated "very important" while
others were not. Nevertheless, Goodlad did find that pupils, parents, and teachers rated all four areas
"very important". He declared "most parents want their children to have it all". However he then went on
to ask his respondents to select the single goal area they believed to be most important. It was on their
responses to this forced-choice question that he based the discussions in the later chapters of his book.
These proceed on the assumption that most clients of the educational system want schools to focus
mainly on "academic" goals. This is, most emphatically, not supported by our data. Goodlad's very
different conclusions therefore stem, in part, from differences in methodology. Our own conclusions are
much closer to those of Flanagan2.4 and Johnston and Bachman2.5.
Table 2.1 shows the objectives arranged in order of the importance that was assigned to them by
Irish, adolescent boys2.6. Note the first item. It reads "Ensure that you leave school confident, willing, and
able to take the initiative in introducing changes". Readers who believe that schools should not be
seeking to foster the abilities and understandings required to bring about social change should be
challenged by these data. In the eyes of the majority of these clients of the educational system, the
primary objective of education is to foster the qualities required to bring about change. If one reflects for
a moment on what these qualities might be, one finds oneself thinking of qualities - like initiative,
leadership, and the ability to intervene in political systems - which can only be practiced and displayed in
the course of activities which are not characteristic of school tasks: in how many classrooms do pupils
display the levels of commitment, energy, and collaboration in forward-looking activity which is conjured
up by such a phrase?
There are several other objectives near the top of the pupils' lists which imply similar activities:
independence of thought and behavior; applying what one has learned to new problems; making one's
own observations; finding information for oneself; being master of one's destiny. One important
characteristic of all of these qualities is that they involve a high degree of spontaneity and selfmotivation. Yet one has the impression that these activities are rarely called for in schools - and, as we
will see in a later chapter, that impression is amply supported by the available evidence. Instead, the
activities which dominate most classrooms lead pupils to practice being docile, to tolerate boring and
useless activities, and to be dependent rather than independent. They learn to expect to be told what to
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learn - and possibly to learn how to pretend to have learned what is put in front of them - instead of
learning how to notice new problems, make their own observations, collect their own data, and think for
themselves.
We may next underline the forward-looking nature of many of the qualities which the students
thought it was important for schools to foster. The majority of them are saying that they want schools to
help them to clarify their life goals and values and then enable them to develop the competencies which
are required to achieve them effectively. Again, how many schools make a serious effort to satisfy such
needs?
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The items having to do with careers information and helping pupils to think out what they really
want to achieve in life deserve special discussion. In addition to asking the pupils how important they
thought each of the objectives in Tables 2.1 and 2.2 were, we also asked them how satisfied they were
with what their school did to achieve each and how important they thought it was for their school to do
more to achieve them. What then emerged was that the careers information and guidance objectives
were perceived to be the most neglected and poorly attained of all the objectives that were considered
to be very important.
This perception is entirely borne out by Flanagan's2.7 American data: an enormous amount of time
is lost, and a great deal of distress is caused, as people flounder around in the job market until they find
a niche which taps their (previously unidentified) personal interests and talents. Guidance is one of the
most important and neglected goals of education. Flanagan's data also shows that work is typically the
first occasion which people have to discover and develop their true potentials. Bachman's2.8 work at the
Institute of Social Research, Michigan, likewise shows that 83% of young people said they had been
better able to both identify and develop their talents at work compared with school. And
Csikszentmihalyi and Le Fevre's2.9 work shows that people's most important life satisfactions come from
exercising personally important talents at the borders of their capability.
The interpretation to be placed on these data is, however, not necessarily the obvious one. It may
be that, instead of defining a problem, the pupils have only indicated the existence of a problem by
endorsing a widely canvassed possible solution to that problem. It is entirely possible that careers
information and guidance would not solve the problem. Several observations support this contention. In
the first place, the pupils involved in our own surveys did not find the careers guidance that they were
given very helpful. Flanagan's2.10 attempt to provide what appeared to be the required information by
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computer did not prove to be any more satisfactory. And the most expensive project ever commissioned
by the Schools Council for Curriculum and Examinations in England and Wales failed to solve the
problem.
If careers guidance does not solve the problem, perhaps its nature has been mis-defined. On
reflection, how could any form of conventional careers guidance and information solve it? All
occupational groups encompass a wide range of people who have very different motives and talents
and who do very different things. Thus the psychological profession includes people who raise research
funds, others who generate new ideas and ways of thinking about things, others who invent new ways of
doing things, others who edit journals and magazines, others who lecture, others who write books,
others who run companies, others who manage personnel within companies, some who study rats,
some who study primitive people, some who study nervous systems, some who study organizational
structures ... and so on. The same is true of other occupational groups. Consider panel-beaters. The
group needs some members who are "good with customers", others who can take an idea and translate
it into a workable prototype, others who negotiate the best deal for the group with management, and so
on. It therefore seems that what students really mean when they say they want "careers guidance" is
some means of identifying their latent motives and incipient talents, a means of linking such information
to opportunities to develop those talents and test emergent hypotheses about what might tap their
enthusiasm, some way of getting recognition for the talents thus developed, and assistance in finding
ways of utilizing, further developing, and being rewarded for utilising, those motives and talents in the
workplace.
Reverting to our discussion of students' priorities in education, the next point to be noted is that
their view of education is distinctly instrumental. They want schools to help them to develop qualities
which would enable them to lead their lives effectively, to help them to obtain high grades and therefore
get into high status courses or jobs, and to provide the guidance needed to help them to identify and
develop talents which will be useful in the future and indicate ways in which it will be possible to further
develop and capitalize upon those talents in the workplace. Relatively few of them think it is very
important for schools to engage in cultural activities or to inculcate moral values in the more prescriptive
way that is, for example, characteristic of many who advocate values education2.11.
There is one final, and very important, point to be highlighted from the pupils' responses. Students
attach little importance to learning about aspects of school subjects which are not required for
examination purposes (ie aspects which do not contribute to obtaining high grades) or to studying nonexamined academic subjects. These come in positions 45 and 41, respectively, in the boys' list. This
discrepancy between the importance attached to grades and the perceived insignificance of the content,
taken together with other information gleaned from our survey - such as the annoyance which pupils
report if they are given lessons which are informative and enjoyable but outwith the syllabus on which
they are graded - suggests that what they mean when they say - as they did in Goodlad's survey - that
they want an academic education is that they want an education which confers good grades. It is not
knowledge - or even academic skills - they seek. They want grades because these control access to
protected occupations and privileged positions in society. The knowledge on which the grades are
based is of scant value in itself. Goodlad's data amply support this conclusion.
Interestingly enough, as we shall soon see more precisely (Table 2.3), this perception is almost
shared by their teachers. Teachers do not even include getting pupils through examinations among their
top 20 objectives. But they do not discriminate between the grades and the content on which they are
based: both are equally important. In rather different ways, therefore, it seems that teachers and pupils
spend most of their time working, against their will, toward goals which they do not consider to be of
direct educational value. This seems to be the most likely explanation of the widely reported "lack of
motivation" among pupils and demoralization among teachers.
It might be possible to reduce this tension if ways could be found to give pupils credit in the
certification and placement process - which controls access to jobs and courses of further and higher
education - for having developed the qualities which they themselves believe to be most important. This
is, however, problematical. One reason for this is that most of the qualities which come high up on the
pupils' lists involve values or can only be fostered and displayed whilst pupils are undertaking activities
they care about (ie value). Another reason is that any assessment of outcomes in this area would, in
current circumstances, expose the inadequacy of the educational system.
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Despite these difficulties, it would seem that if anything is to be done about the problems which
confront the educational system it will be necessary to find ways of giving pupils and teachers credit for
having developed the kinds of quality which pupils (and parents) think are so important. If this is to be
done it will be necessary to assess value-laden qualities. This is something which our society has, in the
past, been unwilling to do openly and it will therefore be necessary to explore the reasons why this has
been the case and seek methods to overcome them. Failure to do so will mean that we will perpetuate
both a dysfunctional educational system and inappropriate manpower policies.

Teachers' Views
Table 2.3 presents teachers' educational priorities. The list has a more prescriptive ring about it
than the pupils' list. Whereas many pupils gave priority to developing qualities which were expansive,
self-determined, self-motivated, forward-looking, adventurous, and open-ended, the teachers' priorities
8

include fostering a sense of duty toward the community and teaching about what is right and wrong.
Nevertheless, it also includes fostering independence and encouraging pupils to have opinions of their
own. The kinds of activities that would be required if teachers were to achieve this kind of objective,
would, like those required to achieve the goals at the top of the pupils' list, be a great deal more growthenhancing than most of what - as we shall see - occupies most of the time of most pupils in most
classrooms at the present time. The differences between the teachers' and the pupils' order of priorities,
while important, should therefore not be exaggerated. There is a great deal of scope for teachers and
pupils to move forward in a common enterprise.
In connection with our earlier discussion of the discrepancy between the importance which pupils
attached to grades and the perceived unimportance of the content on which those grades are based, it
is significant that getting pupils through examinations comes down in position 23 in the teachers' order
of priorities, but is immediately followed by content. Thus, while pupils think that getting high grades is
important, but that the content on which they are based is unimportant, teachers do not even think that
getting pupils through examinations is all that important compared with other objectives. The irony is
that, as we will see, it is the objective which claims the lion's share of their attention.
Table 2.4 shows comparative data obtained in earlier British Surveys for pupils, ex-pupils, and
parents on the one hand and teachers and headmasters on the other2.12. What these data show is that
there are major discrepancies between the first three groups and the others in the importance attached
to many of the instrumental goals of education. These include high scores on achievement tests,
careers guidance, and things of direct use in a job or career, although the difference is greatest on the
careers items. It is difficult to see how any real progress can be made in a climate in which there is such
a marked conflict in perceptions of what education is about. It is also significant that there is, in this
table, no evidence to support the view, often expressed by teachers, that pupils will change their minds
as they grow up, get jobs, and become parents. There is no evidence that pupils will later regret not
paying attention to some of the more social and cultural goals that teachers and head teachers are more
likely to consider important.
The Validity of the Data
How seriously can we take these ratings by teachers, pupils and parents? Are they just window
dressing?
The first point to be made is that we did not dream up the items which were used in our surveys out
of the blue. They emerged, and their wording was progressively improved, through a long program of
exploratory work (which has been followed by a series of refinements introduced in the course of
numerous replications of these surveys). During the exploratory phases of each survey teachers, pupils,
parents, ex-pupils, employers and employees, were asked, in an open-ended manner, what they
thought the objectives of education were. The items which were finally incorporated into the interview
schedules were articulated, in no uncertain terms, by at least some people2.13.
The second point is that many of the objectives which came at the top of the teachers' and pupils'
lists lie at the heart of many curriculum development programs like Man: A Course of Study in the US
and the Nuffield Science and the Schools Council Integrated Science and Humanities Projects2.14. Some
teachers - and some school systems2.15 - have believed them to be so important that they have invested
billions of dollars and a great deal of time, money, and energy trying to achieve them.
But much more important than any response of this sort is direct evidence that pupils' teachers',
parents', ex-pupils' and employers' opinions are correct. The next chapter summarizes such material as
we have been able to find.
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Notes
2.1. Morton-Williams, Finch et al. (1968); Morton-Williams, Raven and Ritchie (1971); Ritchie and Morton-Williams
(1971); Sharp (1972); Raven et al. (1975, 1975); Raven (1977); Raven (1980); Raven, Johnstone and Varley
(1985)
2.2. Bill et al. (1974); Johnston and Bachman (1976); CES (1977); DeLandsheere (1977); MacBeath et al. (1981);
Flanagan and Russ-Eft (1975); Gray et al. (1983)
2.3. Goodlad (1983)
2.4. Flanagan (1978)
2.5. Johnston and Bachman (1976)
2.6. The objectives were in fact divided into two halves so that no respondent would be confronted by too long a
list. For details of sample sizes etc. see Raven, Hannon et al. (1975) and for a more detailed discussion see
Raven (1977).
2.7. Flanagan (1978)
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2.8. Bachman et al. (1978)
2.9. Csikszentmihalyi and LeFevre (1989)
2.10. Flanagan (1976)
2.11. It is important to distinguish this use of the word "values" from the main usage in this book. By and large we
will be concerned with behavior which the individual finds engaging and motivating and can therefore be said
to value. Some behaviors - such as those which conserve resources and preserve the environment may be
valued because of their long-term consequences. We will be concerned with ways in which people can be
encouraged to develop their own moral codes rather than with ways of inculcating them. Nevertheless we will
be unable to entirely avoid the question of teaching values because some people want to be taught strict rules
to apply to the conduct of their lives.
2.12. Morton-Williams et al. (1968). A more broadly based comparative table, with data from the many populations
which had been surveyed by that time appears in Raven (1977). Goodlad's (1984) results confirm the general
conclusion, but the results are much less clear cut owing to the methodology adopted.
2.13. Wells Foshay has pointed out that the list does not contain many aims dealing with qualities that are required
for full self-realisation. For example, few deal with introverted awareness - awareness of the self and being
part of a vastly larger sphere of being. Not only do few of the items deal with ensuring that pupils have
experience of self-transcendence, few even deal with ensuring that pupils have experience of expressive
activities which might engage them and, as one student put it, `be good for my soul'. One wonders what
support there would be for such objectives as: "Ensure that you have experience of the wonder and awe which
can come from contemplating nature, music or art"; "Ensure that you have experience of the new lease of life
which can arise from musical experience"; "Ensure that you have experience of being part of a process greater
than yourself"; "Ensure that you have experience of a range of the emotions which can be evoked by
literature"; "Ensure that you have experience of the feelings which are associated with accomplishing
something very worthwhile" (Maslow's peak experiences); "Help you to develop the capacity to clarify and
express your feelings"; "Help you to learn how to behave in ways which are in accord with, and express, your
feelings"; "Put you in touch with your inner needs and feelings and teach you how to express them"; "Enable
you to experience feelings and emotions that you have not had before"; "Enable you to experience inner
peace and harmony"; "Enable you to experience emotions like hatred, fear, love, and awe"; and "Help you to
find ways of expressing your being in science, art, music, words, movement, friendship, and song". One
problem with such formulations of objectives having to do with self-awareness and self-transcendence is that
they tend to be viewed as relating chiefly to artistic and mystical activities. Students studying the sciences tend
to learn to abhor what they regard as "wishy-washy", "arty-crafty", pretentious, artistic material whereas, as
Foshay (1991) has shown, competence in dealing with these processes is crucial to the student's ultimate
success in scientific or mathematical endeavors. Furthermore, support for such objectives would only
exacerbate a problem that will be highlighted later in this book - namely that important feelings and
experiences only come into play while people are undertaking activities which are important to them - yet such
activities are conspicuous by their absence in most schools and introducing them poses a host of serious
dilemmas.
2.14. Bruner (1965); Curriculum Development Associates (1989/70); Nuffield Science (1967); Schools Council
Integrated Science Project (1970-72); Schools Council Humanities Project (1970-72)
2.15. e.g. Newton Public Schools (1972); Wright (1950). See Fraley (1981) for a review of these projects.
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CHAPTER 3
THE COMPETENCIES REQUIRED AT WORK AND IN SOCIETY
In an attempt to find out whether the teachers', pupils', parents', and ex-pupils' opinions on the
goals of education that were discussed in the last chapter were correct we reviewed the available
literature on the competencies required at work and in society3.1. This chapter briefly summarizes some
of the results.
The Qualities Required at Work
Klemp, Munger and Spencer3.2 and I3.3 have shown (Table 3.1) that more effective managers are
distinguished from their less effective peers by their greater tendency to do such things as think about
and develop the talents of their subordinates, move their subordinates into positions in which they can
capitalize on their talents and have their contributions recognized by their organizations, listen to what
lies behind what people say and do something about it, reflect on the workings of their organizations and
intervene effectively in them, analyse the workings of the wider social system around their organizations
and orchestrate effective inter-organizational activity to influence such wider constraints. Our work also
shows that the willingness and the ability to do the things which have just been mentioned is rare among
American and British managers but is much more common in Singapore and Japan3.4.
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Managerial competence is by no means the only area of competence which has been analysed.
Thus Raven and Dolphin3.5 studied a cross-section of employees in a wide variety of organizations
ranging from the civil service, through banks and offices, to large factories. The qualities required to deal
with the problems which plagued these organizations were the qualities which were emphasized by the
parents, teachers, and pupils whose views were reported in the previous chapter. However, although
employers were often anxious to do so, they frequently failed to develop and utilize the wide variety of
values, talents, and competencies which were available in their workforce. This was largely because
they lacked constructs for thinking about the relevant talents and abilities, how to develop them, and
how to utilize them. In particular, they lacked means of assessing them.
Research has also been carried out among construction site workers3.6, bus drivers3.7, nurses3.8,
small businessmen3.9, social workers3.10, architects3.11, pharmacists3.12, town planners3.13, civil
servants3.14, doctors3.15, scientists3.16, engineers3.17, and politicians3.18. Only one or two further examples
can be discussed here. Table 3.2 shows the competencies which Flanagan and Burns3.19 found to
distinguish more from less effective machine operatives. Their results have been confirmed more
recently in a study conducted by the Industrial Training Research Unit in Great Britain3.20. We
ourselves3.21 found that what 20 year olds who had been "drop-outs" from school at 15 years of age
liked about their job was the variety, the opportunity to take initiative, the opportunity to make the most
of themselves, and the opportunity to develop and use their talents in ways which had not been possible
at school. They also liked the fact that they did not, at work, have to do the same thing all the time and
do things they could not do. It emerges that work - even for this early-leaving group - is anything but the
soul destroying activity which many teachers take it to be. Grannis3.22 and Bachman et al.3.23 obtained
confirmatory results in the US.

Finally, it is, perhaps, particularly appropriate in a book like this to list (in Table 3.3) some of the
qualities which have been found to distinguish more from less effective school teachers3.24.
Taken as a whole, these data convincingly demonstrate that parents, teachers, pupils and
employers are right to say that the educational system should be primarily concerned with fostering such
qualities as initiative, the ability to make one's own observations, the competencies required to identify
and solve problems, the ability to work with others, leadership, and the ability to understand and
influence the workings of society.

2

Civic Competence
But these are not the most important insights into the competencies to be fostered by the
educational system which have emerged from our work.
Some 20 years ago, I was offered an opportunity to study "values, attitudes and institutional
structures associated with economic and social development" in the Republic of Ireland. I approached
my task, as a psychologist would, with the idea of finding out how important such qualities as "need
achievement", "leadership", and "creativity" might be. I thought I might get a feel for how important such
qualities were by speaking to people who had a range of different sorts of job and asking them to tell me
something about their jobs and their lives. When they started to get excited about some problem they
had, I would ask them what they could do about it.
To my surprise they, one after another, said "There's nothing I can do about it; the Government
must do it". My first reaction to this was one of shock. I thought "What has happened to their initiative,
leadership, and ability to persuade others to help them to do something about their problems?" At first I
did not realise that what people were actually saying related directly to my interest in competence and
that it would lead to a re-interpretation of concepts like leadership. However, what they were saying did
seem important - even if I did not quite know why - and it therefore seemed relevant to document their
views more systematically. For this reason, and because we were in the fortunate position of not having
to explain precisely why we were collecting particular data before we did so, we were able to undertake
a number of studies of civic and political culture and political socialization3.25.
While this work was in hand, two things happened.
Firstly, I realised that what I had discovered was that people's behavior is not mainly determined by
such qualities as "initiative", need Achievement, or need Power, but by their beliefs about society, how it
works, and their place in it. Or, rather, that whether people will take a leadership role or display initiative
is markedly influenced by these beliefs and perceptions. Appropriate social and political beliefs are
therefore key psychological components in the cluster of activities that we refer to when we use terms
like initiative and leadership.
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Secondly, I, once again, discovered that cumulated public opinion is a good guide to the truth. An
economist introduced me to some statistics which showed that 45% of GNP is, in all the countries of the
European Community, spent directly by their governments. It turns out that even this does not include
the spending of the nationalized industries or local government. When these are added on the figure
rises to 65%. And this still does not include the effects of grant and levy schemes, planning legislation,
health and safety legislation, or requirements that firms provide pensions - which are all designed to
lead people to spend much more of their "own" money in ways determined by government. Including
these brings the total to some 75%. So it was necessary - as my informants said - for the government to
tackle their problems. Their task then became to influence the government ... but they jibbed at that and for rational - but inadequate - reasons which do not need to be discussed here3.26.
I finally realised the true import of these observations nearly 15 years later, when I was working on
the text of Competence in Modern Society. What I then found myself saying was that competence in
modern society has almost more than anything else to do with the willingness and the ability to gain
control over the wider social and political forces which come from outside one's job, but which primarily
determine what one can do in it. So beliefs about the meaning and implications of such terms as
"democracy", "participation", "management" and "citizenship" turn out to be central to competence.
It may be thought that these observations do not apply to the United States where Government, it is
often said, plays a less significant role. However, when visiting the United States, I have repeatedly
found that what look like independent organizations have either been brought into being by
governmental legislation (like much insurance and medical schemes and much psychological
assessment) or are somehow or other dependent on government money - like the research units which
are dependent on defence or education contracts and the interventions in agricultural prices and
production. I suspect that, if a careful study were made, the results would be not too different from those
we have obtained in Europe. Of course, it is always possible to argue about such things as how much
control governments really have over such things as how transfer payments - money supposedly taken
from the rich and given to the poor - are actually spent. But, whatever the room for argument, the
conclusion that Governments play a major role in the management of modern societies is indisputable.
Actually, the importance of finding better ways of managing modern society is more serious than
even these observations suggest.
In another attempt to try to decide which competencies it is most important for schools to foster, we
modified and replicated a study which had previously been carried out by Flanagan and Russ-Eft3.27 in
the United States. We first undertook a quality-of-life survey to identify the problems which people had in
leading their lives as they would have liked. Then we studied what competencies and understandings
they would need if they were to to tackle these problems effectively.
What we found was that people are dissatisfied with the quality of their consumer goods. They are
still more dissatisfied with the quality of the environments in which they live and work. But they are most
dissatisfied with their relationships with politicians and public servants. It turns out that this is because
these politicians and public servants govern the quality of people's lives by controlling health services,
welfare services, education services, manpower policy, income distributions, prices, and international
trade (including trade with the Third World). But it is not the policies themselves that are the main
problem (important though they are). The most important problem is that citizens are unable to influence
the policies which are implemented, to obtain diversified treatment suited to their own priorities from the
bureaucracy, to provide adequate and effective feedback to policy makers, or to avoid demeaning, deskilling, and de-humanising treatment from bureaucrats. One of the main problems facing our society is
therefore to find ways of making public policy more open, diversified, and responsive. To do this we will
have to develop new ways of providing accountability and variety in the public sector3.28.
A large proportion of the problems which remain to be tackled by our society are in the public
domain. They have to do with the management of the world economic system and the relationships
which are established between national economic systems and the international system - and especially
trade between rich and poor countries. They have to do with health services - which need, for example,
to establish much more effective community support networks to care for the isolated, the disturbed, the
infirm, and the elderly. They have to do with the educational system - which needs to provide much
more effective community development networks to promote the growth of competence and, in
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particular, to promote the development of the civic competencies which are required to operate modern
political systems effectively. They have to do with staff placement and development within the public
service. They have to do with the quality of the environment, including the built environment. And they
have to do with broad ecological issues: pollution control, destruction of the soil, the seas, the air, and
the biosphere, and the management of irreplaceable human, physical, and biological resources. They
have therefore to do with the very future of our planet, never mind the sustainability of our so-called
"civilisation" or economy.
This is an appropriate point at which to emphasize that, because activities in all these areas are so
central to the quality of life in, and the effectiveness of, modern society, it is necessary to change the
way we view them. If public servants are mainly responsible for the quality of our environments, our
education, our health; if the agricultural policies they generate have a much greater effect on the amount
and quality of food available than anything an individual farmer can do no matter how hard he works, our
public servants create wealth. Unfortunately these essential, wealth-creating, tasks are not being carried
out as effectively as they might be - we have, for example, already said that some two thirds of the
money spent on "education" is wasted so far as the development of human resources is concerned. It
will gradually emerge that, to handle this problem, we need a great deal of fundamental, policy-relevant,
R&D; to explicitly set out to generate a variety of programs suited to a cross section of the population
and information on the personal and social consequences of each - and to feed that information outward
to the public instead of upward, through a bureaucratic hierarchy, to an assembly of elected
representatives. In other words, if our society is to function effectively, we will need new concepts of
wealth, wealth-creation, policy evaluation, bureaucracy, and democracy. We will need new tools to
administer and evaluate public policy - including the management of the so-called "private" sector ...
because that sector is all too prone to foist huge burdens (such as dealing with the pollution and illness
it creates) onto the public sector or future generations - and to find ways of holding public servants
accountable for acting on information in the public interest.
What these observations imply for the educational system is that it has a major responsibility to
nurture the development of the abilities required to evolve new civic and economic understandings, the
motivation and the capacity to act on insights so gained, and the willingness and the ability to support
others who strive to do all of these things.
The Competencies Required in Modern Society: Summary Statement
We may now summarize what we have learned about the qualities required to behave competently
in modern society. Competent behavior is, it seems, dependent on:
• The motivation, the beliefs, and the abilities required to engage in high-level, value-laden,
activities like taking initiative, exercising responsibility, and analysing and influencing the
operation of organizations and political systems.
• The willingness and the ability to contribute to a climate of support and encouragement for
others who are trying to innovate, find better ways of doing things, or take a stand against
unethical practices in both the public and private sectors.
• The ability to evolve accurate understandings of how the organization and society in which one
lives and works operate and how they are to be influenced - together with appropriate
perceptions of one's own role, and that of others, in those organizations.
• Appropriate understandings of a number of concepts which relate to the running of
organizations. These include such things as risk-taking, efficiency, leadership, responsibility,
accountability, communication, equality, participation, wealth and democracy.
The Need for Variety
Having emphasized the need for high-level competencies in all occupational groups and in all
walks of life, we must now emphasize both that pupils have the potential to develop a wide variety of
very different concerns and talents and that a wide variety of different patterns of competence are
required in society.
Looking first at occupational needs, any occupational group requires a wide range of people who
do very different things. Thus Taylor and his colleagues3.29 have shown that there are 20 different types
of outstanding physician and 12 different types of outstandingly creative scientist. Further, that effective
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teams of scientists, for example, need to be composed of a wide variety of different sorts of people: an
ideas man, a fund-raiser, an organizer, a publicist, and so on.
We may generalise these observations. To create the cultures of innovation and development to
which the pupils whose views were summarized in Chapter 2 seemed to wish to learn how to contribute,
it would be necessary to have a wide variety of people doing very different things: it would be necessary
to have some people who were good at organising others, some who were good at generating better
ways of thinking about things, some who were good at finding out how to translate those ideas into
effect, some who were good at pouring oil on troubled waters and so on. Put simply: A diversity of high
level talents would be essential.
Reverting to the other side of the coin, we may first note that no one person could possibly develop
all the concerns and patterns of competence of which we have spoken in this chapter. Furthermore, in
the course of our research, we have not only shown that different pupils want very different things from
their education and very different satisfactions from their jobs and their lives, but also that there is
marked variation in the values and aspirations of pupils who come from similar backgrounds and that
this variation is related to the occupational destinations for which they are bound. There is a great deal
more inter-generational social mobility - both upward and downward - than many people would have us
believe. Payne3.30 showed that 72% of adults in Scotland had been upwardly or downwardly mobile by at
least l category, and 20% of those who held the highest positions had come from the very lowest group.
Hope3.31 has shown that the same is true of the United States. The maintenance of our social structure
is therefore a great deal more complex than many have suggested. The evidence therefore points very
strongly toward the need to respect and build on the variance in pupils' values, priorities, and patterns of
competence (instead of trying to inculcate middle class values into working class children). The spectre
of teachers perpetuating socio-economic divisions, reproducing the social order, and creating a caste
society if they respect the variation in pupils' values, concerns, and talents therefore seems to be illfounded3.32.
Summary
Pupils, parents, teachers, and employers are correct: a wide variety of high-level competencies is
required for the effective operation of modern society. Unexpectedly, these talents consist of valueladen motivational dispositions which are centrally dependent on beliefs about how society works and
one's own role within it. Fears of teachers perpetuating the social order if they respected, and sought to
nurture, the diversity of pupils' concerns and talents are probably exaggerated.

Notes
3.1. This material is presented in detail in Competence in Modern Society (Raven 1984).
3.2. Klemp et al. (1977); Klemp and McClelland (1986); see also Jaques (1976); McClelland and
Burnham (1976); Winter (1979).
3.3. Raven and Dolphin (1978)
3.4. Graham, Raven and Smith (1987)
3.5. Raven and Dolphin (1978)
3.6. Sykes (1969)
3.7. Van Beinum (1965)
3.8. Fivars and Gosnell (1966)
3.9. See McClelland (1961); Burgess and Pratt (1970); Schwartz (1987).
3.10. McClelland and Dailey (1973, 1974)
3.11. MacKinnon (1962); Schon (1987)
3.12. Dunn and Hamilton (1985)
3.13. Schon (1987)
3.14. McClelland and Dailey (1973, 1974); Raven (1984). Also, what is most interesting about
Schwartz's (1987) study is that, although he was nominally studying businessmen's responsiveness
to changes in their environment, their ultimate success in reaching the objectives the country (ie
civil servants) had set for them was dependent on the quality of the civil servants' judgments both in
establishing the objectives and on their correct understanding of how to manipulate prices and
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grants in order to get "independent entrepreneurs" to achieve these objectives. Their job is, it
seems, to manage both businessmen and the economy.
3.15. Price et al. (1971)
3.16. Taylor and Barron (1963); McClelland (1962)
3.17. Beuret and Webb (1983); Fores and Pratt (1980)
3.18. Raven (1984)
3.19. Flanagan and Burns (1955)
3.20. ITRU (1979)
3.21. Morton-Williams et al. (1968)
3.22. Grannis (1983)
3.23. Bachman et al. (1971, 1978). Employment in large factories and offices are the only general
exceptions to the statement that work is, in general, better and more developmental than being at
school. But far fewer people are employed in these organizations than is commonly assumed and
such organizations are, in any case, rapidly being automated.
3.24. Huff et al. (1982); Klemp et al. (1980); Schneider et al. (1981); Raven et al. (1985)
3.25. Raven (1973); Raven and Litton (1976); Litton and Raven (1977/82); Raven and Whelan (1976). It
is pertinent to the argument of this book to note the role of feelings and hunches in "intellectual"
activity: we collected these data - and indeed much of the data on pupils' values and teachers'
perceptions of them that are reported elsewhere in this book - because we somehow felt that they
were important. It was only many years later that we were able to articulate why the data were
important - why they should have been collected and what they really told us about the way to
conceptualise the determinants of behavior and the functioning of the educational system. This is
not only contrary to widely held beliefs about how research should proceed but also to the current
emphasis on cognitive activity as a basis for action.
3.26. See Raven and Whelan (1976); Raven and Litton (1976); Litton and Raven (1977/82).
3.27. Flanagan and Russ-Eft (1975). Our own replication of it is published in Raven (1980).
3.28. I have discussed this set of issues much more fully in Raven (1984, 1987).
3.29. Price et al. (1971); Taylor et al. (1963)
3.30. Payne et al. (1979)
3.31. Hope (1985)
3.32. This is not to imply that it is not important for there to be some shared concerns and values. Our
data and that collected by McCelland's team (1961) shows that a shared concern with finding better
ways of doing things and important new things to do has a dramatic effect on economic and social
development, and, conversely, that divisiveness and an arrogant attachment to one's own point of
view result in endemic conflict. All of these issues need to be surfaced and resolved if we are to
develop an effective educational policy. The point here is to underline that we need a variety of
goals in education and that we need to collect good data before we set about imposing our values
on others.
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CHAPTER 4
THE NATURE OF COMPETENCE
In this chapter, the nature of competence will be illuminated by analysing "initiative" as one
example of a high-level competence. However, it is important for the reader to understand that it would
have been possible to present an exactly parallel analysis of "problem solving ability", "the ability to
communicate", or any other high-level competence.
Self Motivated
The first feature of initiative to which attention should be drawn is that it is a self-motivated quality. It
does not make sense to record as evidence of `initiative' any behavior which someone else has told the
individual concerned to carry out. The significance of this observation is that, if we wish to nurture such
qualities as "initiative", "the ability to identify and solve problems" or "the ability to communicate" we will
have to teach our children, pupils, or trainees to trigger the relevant behaviors for themselves. In other
words we will not only have to foster sensitivity to the cues - often dim feelings of attraction or repulsion
in various parts of the body - which tell them when such behaviors are appropriate, we will also have to
create opportunities for them to experience the satisfactions which come from having undertaken such
activities effectively - for it is the repeated experience of such satisfactions that will lead them to engage
in these activities in the future.
Demanding and Internally Heterogeneous
Next, it should be noted that, if someone is to take a successful initiative, they will have to devote a
great deal of time, thought, and effort to the activity: they will have to initiate potentially innovative action
(often on the basis of hunches or feelings), "monitor" the effects of that action (again often relying on the
feelings which usually precede new insights), and learn from those effects more about the nature of the
problem they are trying to tackle and the effectiveness of the strategies they are using. They will have to
persist over long periods of time. They will have to wake up at night in an effort to seize on flickering
glimmerings of understanding on the fringe of consciousness and bring them to the center of attention
so that they become fully conscious and usable. They will have to prise information out of other people's
heads - often information which those concerned do not know they have or which they are unwilling to
share. They will have to anticipate obstacles in the future and invent ways of circumventing them. They
will have to persuade other people to help. They will have to build up their own, unique, set of specialist
knowledge of the nature of the problem, its causes, and potential solutions. The latter will often involve
building up an understanding of how the organization in which they live or work functions and identifying
"leverage" points at which it can be influenced.
The same applies to competencies like the ability to identify and solve problems or communicate
effectively. To identify a problem, one has to become dimly aware of feelings that tell one that something
is wrong or which point toward a potential solution. (Note that these feelings form part of the ability to
cognize). One has to persist in the face of frustration and difficulty. (Note that this, too, forms part of the
ability to cognize). One has to persuade others to help. One has to initiate "experimental (often feelingbased) interactions with the environment" to test one's emerging, feeling-based, "hypotheses". And so
on. All of these form part of the ability to make one's own observations. And all are difficult and
demanding activities which are heavily dependent on "unconscious" processes which have time spans
of their own and cannot be accessed on request.
The same applies to the ability to communicate. This involves clarifying what it is that one wants to
convey and how to convey it - often without saying it. It involves experimenting with different forms of
communication such as gesture, innuendo, allusion, and using images to conjure up feelings which in
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turn convey ideas and understandings which have never been expressed in words, and being sensitive
to one's feelings in order to monitor the reactions of one's audience.
Qualities like adventurousness require many of the competencies mentioned above plus others like
sensitivity to the cues which tell one when things are getting dangerous and out of hand and that one
had either better stop or get help, sensitivity to the cues which tell one how far one can let a situation go
before it becomes non-recoverable, experience of recovering situations which are on the verge of
getting out of hand, the kinds of sensitivity which leads one to notice things which one had not set out to
look for but which represent new discoveries, and the abilities required to capitalize on new observations
once they have been made.
Value-based
No-one is going to do any of these things unless they care very much indeed about the activity in
the course of which they are attempting to take initiative, solve problems, communicate, or whatever.
It follows from these observations that the kinds of activity which people value are central to
competence and thus to fostering and assessing its components. People cannot be expected to develop
important components of competence unless they practice them in the course of undertaking activities
which they care about. Likewise it does not make sense to attempt to assess such competencies except
whilst those concerned are doing things they do care about. Unless they are doing things they value,
people's failure to display high-level competencies simply reveals that they, personally, do not care
about the task they were asked to undertake (however much they may value some external benefit
which effective performance of the task might bring).
Interpenetrating Cognitive, Affective and Conative Components
Another insight to be drawn out of this analysis is that high-level competencies involve extensive
use of feelings and demand determination and persistence. What have been termed their cognitive,
affective, and conative components therefore interpenetrate.
Cumulative and Substitutable Components
Yet another conclusion which needs to be noted is that activities are more likely to be successful if
the person concerned is able to perform many of the component activities mentioned above. Thus
components of competence are cumulative and substitutable. It follows that high-level competencies are
not internally consistent in the psychometric or factorial sense: it is the total number of the independent
and substitutable components of competence which an individual displays in pursuit of his or her valued
goals that relates to success. Models of human abilities which either emphasize internal consistency or
focus only on cognitions are therefore seriously off-target.
Numerous Possibly Valued Activities and Components of Competence
One last thing we should note is that there appears to be an almost endless array of activities which
people may value and competencies which may be brought to bear to undertake any one of those
activities effectively. One of the things we most urgently need is, therefore, a taxonomy - like the
taxonomy of chemical elements - which will enable us to organize the domain into which we have
stumbled, show which values and competencies relate to which other ones, and enable us to analyse
more complex qualities into their elements. A preliminary attempt to provide such a framework has been
published in Competence in Modern Society, but a great deal of further work is needed.

Other Components of Competence
Table 4.1 presents some other qualities, or components of competence, which schools might try to
foster. These competencies are not listed in any order and the list is incomplete. The list is simply
included as a basis for discussion.
It is useful to examine what might be meant by "self-confidence" - and how "it" might be fostered in
slightly more detail because so many people have argued that it is important for schools to foster it.
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One type of confidence is confidence that one can make one's own observations, find information
for oneself, and learn without instruction. If one is to do these things, one has to be confident that one
can identify the vague feelings which tell one that one has a problem or the germ of its solution and
bring them up into full consciousness. To be willing to do this one has not only to have had practice at
doing it, one has also to have had sufficient experience of doing it to have learned that engaging in such
frustrating and time-consuming activities tends to be worthwhile and to pay off in the end. Then one has
to mull over the implications of one's observations, and initiate courses of action which will enable one to
find out if one's tentative understandings are correct. One has to have learned that one does not solve
one's problems simply by sitting and thinking about them. One has to have learned that one learns a
great deal from interacting with one's environment and monitoring the effects of one's actions. This
means initiating "experimental interaction with one's environment" on the basis of hunches or feelings
and attending to the feelings evoked by what happens to learn more about the situation one is dealing
with and the effectiveness of one's strategies. In other words, to develop confidence that one can learn
on one's own, without instruction, one has to have had experience of successfully undertaking all the
activities mentioned above in the course of doing things one cares about.

Another type of self-confidence involves confidence that one can get other people to help one. This
in turn involves confidence that one can persuade other people, perhaps using gesture, innuendo, and
imagery to create in others the kinds of feelings that compel action. It involves having had experience of
playing a leadership role which involves clarifying group goals and convincing other people that, through
joint action, they can be achieved. It involves confidence that one can express oneself adequately. It
involves confidence that other people will not regard one as the sort of person to whom they should not
listen. It involves the ability to be sensitive to the worries which other people have, but have not clearly
articulated, let alone expressed. This in turn implies sensitivity to slight feelings on the edge of one's
own consciousness. Sensitivity to others therefore depends on sensitivity to oneself. It follows that
developing this type of self-confidence involves having had ample experience of engaging in these highlevel cognitive, affective, and goal-directed activities. And it implies having engaged in them in an
integrated manner in relation to goals which are important to one.
Yet another type of self-confidence is confidence in one's ability to contribute to a team. This
involves being able to identify the type of contribution one is best able to make - something which
implies having had opportunities to contribute in different ways to a group process and acquaintance
with the concepts which are required to think about the nature of the contribution one has made and
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compare and contrast it with the type of contribution made by others. It involves being able to persuade
others to listen and to play their part and recognize one's own contribution.
Implications for Education and Assessment
Each of the other qualities listed in the table could also be discussed at similar length. However
enough has been said to underline the following points made in our earlier discussion of initiative:
(1) It is impossible to foster the qualities identified in the previous chapters except in relation to
goals that pupils care about.
(2) All of the qualities which it is important to foster are value-laden motivational dispositions which even at the "lowest" level - involve beliefs about society, how it works, and one's own role in it.
(3) Because it is important to foster motivation it is necessary to both help pupils to identify their
incipient motives and concerns and ensure that they have opportunities to experience the
satisfactions which come from engaging in the difficult and demanding activities which are
required to undertake valued activities effectively.
(4) There are so many potentially important components of competence that no pupil can be
expected to develop all of them. Some pupils will have the inclination and the ability to develop
one selection of them whilst others will have the inclination, the interests, and the talents that
are required to develop a quite different set of qualities4.1.
(5) Just as these qualities cannot be fostered except in relation to goals which pupils value, so
neither can they be assessed except in relation to those goals. This points to the need for a twostage measurement model in which we first find out what people care about and then ask how
many - and which - high-level competencies they display whilst undertaking those tasks. A
psychometric model which takes account of these observations has been published in
Competence in Modern Society: Its Identification, Development and Release and, in summary
form (but accompanied by a discussion of the destructive effects of the forms of assessment
that are most widely used at the present time), in Trillium Press's companion volume: The
Tragic Illusion: Educational Testing4.2.
Notes
4.1. Taylor (1974, 1976, 1986, 1988), Schlichter (1986), and Hatch and Gardner (1990) have shown
that, once one sets out to look for a wider range of talents in children, it is possible to identify real,
idiosyncratic, gifts in virtually all children. Further, even if one resorts to variable-based
assessments of only the 7 or 8 talents that each was concerned with, the correlation between most
of these abilities is less than .2: i.e. 96% of the variance is not common variance: people who are
good at one thing are not good at doing other things.
4.2. Raven (1984, 1991); but see also Raven (1988, 1988, 1992). Gardner (1983, 1985, 1987) has
made a number of similar points about assessment but does not recognize just how many talents
there are, just how important it is to create situations which tap people's values in order to lead
them to develop and display their talents, or how inadequate is observed behavior as an index of
the talents which people possess - and therefore the need to, in some sense, get inside their
heads.
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CHAPTER 5
SCHOOLS NEGLECT THEIR MAIN GOALS;
WORSE: THEY ARE SOCIALLY DYSFUNCTIONAL
So far, we have seen that it is widely agreed that the main goals of education include fostering
high-level competencies like initiative, the ability to communicate, and the ability and willingness to
seek to understand and influence the way society works. We have seen that these opinions are
correct. And we have learned enough about the psychological nature of such qualities to have a feel
for the type of educational activity which is likely to be necessary if they are to be nurtured.
The next question is: how effectively do schools achieve these, their most important, goals?
Tables 5.1 and 5.2 give the percentages of teachers who said they tried "very hard" to achieve
each objective with "more academic" pupils and the proportion who felt that schools were "very" or
"moderately" successful in achieving each objective. (It was necessary to combine "very" and
"moderately successful" categories in order to obtain even the relatively low levels of perceived
success shown here).
The first thing to note is that "getting pupils through examinations" - which came 23rd in the
teachers' "importance" ranking - has jumped into first position in terms of the attention it actually gets.
It seems that pupils' and parents' desire for credentials, combined with teachers' need to be esteemed
good teachers by this criterion, has markedly affected their behavior. Helping their pupils to get high
achievement test scores is also the only objective which significantly more than half of them thought
the educational system achieved even moderately well.
The other items at the top of teachers' rated behavioral priorities have to do with ensuring that
pupils treat each other with a minimum of respect and do not disrupt each other's work. It seems that
the need to do these basic things - perhaps even to socialize their pupils - has forced teachers to
spend time doing things which did not figure among their top educational priorities. They even feel
that they have to entertain their pupils instead of educating them.
These verbal reports by teachers on what they devote their time to have been confirmed by
classroom observation studies conducted on both sides of the Atlantic5.1.
In the course of his vast study of 8,624 parents, 1,350 teachers, 17,163 students, and 1,000
classrooms, Goodlad5.2, like Flanagan5.3 and Johnston5.4 before him, found that American elementary
and high school students spend most of their time in boring, non-cumulative, routine activities - largely
being talked at in classes on language, spelling, and arithmetic. Drill and practice predominate. The
"academic" and "intellectual" activities which are undertaken barely deserve the name: they rarely
involve analysing, evaluating, hypothesising, interpreting, judging, reconciling different points of view,
or re-conceptualising problems, let alone identifying and understanding new problems. There is little
enquiry-oriented activity, still less sensitive, respectful facilitation of the development of students'
particular talents. "Teachers did not respond to students because students rarely initiated anything".
There is little opportunity for students to practice doing such things as thinking, planning, inventing,
communicating, re-assuring, leading, working with others, or developing their own understanding of
how society works and taking the initiative to influence it. They are therefore unable to experience the
satisfactions which come from doing these things, develop the motivation to do them, or develop the
abilities required to do them successfully.
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Instead of being expected to develop self-direction and self-discipline, pupils are generally
goaded to work. They get little help with their problems.
Little is done to capitalize on potential sources of motivation - to, for example, encourage
students to develop communication skills by first ensuring that they have something that they want to
communicate, and are therefore in a frame of mind to seek feed-back. Instead, most of the time is
devoted to communicating teacher-generated "rules" for "effective communication", and to such things
as students underlining verbs and adverbs in sentences in the belief that this will lead them to write
"correctly".
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Traditional frontal teaching predominates. Few teachers succeed in catering for the wide variety
of talents and abilities which are present in every classroom. Nor do they vary their teaching methods
or the content they teach so as to engage the attention of all of the students for at least some of the
time5.5.
These results have been confirmed in virtually every detail by research carried out in England
and Scotland5.6.
The IEA Civics study5.7 enquired whether teachers made use of the educational methods which
would have been likely to lead to the development of the competencies, understandings, and
knowledge which would be required to exercise different forms of citizenship. Few were doing so.
Indeed few even understood the objectives or nature of the curriculum processes which would have
enabled them to foster any of the forms of civic competence identified by the authors of the study.
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It will, of course, be claimed that schools have changed since these data were collected.
Certainly numerous papers have been generated and endless administrators' and teachers' time has,
as in the past, been devoted to talking about change. But there are a number of reasons for remaining
skeptical about the actual impact. My previous experience5.8 suggests that talk is (relatively) cheap
and that it is very difficult to introduce significant change. Secondly, the barriers to change that have
been identified in the course of our work (see Chapter 7) are so deep-rooted that it is extremely
difficult to believe that there has been much change behind classroom doors. Thirdly, colleagues who
are actively engaged in schools - whether as researchers or as school psychologists - as well as my
own children and their friends - tell me that little has happened on the ground. Fourthly, there are a
number of publications5.9 which confirm the impression. It would therefore seem that, until firm
evidence to the contrary is produced, we must assume that schools remain much as they were when
the research summarized above was carried out - which also means that they are much as they were
when we were at school.
Students' Reactions to their Education
In Goodlad's study, only English and Mathematics were considered important by more than twothirds of high school students - and that for the future, not the present. Unfortunately, students will
forget much of what they have been taught within two years, so even their hope that their studies will
one day be of value to them is ill-founded. School subjects are boring: only Arts, P.E., and Languages
were rated as interesting by more than one-third of those taking them. These results again
correspond to the results of studies which have been carried out in the UK5.10, Belgium5.11, Ireland5.12
and Scotland5.13. More than half of the adolescents interviewed rated more than half of their subjects
both boring and useless. More than half wanted schools to do more to achieve more than 90% of the
objectives we asked them about. Bill et al.5.14 found that 98% of a random sample of high school
students felt they were failures at school.
It would seem to follow from these results that the climates which characterize school classrooms
cannot be conducive to well-being and development. Still less can the students be getting
opportunities to practice and develop the patterns of thought and behavior which we all associate with
adventurous, enterprising, innovative activity. Nor can they be being offered opportunities to engage
in the kinds of individualized, self-motivated, activities which would be required if they are to
undertake activities they care about and in the process develop a range of high-level competencies.
The explanation of pupils' bleak comments cannot be that young people have unduly high
expectations or are negativistic. What they say about their schools compares very unfavourably with
what their older peers say about work and with what they themselves will say about it a few years
later. In our surveys, 80% of ex-pupils who had left school at the first opportunity said - after they had
been at work for five years, and in response to three separate questions - that they liked their jobs,
liked their employers, and found their jobs interesting. This was largely because - in contrast to the
circumstances which prevailed at school - they were able to move themselves into positions in which
they were able to do things they liked doing and were good at instead of being forced to do many
things they did not like and were not good at. But it was also because they were able to take initiative
and because making the most of themselves was appreciated. Grannis5.15, Bachman5.16, Flanagan5.17
and Robinson5.18 obtained similar results in the United States. It is not, of course, true that all jobs are
so satisfying. But even in the "worst" jobs - jobs in large manufacturing plants and large offices such
as insurance companies - the levels of satisfaction only fell to around 60% ... still much higher than
those obtained from pupils whilst at school.
It emerges, therefore, that school work is actually the worst and least developmental work in our
society ... and that school environments are the least conducive to feelings of well-being. (Of course,
this does not show they are socially dysfunctional at least in the short term: Marxists have long
maintained that one of the functions of schools is to lead students to tolerate otherwise intolerable
working conditions).
Ex-pupils' Reactions
Bachman et al.5.19 found that whereas only 13% of adolescents at school said they had had
opportunities to identify and develop their talents, the proportion of young adults who said they had
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been able to do this at work was 80%. Leona Tyler5.20, commenting (with Gagne, Scriven, Ralph Tyler
and others) on the implications of what Flanagan's respondents - the Project Talent Sample - had, at
30 years of age, to say about the connection between education and work, noted that that the most
logical conclusion was that schools should be closed down. (She, of course, recognised that this
could not be done since the main function of schools is the sociological one of keeping young adults
out of the labour market). Most of the employed adults we interviewed said that at school they had not
learned things which were useful in their jobs or in their leisure5.21. Although a significant proportion of
those in middle class occupations said that their education had helped them to get a good job,
working class people did not even derive this benefit from their education.
In two of our own studies5.22, and in Flanagan's5.23 study, ex-pupils were asked to identify the
benefits they had derived from their education. Only a small proportion were able to report any
benefits - but those they did report involved the development of qualities like those which came at the
top of the pupils' list of priorities as reported in Chapter 2. Where these qualities had been developed,
it was chiefly whilst they held positions of responsibility as prefects or in clubs and societies. A similar
conclusion emerges from the work of Collins5.24 and that of the Centre for Educational Sociology in
Edinburgh5.25.
Teachers' Knowledge of Pupils' Values
The observation that most schools cannot be doing much to foster high-level competencies is
supported by the following observations.
As we have seen, if teachers are to foster high-level competencies they need to create activities
which build on the pupils' values. But the available data5.26 show that many teachers hardly know their
pupils - still less their values: indeed they (like Goodlad5.27) systematically underestimate their pupils'
serious mindedness. Most teachers feel obliged to pressurize their pupils, in an autocratic manner, to
work toward attainment tests in which they themselves do not believe and which they think confer few
benefits on their pupils. This tendency is exacerbated by the fact that they know that many of their
pupils are bored and disinterested, and they believe that the pupils themselves do not wish to acquire
the credentials. They therefore cannot trust their pupils to work on their own or set about creating
developmental environments in which pupils would individually be encouraged to do things they cared
about. They are therefore in no position to find out what their pupils' individual interests and values
are, let alone work toward different goals with different pupils. Unfortunately, we have seen that, if the
main goals of education are to be achieved, educational programs must be individualized so that
pupils can do things they care about.
It is not only the certification system which prevents teachers getting to know and respect their
pupils. When teachers were asked to say what the main goals of education should be for different
groups of pupils, it emerged that they thought that the same goals should be pursued by all pupils5.28.
Not only were the same goals appropriate for all, they themselves felt that they were at the time of the
study offering courses directed toward the same goals for all pupils - indeed that the goals were
equally well (or, more correctly, equally badly) achieved by all pupils. Once again, one may ask: how
could schools possibly be effectively nurturing individual talents in such a climate?
Finally, although, as we have seen, if high-level competencies are to be fostered it is necessary
for different pupils to do different things, two-thirds of the teachers we interviewed defined less
academic pupils as "less intelligent, less able, and no good at anything". Only one-third described
them as pupils with other abilities. This single-factor model of the intellect is inimical to diversified
provision and, once again, supports the conclusion that schools cannot be reaching the - widely
agreed - mainfest goals of education.
More Direct Evidence that Schools are not Achieving their Wider Goals
So far, we have suggested that schools cannot be achieving their main goals very effectively
because classroom environments are not conducive to the exercise and development of high-level
competencies, because teachers do not know, and are rarely in a position to find out, what their
pupils' values are, and because many teachers are unable, and often unwilling, to individualize
provision. While convincing, this evidence is necessarily indirect. We have made two attempts to
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collect more direct evidence about whether high-level competencies are developed. One of these was
the IEA `Civics' study5.29. This showed that most pupils had not developed initiative, the ability to work
with others, respect for people with other values and talents, or a willingness to play an active part in
society.
The other study involved a more general evaluation of primary school classrooms5.30. One finding
was that the role models to whom most pupils were exposed in their teachers were unlikely to be
conducive to the development of self-confidence, adventurousness, and initiative. Teachers emerged
as the most down-trodden, lacking in self-confidence, and least confident of their ability to gain control
of their destinies of any of the occupational groups we studied. It is difficult to see how people who
lack self-confidence - and particularly confidence in their ability to manage self-starting others - are
going to be able to nurture self-confidence in others. A second observation was that the classroom
processes present in most classrooms were unlikely to lead to the development of high-level qualities.
A third finding, derived from a study of what pupils in different types of classroom thought the
consequences would be if they were to try to do something about problems they cared about, was
that pupils in most classrooms felt that they would not know where to begin any attempt to tackle the
problems and that the exercise would end up being a disastrous mess. (In the next chapter we will
summarize the results of our studies of the more effective of these classrooms).
The Value of Present School Activities
So far, we have seen that schools neither attend to, nor achieve, their main goals. But is what they do
teach of much value?
Clearly, what schools teach is of great use to some pupils because, as a result of passing
examinations, they are able to enter protected occupations which afford security and successfully
deter competitors. However, as we have seen, pupils discriminate sharply between the importance
they attach to obtaining grades or credentials and the importance they attach to the content of their
studies. It is the latter we are concerned with here.
On apriori grounds it seems unlikely that schooling can be of great intrinsic value. Once they
move beyond the "3Rs" schools focus on conveying knowledge to their pupils instead of fostering
competencies. Unfortunately knowledge has a half-life of one year. Thus, pupils forget 50% of what
they have been taught after one year, 75% after two years, 871/ 2 % after three years and so on.
Furthermore, as is well known, most of the information taught to pupils in schools is already ten or
more years out of date. It rarely matches the pupils' needs: the knowledge explosion means that the
probability that pupils will at school be introduced to a significant amount of the knowledge they will
later require is extremely small. There is so much to select from and much of what they will actually
need to know does not yet exist. This means that the chances of them actually requiring much of what
they have to "master" to obtain high grades is extremely small. To do their jobs well they will require
unique combinations of up-to-date specialist knowledge, not what they have retained of the
smatterings of low-level, out of date, bodies of knowledge that are often referred to as "disciplines".
As has already been reported, a study we conducted in Edinburgh, Scotland showed that most
adults do not think that their education has been very useful at work, in their lives outside work, or
even in getting a job. However, about half of the middle class group did feel that their education had
been useful in obtaining a job, but rather fewer felt it had been useful in their jobs.
Schools' failure to confer many useful benefits on their students is more fully documented in the
studies reported by Berg5.31, Jencks et al.5.32, Flanagan5.33, Bachman et al.5.34 and Collins5.35. If - and
Flanagan's5.36 and Schon's5.37 data show that it is a big if - academic knowledge is required in later life
it is either necessary to find it for oneself or to take specialist courses.
Do Schools do Actual Harm?
Many authors (e.g. Reimer5.38; Holt5.39; Goodman5.40; Freire5.41) have asserted that schools stunt
the growth of competence. Few careful studies exist, but those that do (e.g. Winter and
McClelland5.42; Freedman and Berg5.43; Bill et al.5.44; Collins5.45; Raven5.46) generally support the
thesis. Pupils develop feelings of incompetence, trained incapacity, and failure. They come to call for
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courses and information instead of developing the competencies and the confidence required to forge
and find their own information. They learn to call on someone else to tackle their problems.
There are actually two distinct ways in which schools do harm. On the one hand, they stunt the
growth of the pupils and instill dysfunctional beliefs and attitudes. On the other, they select and
promote a disproportionate number of the wrong people into influential positions in society. The
second of these may be part of a wider process whereby, as we will see in Chapter 7, the educational
system appears to operate as fraudulently as the marketplace itself and functions in such a way as to
create jobs and the kind of discriminations which act to compel participation in both education and the
marketplace. It also operates in such a way as to result in laying the blame for the ills of society at the
door of the disadvantaged and those who are compelled to fail at school (and who are thus in no
position from which to do anything about the problems of society) rather than at the door of those who
do well in the system and who therefore end up in the positions from which they are best placed to do
something about the problems. While these processes are (at least in the longer term) socially
dysfunctional, the processes are primarily sociological rather than educational. For this reason, and
because these processes mainly operate to drive any form of multiple-talent education out of schools
(because these would fail to produce the kinds of discriminations which are required to compel
participation in the educational system and the institutions of modern society) these topics will not be
discussed here.
Willis5.47 demonstrated that some pupils reacted to the demeaning environments provided by
schools by learning how to analyse and see through middle class rhetoric, how to appease authority,
how to give the impression of working whilst not in fact doing so, and how maintain a supportive peer
group and thus preserve their self-respect. He concluded that schools teach at least some pupils how
to cope with the workplace, that is, how to "labour" in ways which were personally functional in the
conditions which prevail in many workplaces - although perhaps not achieving the goals of employers.
Somewhat oddly, however, he failed to note that schools may teach very many more pupils to labour
in exactly those ways that are required in many "white collar" occupations. Thus he failed to note that,
as Tomlinson and Tenhouten5.48 observed, pupils can not only be expected to learn, but actually do
learn, how to secure their own advancement by working out what those above them want to hear and
then saying whatever is necessary to secure their preferment without doing the work which is
ostensibly necessary for that advancement.
Although the development of this competence should be highly functional from the point of view
of the individuals concerned, given the environmental, financial, and organizational crises facing our
society, the promotion of pupils with such pre-occupations and skills into influential positions could,
(and Hope5.49 has observed that it actually is), be highly dysfunctional from the point of view of
society. Although, in the short term, people with such concerns seem to be ideally suited to manning
the fraudulent5.50 organizations of which our society is so largely composed, in the longer term, double
talk and the substitution of high-sounding words and inappropriate action (based, for example, on
social and economic theories which do not withstand any careful scrutiny) for public-spirited action to
tackle the crucial problems which face us cannot be other than disastrous.
With these reflections in mind, it is interesting to reconsider Bernstein's5.51 claim that the
substitution of "multiple and implicit" goals for the traditional 3Rs in elementary schools - ostensibly
designed to enable more pupils to develop more of their talents - may be more correctly viewed as
creating conditions in which some pupils can be trained to work out for themselves what to do to
obtain preferment in a situation of limited opportunities and then get on and do it.
Is the Social Allotment Performed by Schools Functional?
Whether we like it or not, schools do allocate pupils' future occupational position and status. The
extent of the relationship in Ireland is illustrated in the following table.
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Jencks suggests that the relationship is not so striking in America. However, Hope5.52 has shown
that, by age 40, the association between IQ (for which years of education is a surrogate) and social
mobility - both upward and downward - is the same in the USA and Scotland (and Ireland may be
much the same). The question we now have to consider is the extent to which the social allocative
role performed by schools is functional and dysfunctional - bearing in mind that what is functional for
the individual may be dysfunctional for society.
Although it is widely believed that the social placement functions which schools perform for
society, while not desirable, at least result in the `more able' pupils being selected for influential
positions in society, that assumption has been questioned by such authors as Berg5.53, Goodman5.54,
Tomlinson and Tenhouten5.55, Nuttgens5.56, Bernstein5.57, Dore5.58 and even by Hope5.59 (after he had
demonstrated that 60% of social mobility can be explained by IQ). More generally, one whole strand
of the Progressive Education movement has been based on some teachers' observation that the
kinds of pupil that are favoured by the educational system are not those who possess the talents and
concerns which are required to contribute to society.
Given Hope's data on the relationship between IQ and occupational status finally attained, the
answer to the question obviously depends on what one means by "more able". Hope's challenge is
very obviously based on querying whether the values of those whom the educational system selects
for, and places in, influential positions are appropriate. The same question lies behind the challenges
of several of the other authors mentioned, including the "anti-academic" wing of the Progressive
Education movement.
In the course of our own work we were able to analyse adolescents' educational values, work
values, and family and social values by both their social origins and the socio-economic status indeed the detailed occupational categories - of the jobs they expected to enter. What we found was
that many of the attitudes and values which are known to be associated with socio-economic status
were more closely related to where pupils were going to than where they came from. Thus, we found
that pupils who expected to enter high status jobs were much more concerned than others to develop
independence, the abilities required to make their own observations, and those required to take
responsibility. Pupils bound for low status positions, whatever their origins, were more concerned than
others to be given strict rules to guide their lives and were much less keen to develop originality,
independence, or initiative. Instead, these pupils stressed obedience, sex education, religious
education and developing toughness and strength. Thus, it would seem that Kohn's5.60 original (and
widely cited) claim that such values and attitudes are acquired as a result of experience in different
occupational roles is open to question - as, indeed, Kohn himself now recognises. People seem to be
sorted according to their attitudes and beliefs in such a way that they end up in occupational groups
who possess similar concerns and attitudes. Kinsey5.61 had much earlier noted the same thing in
relation to sexual beliefs and attitudes - and in this case there is little possibility of adolescents having
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learned the relevant attitudes and behaviors through explicit tuition or by observation. More recently,
Bouchard5.62, Lykken5.63 and others have shown from twin studies that experience in the home
contributes very little to the documented variance in personality and attitudes - including religious
beliefs.
So far, so good. Although the results lead us to question the desirability of enrichment programs
in which pupils from all backgrounds are encouraged to strive to do well in the school system, they do
appear to suggest that the allocative process is functional. However, the picture is not quite so simple.
The highly upwardly mobile pupils in our survey were much more anxious than anyone else to obtain
high test scores and to cut out the "frills" of education - such as developing the ability to work with
others, the desire to work for the good of the community, and initiative. Promotion of such selfinterested individuals into high status positions could be extremely damaging for the organizations in
which they will work and the society in which they will live. That this is more than a mere possibility is
confirmed in our studies of employees in a wide variety of organizations. There, we found, as did
Berg5.64, that such ambitious individuals tended to do such things as get rid of the time and the
arrangements that Kanter5.65 has shown are essential to future development and innovation - ie they
vandalized those workplaces - for the sake of short term "efficiency" and their personal promotion
prospects.
A final - and, from the point of view of examining the functional significance of the social
allocative processes currently operating in society, very important - finding from our survey was that
those who were most anxious to work for the long term good of society and the communities in which
they lived were those who both came from, and were bound for, high status positions. Background
socialization does play a role and it may be important to build some of the relevant experiences into
educational programs.
In summing up our own work, it is fair to say that, not only does our IEA data5.66 show that pupils
at school have developed some highly dysfunctional overall attitudes, expectations, and values, the
social placement functions performed by the educational system currently operate in ways which have
some seriously socially dysfunctional components. Academic success confers marked benefits on
some pupils, but the context in which it is used renders a marked dis-service to other individuals and,
in some instances, to society.
Other problems have been documented by Schon5.67 and Nuttgens5.68.
As a result of trying - ineffectively - to change the type of education offered to students of
management, Schon became acutely aware of some of the barriers to introducing effective
(competency-oriented) education. One of these derives from the intrusive, and deeply entrenched,
claims of what Schon calls the technical-rational model of competence. This he contrasts with a
professional model of competence. Professional competence, he argues, enables people to cope with
unique, complex, uncertain, messy, and changing situations like those which occur in everyday life. It
is because educational activities conducted in the tradition of the technical-rational model of
competence – i.e. that which is most characteristic of modern society - do not foster the competencies
that are required to do this that they produce graduates who are incompetent.
What actually happened was that Schon first studied the way in which certain professional
groups (architects, town planners, musicians, psycho-analysts) helped their students to develop the
competencies they needed to deal with the kinds of problems they typically encounter at work. He and
Argyris then tried - for no less than 15 years - to introduce similar activities into management
education and other nominally "applied" college programs. Schon attributes their inability to introduce
these changes to the claims5.69 of the dominant technico-rational model of competence. These claims
include the belief that competence in modern society is based on a knowledge of content - a belief
which contributes to the emphasis which educational institutions place on knowing that (things are
true) instead of on knowing how (to do things). Thus educational institutions place a premium on
being articulate and disparage those who are able to do without being able to say why. They
emphasise knowledge of action rather than (often unverbalized and intuitive) knowledge in action. But
this is not the only reason why the technical-rational model competence has such a pervasive
influence. The model also contributes to, and is reinforced by, the "discipline"-based departmental
structure of educational institutions. Whereas (as the arguments about integrated studies show)
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professional competence is cross-disciplinary, academics gain their significance and are able to
advance themselves in their careers almost entirely only by working within "disciplinary" boundaries.
They gain the publications on which their careers depend by contributing to the "knowledge"-base of
the field rather than by action in the field. They and their students are held accountable for displaying
knowledge of content rather than for their ability to tackle any of the problems on which their discipline
impinges.
These last observations do not, however, fully explain why the students of Schon and Argyris
were quite so reluctant to change. Of course, there was a conflict between the competencies they
were now being expected to develop and those they had been selected and rewarded for displaying
in the past and, indeed, those on which they would probably be graded on at the end of their courses.
But it is also entirely possible that their reluctance to engage in these programs is partly explained by
their having noted that advancement outside the educational system as much as within it is achieved,
not by possessing and displaying any kind of useful competence, but by demonstrating familiarity and
facility with fashionable ideas and jargon.
Hogan5.70 has in fact demonstrated that, while most managers are poised, socially-skilled,
extraverted, and intelligent, about a third do actual harm to their organizations as a result of trying to
secure their own promotion by doing such things as destroying the developmental potential of their
organizations by cutting out the time and the contacts which are required for the network-based
activity required to undertake innovative activity, discrediting good people who are potential threats to
their own advancement, and failing to tackle organizational problems because doing so would mean
that they would have to take unpopular decisions.
Nuttgens5.71 has developed further the argument that advancement in Western societies (an
observation which may, significantly, be less true in Japan) is typically achieved, not by displaying any
form of organizational or socially useful competence, but by intoning words and phrases which endear
one to one's superiors - and perhaps the public in general. His dominant impression from a lifetime
devoted to trying to promote educational change is that the educational system promotes and
advances those who are least willing and able to do anything useful and squeezes out those who are
willing and able to do so. This comes about because those who are most anxious to be useful are
precisely those who can most clearly see that the educational system's claims to convey useful
knowledge and foster useful competencies are bogus. (The students squeezed out in this way are not
preoccupied with securing prestige and status, so they do not even notice that the system is primarily
concerned with legitimising the allocation of these scarce commodities and thus maintaining them in
short supply.) The students who remain are those who are least interested in developing, and least
able to develop, competencies which are useful for anything other than securing their advancement.
He, like Hope5.72, notes that they are the ones who are most adept at picking up fashionable words
and arranging them up in impressive ways. What he fails to notice is that the main engines of modern
economies - their "defence" systems, their "insurance" systems, their "market" systems, and - that
largest single industry - their "education and research" systems are equally bogus and depend for
their continued operation on being manned by the kinds of people who gain preferment in the
"educational" system. The process is, therefore, extremely functional in the short term: our society
needs a large number of gullible, double-talking, and/or cynical people who, like priests in the
medieval church, mouth high-sounding, but meaningless, phrases either because they naively believe
them or because they are cynical enough to secure their own advancement by so doing.
Chomsky5.73 makes a similar claim. His position is that the educational system promotes
intellectuals who perform the function of medieval court jesters. They talk about issues in such a way
as to deflect attention from the underlying problems and without challenging the frame in which the
problems are set. They use high sounding phrases and give the impression that, because the
problem is obviously known to authorities, something will be done about it. In this way they serve to oil
the wheels of the system.
Evidence supporting the viewpoint that those who are most willing and able to do useful things
drop out of education comes from McClelland's5.74 much earlier work. This shows that those who are
concerned to find new ways of doing things, do or make new things, and make new things happen - ie
those with a high "need" for achievement - ie those on whom our society is most dependent for
innovation - typically leave school early.
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Further evidence supporting Chomsky's position comes from Popkewitz5.75 who suggests that the
function of curriculum development activities in education is to entertain the teachers involved and
give everyone - public, professionals and pupils - the impression that things are getting better when
the reality is that things are bad, bad, bad and nearly impossible to change.
The processes which have been described make change in the educational system virtually
impossible. Those who remain are least capable of noticing what is going on, least able and willing to
do anything about it, and most given to echoing currently fashionable phrases in such a way as to
give the impression that those phrases are meaningful and that they are actually going to do
something about problems - but often with no understanding of the implications and with little
commitment to doing something about them. This makes change increasing difficult at each
successive level in the educational hierarchy ... a phenomenon which accords with experience but
which is contrary to what the received wisdom about bureaucracy suggests.
In the longer term this system is anything but functional. Not only does the process we have
described make change in the educational system itself well-nigh impossible, it also makes it
extremely difficult to initiate the action that is needed to stem the destruction of our planet - the rape of
the soils, the seas, the environment, the atmosphere, the poor, and the Third World.
Conclusion
The material summarized in this chapter points to the conclusion that some two thirds of the
money spent on secondary education is wasted so far as the development of the talents and
competencies of young people is concerned. Schools are, for pupils, the worst working environments
in our society. They are also the least developmental. Nevertheless, although highly beneficial to
some pupils and to the reproduction of the social order in the short term, the social functions
performed by the educational system cannot be other than highly dysfunctional even in the only
slightly longer term. They make it almost impossible to initiate rational and innovative action on the
basis of good information.
Pupils are right to lack enthusiasm for their studies. Schools are not encouraging them to direct
their attention to developing important talents. What they are doing confers few developmental
benefits on them other than a chance to compete for a privileged position in society. Instead, schools
breed a host of dysfunctional beliefs and attitudes. Pupils are right to resist involvement in them. They
are right, collectively, to withdraw from competition for norm-referenced grades - because if they all
tried harder to reach them they would all have to run harder to stay in the same place. They would not
even get any fitter. They would only become still more exhausted and still more incapable of making
their own observations, taking initiative, and inventing better ways of doing things.
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5.2. Goodlad (1983). Earlier American studies coming to the same conclusion include those of
Flanagan (1978), Johnston (1973) and Johnston and Bachman (1976). A more detailed
critique of Goodlad's conclusions than that which follows will be found in Raven (1986).
5.3. Flanagan (1978)
5.4. Johnston (1973)
5.5. See also Flanagan (1978) and Bachman et al. (1971).
5.6. HMI (Scotland) (1980); HMI (1990); MacBeath et al. (1981); ORACLE
5.7. Torney et al. (1975); Raven and Litton (1976); Raven (1988)
5.8. Throughout my career as a researcher, the worlds of academe and administration have been
pervaded by a statements to the effect that "Yes, it used to be like that, but, in the last couple
of years all has changed". These beliefs have generally turned out to be unfounded. Two
examples may be cited. One concerns primary education. The group which is responsible for
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quality control in British schools - Her Majesty's Inspectors of Schools - believed that their
efforts had led to substantial change in primary education. And the schools they took visitors
to confirmed them in this opinion. Yet when, in 1979, they undertook their own survey in a
representative sample of schools they discovered that there had been virtually no change in
40 years (HMI, 1980). Par for the course, they now believe that the steps they have taken
since have led to the desired changes! In the US Goodlad (1974, 1983) and Fraley (1981)
found that, despite the advocacy of progressive education over very many years, little had
changed. The second example comes from teacher training. Since 1945, there have been a
series of major enquiries into teacher training in Scotland. All identified virtually the same
problems and made recommendations to deal with them. After each, most people (other than
the students) believed that these recommendations had been implemented and that the
problems had been solved. However, yet another committee (Sneddon, 1978) identified
exactly the same problems - and made yet another set recommendations to deal with them.
Unfortunately, these were either unrelated to the nature of the problems or ignored
constraints which would nullify their effect (Raven, 1987). Other examples could be cited.
Time after time, as the truth has dawned, yet another tranch of reforms - based on a new
"commonsense" understanding of the problems and their solutions has been introduced in a
blaze of hype. Needless to say, lacking a substantive basis in policy analysis and research, it,
too, has failed. The whole process forces one to take seriously both Chomsky's claim that the
role of intellectuals and academics is the same as that of court jesters in the middle ages, and
Popkewitz' (1982) claim that the function of curriculum development is to divert attention from
fundamental and intractable problems which teachers would otherwise be unable to tolerate.
5.9. These include the reports of DES (1989). In the first place, the concerns which are expressed
in these reports are, on the whole, so unchanged that it is difficult to believe that new goals
are being pursued. Next, those which do embrace different concerns are none too positive:
"Secondary school work is not as good as it might be. There is an over-emphasis on content,
while opportunities for pupils to make decisions, think creatively, and engage in discussion
are unduly limited. This is similar to the position in the country as a whole". When they turn to
activities which might have been used to foster the kinds of qualities we have been concerned
with in this book they become even more outspoken. Mini-enterprise activities are, for
example, described as badly organized and strongly criticised for their muddled thinking even
about even such fundamental issues as profitability (but note the emphasis on content). Still
more generally, the New Curriculum in England - which is not noted for its emphasis on the
wider goals of education - is said by HMI to have been badly implemented in about one third
of schools ... and the work of the other schools is described in such a rosy way that it is
impossible to believe that the kinds of activities that are described occur in most schools.
5.10. Morton-Williams et al. (1968); Raven (1977)
5.11. De Landsheere (1977)
5.12. Raven (1977); Bill et al. (1974)
5.13. HMI (Scotland) (1980); MacBeath et al. (1981); Gray et al. (1983); CES (1977); Gow and
MacPherson (1980)
5.14. Bill et al. (1974)
5.15. Grannis (1983)
5.16. Bachman et al. (1978)
5.17. Flanagan (1978)
5.18. Robinson et al. (1969, 1969)
5.19. Bachman et al. (1978)
5.20. Tyler, L. in Flanagan (1978)
5.21. Raven (1977)
5.22. Raven (1977, 1980)
5.23. Flanagan (1978)
5.24. Collins (1979)
5.25. CES (1977)
5.26. Raven (1976, 1977)
5.27. Goodlad (1983)
5.28. Raven, Hannon et al. (1975); Raven, (1977)
5.29. Torney et al. (1975); Raven and Litton (1976)
5.30. Raven et al. (1985); Raven and Varley (1984)
5.31. Berg (1973)
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5.32. Jencks et al. (1973)
5.33. Flanagan (1978)
5.34. Bachman et al. (1978)
5.35. Collins (1979)
5.36. Flanagan (1978)
5.37. Schon (1987)
5.38. Reimer (1971)
5.39. Holt (1977)
5.40. Goodman (1962)
5.41. Freire (1970)
5.42. Winter and McClelland (1963)
5.43. Freedman and Berg (1978)
5.44. Bill et al. (1974)
5.45. Collins (1979)
5.46. Raven (1977, 1980)
5.47. Willis (1977)
5.48. Tomlinson and Tenhouten (1976). There may be a cultural difference here. I have the distinct
impression that American children are more likely to learn how to use the system for their own
advantage, while many more British children learn that the educational system is a fraud - that
it is not what it seems to be - and generalise that observation so that it becomes "nothing in
society is what it purports to be - and is usually the opposite" and apply that observation to
the workings of government, insurance, defence, health care etc.
5.49. Hope (1985)
5.50. Just as there is more food value in the packages of breakfast cereals than in their contents
and what is being sold is the hype and the packaging, so most of what is sold - from cars to
insurance packages - consists largely of images and fails to deliver the benefits that are
claimed. Education, mental health care, and defence are conspicuously fraudulent activities in
the public domain.
5.51. Bernstein (1971, 1975)
5.52. Hope (1985)
5.53. Berg (1973)
5.54. Goodman (1962)
5.55. Tomlinson and Tenhouten (1976)
5.56. Nuttgens (1988)
5.57. Bernstein (1971)
5.58. Dore (1976)
5.59. Hope (1985)
5.60. Kohn (1969)
5.61. Kinsey (1948)
5.62. Bouchard and McGue (1990); McGue and Bouchard (1989); Waller, Kojetin et al. (1989)
5.63. Tellegen et al. (1988); Stassen et al. (1988)
5.64. Berg (1973)
5.65. Kanter (1985)
5.66. Raven and Litton (1976)
5.67. Schon (1987)
5.68. Nuttgens (1988)
5.69. The correct word is "hegemony" but experience shows that it alienates many readers. It is
not just the concept itself that is the problem, but also the way in which it is embedded in the
organization and framing of educational knowledge and structures: that is to say in the
divisional structure of university "departments" and the criteria which are applied in
connection with promotion within that structure.
5.70. Hogan (1990)
5.71. Nuttgens (1988)
5.72. Hope (1985)
5.73. Chomsky (1987)
5.74. McClelland et al. (1958)
5.75. Popkewitz (1982)
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CHAPTER 6
HOW DO EFFECTIVE TEACHERS FOSTER HIGH-LEVEL COMPETENCIES?
Over the years we have made a number of studies of the ways in which the development of highlevel competencies can be facilitated. Some of these were theoretically-based experiments with
managers, employees, teachers and pupils6.1. Others involved observations and interviews in homes6.2,
schools6.3 and workplaces6.4. Our work has been particularly influenced by the research McClelland6.5
and Kohn6.6. However, our conclusions are supported by the work of Klemp, Munger and Spencer6.7,
Huff6.8, Gallimore6.9, Flanagan6.10, Collins6.11, Gardner6.12 and Bachman6.13, but most clearly by the work
of Jackson6.14 and Winter, McClelland and Stewart6.15.
Before summarising something of what we observed in schools, it is important to distinguish the
activities which will be described from "Progressive Education".
Few advocates for Progressive Education - and particularly the more recent - have been clear
about either the distinctive competencies which can be fostered through "progressive education" or the
methods to be used to foster them. This is true despite a welter of interesting descriptions of projectbased educational activities. Most of these read as if the object of the exercise was to have children
discover a mass of low-level everyday knowledge6.16 - when the objective could have been to develop a
variety of high-level academic competencies - like the ability to make good judgments, make one's own
observations, find ways of recording data, or invent ways of communicating feelings or impressions and unique new knowledge and combinations of specialist knowledge. (Indeed, most of the accounts of
the most prestigeous work in the area - that occurring at the Lincoln School6.17 - come across in
precisely this way despite the fact that a close reading of the accounts shows that a few of those who
organised some of the projects clearly did have other objectives in mind.) This failure to focus on
alternative goals has been particularly true of what are perhaps the two largest groups of "Progressive
Educators", namely: (1) the "romanticists" who have advocated that form of "child-centered education" in
which the child is to be left free to identify and develop his or her own potential (but given little guidance
or assistance in doing so), and (2) those who have been so appalled by either or both the personal and
social consequences of the competitiveness bred in many schools and the criteria of "academic merit"
used to allocate position and status that they have reacted against all explicit objectives and standards.
These groups have laid themselves open to the accusation - which Bernstein6.18 rightly levelled at the
"progressive" British Plowden Report - that they were urging teachers to pursue multiple but implicit (or
intangible) goals.
What seems to be almost entirely missing is, on the one hand, a theoretically-based account of
what we have been calling the motivational dispositions or competencies that are to be fostered through
the activities described and, on the other, an account of the developmental process itself. For example,
it is often emphasised that pupils are to choose the project they will undertake "democratically".
However the competencies to be developed in the course of either that "democratic" decision-taking
process or in the course of the project itself are rarely spelt out6.19.
In the context of what we have so far seen in this book it is particularly important to note that
"Progressive Education" has rarely been portrayed as having distinctive educational goals: still less has
it been characterised as a highly demanding and structured set of activities which are designed to foster
many more important competencies than the low-level-knowledge-oriented activities which dominate
traditional classrooms. On the contrary, it has usually been presented as a different method of achieving
the same goals and, perhaps, equalising achievement of those goals6.20. Furthermore, none of the great
men who have written on Progressive Education have followed through into the crucial business of
assessment6.21 - yet no one - teacher or pupil - can pursue multiple, intangible, and unassessable goals
very effectively.
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I would like American readers to read what follows carefully. Unfortunately experience shows that
the pre-eminence (or hegemony) of the technico-rational formulation of the goals of education leads the
majority of American readers to assimilate what is going to be said to the concept of education as
"inculcating knowledge" when what I am really saying is something very different. Unless readers
understand that I will not in this chapter be discussing procedures which are designed to lead to the
mastery of content, they will not hear what is being said. The teachers whose work I will focus on were
not primarily concerned with conveying knowledge of subject matter to their pupils (although they did
encourage them to master, and contribute to the development of, high-level specialist knowledge). They
were concerned with fostering high-level motivational dispositions or competencies.
Just how unusual this approach is may be underlined by noting, first that there is no reference to
such work in the 10-volume International Encyclopaedia of Education6.22 or in the last two editions of the
Handbook of Research on Teaching6.23. Second, by noting that Taylor6.24 is almost the only American
psychologist or educationalist to use the word "learning" to refer to anything other than learning content.
Yet there is no reason why it should not be used to refer to learning to do such things as persuade,
muster arguments, judge, make good decisions, initiate hunch-based action and use one's feelings to
monitor its effects, put others at ease, lead, invent, make one's own observations, develop better ways
of thinking about things, or build up one's own understanding of how society works and the willingness
and the ability to influence it. Our focus in this chapter is on how children learn to do precisely these
things - that is, on how the development of competence to do such things can be fostered.
One Teacher's Approach
It is easiest to introduce this work by concentrating for a moment on the work of one teacher who
had organised most of her teaching around interdisciplinary, project-based, enquiry-oriented, activity6.25.
This in itself was extremely unusual: even if project work existed in other classrooms it tended to be
viewed as a kind of time-filler or reward, available to those who had "finished their work", at the end of
the day.
The project work which this teacher's (8 to 11 year old) pupils undertook within their classroom was
an integral part of original enquiries carried out in the environment around the school. These enquiries
were organised around a topic, or theme. One such theme covered "The local area and its
surroundings". Under this umbrella pupils carried out a number of projects, some individual and some
group. One group "project" involved a re-examination of a local archaeological excavation. Another a
study of population movements over time, a study of the history of each house and the occupations of
its changing occupants, changes in patterns of agriculture, and a study of the current social structure of
the area - who was related to whom and what they talked about. All projects involved original research.
However some also involved the initiation of social action - such as getting something done about
pollution in the local river. Such a project might be used both as a tool of social research and as a
means of promoting the development of the understandings and competencies required to initiate
effective social action. Within each project, pupils had personal projects, distinctive areas of
specialization, and distinctive roles. Thus one pupil undertook a study of butterflies and their habitats
whilst another studied the history of a hay-rake. The project-work which was carried out did not consist as it so often does - of merely looking material up in reference books - although carrying out an original
enquiry or initiating and monitoring some social action might involve tracing and using specialist books,
research reports, or original accounts of scientific investigations or archaeological excavations. More
commonly, if information was wanted, it was obtained by interviewing "ordinary" people or from from
church records, tombstones, old newspapers, or catalogues unearthed in attics.
But all of this, although extremely unusual, was not what was most distinctive about the work of this
particular teacher. Most striking were her unusual concerns. Like Barnes6.26 and Curtis6.27, she was not
pre-occupied, as were most teachers, with course work; with covering a syllabus. But neither was she
preoccupied with a particular process - such as creating a "democratic" classroom or encouraging an
interest in architecture. Instead she focussed on the high-level competencies which the pupils were to
develop in the course of their work. These competencies included reading, writing, spelling and
counting. But they also included communicating, observing, finding the information which was needed to
achieve goals (which often had to be collected by observation or by talking to people rather than reading
books), inventing, persuading, and leading. In this context even the 3Rs took on a different complexion.
Learning to read, for example, came to include such things as learning to use structure to locate
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material which might just possibly contain interesting information, learning to use what was read to
stimulate lateral thinking, and learning to quicky discard what was not relevant to one's purposes.
Writing came to involve such things as the use of allusion and innuendo to influence the reader.
Communicating came to include gesture, artwork, diagrams, and body language.
Project work of this kind - though not other kinds of project work - was fairly typical of the the
relatively small proportion of teachers who successfully nurtured the kinds of competence we have been
concerned with in this book. One key feature of the approach was that it enabled them to discover each
pupils' distinctive interests and talents. These interests might lie in the types of behavior which made
them enthusiastic (such as finding better ways of doing things, getting people to work together, or
getting something done about a particular problem [such as pollution]) or they might lie in particular
content (such as Celtic civilization or aerodynamics)6.28. The approach also enabled different pupils to
learn to undertake different activities. It confronted the pupils with the fact that there are endless new
problems out there waiting to be understood and solved: there is no need for them to be put in the
position of having to master tired out-of-date knowledge and the strategies to be used to reproduce
solutions to problems which have already been solved. (Incidentally, one great advantage of tackling
new problems is that the teacher cannot tell pupils how to act, but has to show them how to be
adventurers, learners, detectives, and discoverers. Another is that unique combinations of up-to-date,
high-level, specialist [rather than out of date and low-level] knowledge are required if progress is to be
made.)
As a result of adopting this approach it was possible for the teachers to create developmental
environments in which pupils practiced and developed a selection of high-level competencies (like
leadership, initiative, the ability to observe and think, or the ability to understand and influence society)
in the course of undertaking activities they cared about.
Since competence involves such things as the willingness to persist for a long period of time in the
face of frustration - and often the scorn of others - it was important for the teachers to ensure that the
pupils experienced the satisfactions which come from undertaking different sorts of task successfully.
(Examples include conducting an experiment, putting a group at ease, persuading a local council to
change its decisions, or communicating some important ideas to parents.)
In this context the teachers' task was to notice what motivated each pupil, invent an opportunity for
the pupil to pursue his or her interests (so that the pupil would, in the process, develop some high-level
competencies), monitor the pupil's response to that experience and take corrective action when
necessary, and to support the pupils by helping them to tackle problems which would otherwise have
discouraged them and led them to give up.
But they did not only create opportunities for their pupils to practice - and thereby develop - highlevel competencies. They also, like good parents and good managers, coached their pupils by creating
opportunities for their pupils to see the, normally private, psychological components of competence ...
and the consequences. Thus they created opportunities for their pupils to share in their own thinking and
prioritising. They shared their hopes and fears. They talked about their hunches, the auras which excited
and beckoned them, the cues which told them when things were going to pay off and when they were
going wrong - and thus when corrective action had to be taken. They shared their constant reformulations of their goals and the problems which needed to be surmounted to reach them - reformulations which occur as a result of (often play-like) rumination and reflection on the effects of hunchbased actions or "experimental interactions with the environment"6.29. In all these ways they modelled
components of competence in such a way that pupils could copy them ... and they let the pupils see that
these processes were effective in helping them to reach their goals (and Bandura6.30 has shown that
people are particularly likely to copy effective behaviors).
Some teachers shared their planning and anticipations, their concern with excellence, innovation
and efficiency, their disdain for petty regulations, their anticipation of obstacles and their search for ways
round them, their concern with aesthetics, and their feeling of being in control of their destinies. They
demonstrated how to capitalise upon whatever resources were available - indeed how to select their
purposes in the light of the resources that were available and achieve those purposes instead of, as was
characteristic of many other teachers, complaining about the lack of resources to do what they wanted
to do. In these ways these teachers communicated their values to their pupils and portrayed effective,
competent, behavior in such a way that pupils could emulate it. It was not only the overt behavior which
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was portrayed in this way for the pupils, but the entire pattern of thinking, feeling and striving which
normally lies behind it. By deliberately avoiding the role of expert and provider of wisdom - by regularly
(and successfully) trying to do things which they themselves did not initially know how to do - they
showed their pupils how to be learners and innovators. By demonstrating in their own behavior how
thoughts, feelings, and persistence lead to satisfactions that the pupils also wanted they strengthened
the pupils' tendency to engage in the relevant behaviors. They portrayed the strategies of enquiry,
anticipation of reactions, and experimentation which are required to build up an understanding of a
complex bio-physical or social process, the strategies required to intervene in it, anticipate the way
aspects of the system would react, and take corrective action when necessary. By accepting pupils'
suggestions, they showed them that authorities and leaders are not best regarded as sources of
information and organization, but as people who, at best, help other people to articulate and share what
they know, acknowledge what others have contributed, and lead others to feel capable of achieving, and
to be motivated to achieve their own goals.
Some of these teachers, like some parents, realised that, if pupils are to learn from mentors who
portray the cognitive, affective, and conative components of high-level competence, mentor and disciple
must share at least some of their enthusiasms, talents and concerns6.31. Since there is no possibility that
a single teacher's values could mesh with those of all his or her pupils, they realised that it was essential
to place children with other adults outside the school who shared their values and to engage a range of
other adults with them in the class's activities so that pupils could see people successfully exercising
important components of competence whilst undertaking activities which they (the pupils) cared about.
They also used stories, literature, and historical material to illuminate the intra-psychic, cognitive,
affective, and conative, components of competence, and illustrate the personal and social
consequences of pursuing different kinds of valued activity, and deploying different patterns of
competence, in different types of society having different institutional arrangements and dominant
cultural concerns. (One might add that they could, with advantage, also have prepared case history
materials and materials derived from psychological research for this purpose).
In a similar way their pupils learned a great deal from, and came to rely more extensively on, their
fellow-pupils. They developed a partnership in learning. Aided by a vocabulary supplied by their
teachers, they became able to think about, and value, the contributions of others. The teachers would
encourage them to identify the particular talents and contributions of their fellows and enlist their help in
trying to find ways of tapping the energies of other - perhaps in some ways disruptive - pupils. In this
way the teachers helped their pupils to develop and use multiple-talent concepts of competence and
ability instead of classifying their fellows only as "smart" or "dumb". They made explicit both the fact that
not everyone contributes in the same way to a group process, and also to the thought processes which
contribute to effective leadership and management, i.e. to the processes which are involved in
identifying, developing, and using the talents of each member of the work group. By engaging their
pupils in this process the teachers therefore helped them to develop the competencies required for
effective leadership and management.
Many of these observations have been confirmed by Jackson6.32. But he also noticed something
which, in retrospect, was also true of the effective teachers we studied but which we failed to comment
upon. This was that teachers who had the effect of transforming pupils by releasing new competencies
were unusually likely to read parable-like stories to their pupils.
High Schools and Higher Education
While these examples come from elementary schools, we have observed the same things in high
schools6.33 and Winter, McClelland and Stewart6.34, in an outstanding study of Ivy League and other
colleges in the United States, have described the same processes at this level and documented their
consequences for the future lives of those concerned and the communities in which they lived. The
course content is not important. Neither is residential experience. What is important is participating in
challenging activities which demand high-levels of initiative, self-reliance, leadership, and specialist
knowledge and exposure to mentors who portray the thoughts, feelings, and behaviors which are
characteristic of competent people. So is experience of the satisfactions which come from having
undertaken a difficult and demanding activity. However, just as only a few elementary or high schools
provide the kind of experiences we have described, so Winter et al. demonstrated that few universities
do so either6.35.
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Toward an Understanding of Some of the Barriers
We will now go over some of the same ground again, but this time in a way which will help us to
identify some of the barriers to the dissemination of such work.
As has been mentioned, one of the pupils in one of the schools we visited had become an expert
on the distribution of different species of butterfly in the locality and their dependence at various stages
in their life cycles on features of local habitats. Another had become an expert on the history of a hayrake: how it had changed over time and how those changes were related to developments in steel
making on the one hand and patterns of land use on the other. A third had become an expert on the
social structure of the area around the school: who knew whom, and what they talked about.
It would be hard to give students credit for such unique specialist knowledge using traditional tests;
separate tests would be required to identify each child's knowledge.
But this is the least of the problems which this work poses for assessment. More important than the
unique store of specialist knowledge built up by the first pupil mentioned above was the fact that he had
developed a selection of the competencies which are required to be a scientist. Among other things, he
had learned to be sensitive to the cues which told him that he had an unresolved problem. He had
developed the tendency to try to make glimmers of insight on the fringe of consciousness explicit. He
would wake up at night in an effort to do so. He had strengthened his tendency to do these things - and
his confidence that he could do them - as a result of experiencing the satisfactions which come from
noticing, and beginning to understand, things which no one had noticed or understood before. He had
contacted university lecturers who were interested in the same problem and spoken to them as equals.
He had sharpened up his ideas by sparring with them. He had learned not only that he had a right to ask
questions and that his questions were as good as those posed by others, but also that he had a right to
expect others to help him answer them. He had learned to tolerate the frustrations which are involved in
trying to find better ways of thinking about things. He had learned to find ways of summarising his
insights - not only in words, but also in diagrams and mathematical formulae6.36.
The second pupil had developed the self-motivated competencies, pre-occupations, sensitivities,
thoughtways, and perceptions required to be a historian. And the third had developed the competencies
required to be a sociologist. And so on for the other pupils. Each had developed some of the
competencies required to perform effectively in one or another of the wide range of jobs and roles
(including wife, husband, mother, or cook) required in modern society.
Existing assessment procedures are even less able to document the growth of the subtle skills,
motivated habits, thoughtways and pre-occupations which contribute to this repertoire of competencies
required by the scientist, historian, sociologist, photographer, cook, or mother than they are to cope with
the problem of idiosyncratic knowledge.
Even this does not exhaust the problems which the educational process we have described pose
for evaluation and certification. Because the pupils had worked as a group, one pupil had become good
at co-ordinating the activities of others, another at putting others at ease and smoothing over difficulties,
another at presenting the results of other people's work to external visitors - a communicator rather than
a scientist. In the course of doing these things all pupils learned to communicate, to invent, to make their
own observations, to work with others, and to lead and to follow. These competencies defy conventional
measurement.
As we shall see in the next chapter, this measurement problem is of particular importance partly
because teachers teach and pupils work toward the goals that are assessed, partly because, in order to
improve their performance, teachers and pupils need means of monitoring progress toward these goals,
and partly because teachers need some tools to help them to administer multiple, individualized,
competency-oriented, educational programs. Yet assessing these qualities poses a host of dilemmas.
Concluding Comment
It is important to conclude this chapter by first re-emphasising that the competency-oriented
educational process which has been briefly described is quite different both from the content-oriented
educational programs which dominate American, English, and Scottish schools and from the activities
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which have been pursued under the rubric of "Progressive Education" in America6.37. The objective of
the teachers whose work has been summarized was to nurture high-level competencies like the ability
to lead, invent, make one's own observations, and find ways of summarising them. In contrast to this,
most "Progressive Education" has remained heavily content-oriented. Indeed, the hegemony of the
notion that education is the same thing as acquisition of knowledge of content prevents many readers
even hearing what has been said in this chapter. What is involved can best be highlighted by saying that
the change in orientation that is needed involves a shift from teaching as telling to teaching as facilitating
growth and a shift from content-oriented to competency-oriented education. If we are to promote
movement in these directions it will be necessary to place much more emphasis on differentiation and
variety in the educational system, but doing so creates problems to which we will turn in the next
chapter.

Notes
6.1.
6.2.
6.3.
6.4.
6.5.

See Raven (1977, 1984) for summaries.
Raven (1980)
Raven et al. (1985); Raven (1987)
Raven (1984); Raven and Dolphin (1978)
McClelland (1961, 1964, 1965, 1982, 1982); McClelland et al. (1969); Winter and McClelland
(1963, 1981)
6.6. Kohn (1969, 1977); see also Burns et al. (1984).
6.7. Klemp et al. (1977)
6.8. Huff et al. (1982)
6.9. Gallimore (1985)
6.10. Flanagan (1978) found that most 30 year olds could identify at least one teacher who had led them
to clarify their values and released latent competencies.
6.11. Collins (1979) found that high-level competencies had been developed on the job.
6.12. See, for example, Gardner (1983, 1987, 1990).
6.13. Bachman et al. (1971, 1978)
6.14. Jackson (1986)
6.15. Winter et al. (1981)
6.16. Note the way in which this supports Schon's (1987) observations on the hegemony of the
technico-rational model of competence.
6.17. See e.g. Aikin (1942).
6.18. Bernstein (1975). There is, of course, a deeper version of Bernstein's argument. This is that the
objective was to create a mechanism which would select and advance those who were both able to
work out what one needed to do to obtain the preferment of one's superiors and who were willing to
do whatever was necessary. This ability, crucially important to both advancement in, and the
operation of, modern society, includes the ability to justify one's behaviour by mouthing the right
words (in this case about useful education) whilst actually engaging in the activity for other reasons.
We may note in passing that in learning to do these things pupils would be learning to labour in a
much more important way than the pupils described by Willis (1977).
6.19. Cremin (1961), Fraley (1981), and Ravitch (1974) have provided useful summaries of the
Progressive Education movement. Dewey (1899, 1910, 1916) seems to have been preoccupied
with fostering the skills of the research scientist (the ability to conceptualise, analyse and
experiment) on the one hand and with creating democratic classrooms on the other. His writing
does not encourage teachers to make use of multiple-talent concepts of ability (for example by
encouraging them to think about a wide range of alternative talents which schools might foster), still
less encourage them to foster different competencies in different children. Most of Kilpatrick's
writing (e.g. Foundations of Method, 1926) is obscure in the extreme, but in his 1918 text on The
Project Method he indicates that, in translating a plan into a reality, pupils should practise
proposing, planning, executing and judging. These are high-level competencies, but Kilpatrick does
not analyse them or present them in a way which would encourage teachers to reflect on what it
means to, e.g., plan and execute, or on the counselling which is necessary if pupils are to practice
(and thereby develop) these competencies in the course of undertaking activities they care about.
Counts (1932) and Rugg (in a range of texts for pupils) seem to have set out to introduce particular
understandings of socio-politico-economic processes. The majority of "Progressive Educators"
have been even less specific about the knowledge they have been trying to inculcate or the
qualities which should be fostered in pupils. Indeed most have been explicitly opposed to any
6

attempt to specify objectives. However this majority is made up of two very different groups of
people. One group may be termed the "romanticists". They believe that children should be left on
their own to thereby learn "instinctively" what is important to them. A larger group is clearer about
what it is opposed to than what it is for. These teachers have been so appalled by either or both (i)
the effects on most children, and thence on society, of the competitive and self-advancementcentered climate which permeates most classrooms and (ii) the selection of a small number of
pupils who possess a very limited range of not particularly valuable "academic" competencies
(which do not in fact deserve to be so described) for advancement into the most prestigeous and
influential positions in society that they have been more concerned with destroying the competitive
climate and the limited "standards" than with putting something else in their place. (It is this group
which is responsible for the cult of mediocrity which is widely associated with Progressive
Education). What is important from the point of view of this footnote is, however, that, for one or
other of these reasons, the majority of Progressive Educators believe that any attempt to state
objectives would re-introduce competitiveness. Most attempts to implement "Progressive
Education" seem to have been an appalling mess: Barth (1972), Aikin (1942), Rathbone (1971),
Rugg (1926), Rugg and Schumaker (1928), Wright (1950, 1958). The "bible" of the Progressive
Education Movement (the 1926 Handbook of the NSSE) nowhere identifies the competencies
which are to be fostered, how they are to be fostered, or how they are to be assessed for either
formative or summative purposes. French et al. (1957), Stratemeyer et al. (1947), Caswell and
Campbell (1935), Tyler (1936), and the Educational Policies Commission (1938) do attempt to
identify goals, but have muddled together goals at a wide variety of levels, the frameworks are not
multiple-talent frameworks, and the goals are only weakly linked to curriculum processes. Most
accounts of classroom processes focus on encouraging students to take "democratic" decisions
within the compulsory attendance framework of schools (a framework which deprives pupils of
citizenship rights and most of the sources of power and influence [e.g. the option to withdraw and
the opportunity to influence decisions and gain treatment suited to their own priorities through the
marketplace] which are open to people in capitalist "democracies") and in which teachers could not
allow students to implement many decisions which would command majority support from pupils,
on "discovering" low-level everyday facts about the local area which have nothing to do with each
other, little bearing on any area of organised endeavour, which the pupils are unlikely to need in the
future, which the teacher already knows, and which are mostly "discovered" from books, sometimes
from highly directed field trips, and sometimes from "discussions" which involve guessing what the
teacher has in mind. The recurrent eulogising references to democracy in this context are not only
somewhat nauseating in themselves, they conjure up images of the many crimes against mankind
which have been committed in the name of protecting and advancing "democracy" and in this way
may have alienated many potential adherents to competency-oriented education. Among the few
partial exceptions to the rather damning picture are the writings of Barnes and her colleagues at the
Lincoln school (Barnes and Young, 1932; Tippett et al., 1927), although, even here, Bestor (1953),
an ex-pupil of the school, has taken the school to task for offering courses which focussed on
teaching non-generalisable everyday knowledge instead of encouraging pupils to make contact
with academic disciplines (or, we might add, developing high-level competencies). Modern students
of education are, however, unlikely even to come into contact with the more widely-oriented writing
in the area since it is not referenced in, still less embedded in, more recent writings on Progressive
Education (eg Barth [1972] Ravitch [1974, 1983] or the 1985 International Encyclopaedia of
Education (Husen and Postlethwaite, 1985).
6.20. None of the teachers Bennett (1976) asked to define "Progressive Education" did so in terms of
distinctive goals and, as is well known, Bennett subsequently concluded from his classroom
observations that most "open" classrooms were a mess. The failure to articulate non-knowledge-ofcontent goals is well illustrated in Curtis's Boats Project (Tippett et al. 1927; Cremin, 1961). This
would appear to have remained heavily content- and skill- oriented, with a hint of introducing pupils
to new interests. It contains little suggestion of using interests to foster competencies. Dewey
seems to have been content to evaluate projects designed to encourage experimentation in terms
of their contribution to knowledge rather than in terms of the competencies developed in the
process. Likewise, he seems to have been content if "democratic" processes were enacted in
classrooms. He does not seem to have set down the competencies and understandings required
for democratic functioning.
6.21. Raven et al. (1985)
6.22. The Eight Year Study (Aikin, 1942) made a pioneering attempt to tackle some of the assessment
issues. However its work was not followed through and the crucial importance of assessment from
the point of view of: (a) enabling teachers to achieve their goals, (b) enabling students to identify
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the benefits, and (c) harnessing the sociological forces which determine what happens in schools
through the certification process was not recognised.
6.23. International Encyclopaedia of Education (Husen and Postlethwaite, 1985)
6.24. Travers (1973); Wittrock (1986)
6.25. Taylor (1971, 1976)
6.26. (a) Although this example comes from elementary schools, a great deal of material on how High
School teachers can foster high-level competencies by changing the way they teach their subjects,
through interdisciplinary and project based studies, and through special courses is available in
Raven (1977). (b) Mathematics was not fully integrated into this scheme. However the problems
which this teacher had in trying to integrate mathematics into her interdisciplinary teaching actually
highlight neither deficiencies in the philosophy of interdisciplinary education, nor deficiencies in this
teacher's competence, but the need to radically re-think mathematics education.
6.27. Barnes and Young (1932)
6.28. Gardner (1990) and Walters and Gardner (1986) likewise assert that "finding some topic or skill
with which one feels `connected' is the single most important event in a student's life". Flanagan
(1978) makes a similar observation from his data from the Project Talent follow-up about the
lifetime effects of schooling.
6.28. Curtis, see Cremin (1961)
6.29. See also Jackson (1986)
6.30. Bandura (1977)
6.31. Gardner (1990) has suggested that working with only one person who shares their concerns and
models appropriate behavior may enable the pupil to sustain the behavior even when he or she is
confronted with the mindless activities which occupy so much time at school and in the wider
society. This is an important suggestion which is supported by Flanagan's (1978) observation that
most adults are able to cite at least one person who changed their lives in this way in their youth.
Unfortunately, Gardner does not seem to recognise the full range of competencies the
development of which can be facilitated in this way or the importance of the shared valuation of
particular behavior.
6.32. Jackson (1986)
6.33. Raven (1977). This book documents ways in which High School teachers can foster high-level
competencies by teaching their subjects in particular ways, through project work, through
interdisciplinary studies, and by running theoretically-based programs.
6.34. Winter et al. (1981)
6.35. On reading this statement in an earlier draft of the book Stanley Nisbet wrote to say that a survey
he once conducted in Glasgow University came to the same conclusion.
6.36. Gardner (1990) and Duckworth (1987) have also stressed the importance of children developing
their own mathematical notations.
6.37. Parker (1894); Dewey (1902); Kilpatrick (1918); Bourne (1916); Rugg and Schumaker (1928);
Mississippi State Department (1936); Aikin (1942); Cremin (1961); Newton Public Schools (1972);
Barth (1972); Fraley (1981). Once again, Stanley Nisbet has drawn my attention to a process which
may have contributed to this oversight. The claim to be child-centered in itself says nothing about
whether a teacher focuses on conveying content or nurturing high-level competencies in his her or
her interaction with the individual child. Since much discussion of the issues surrounding
Progressive Education have been couched in these terms this may have enabled more teachers to
have engaged in competency-oriented education than is immediately obvious. This process of
concealment may have been exacerbated by another. Even a teacher who focuses on
competence, will, in his or her interactions with the pupils, focus mainly on content - on butterflies
and their habitats, on what people were talking about and so on. It is only when they engage in a
"higher level" discussion - such as about the students' motives and talents and how they can be
harnessed to contribute to a group project or when they discuss the educational process itself - that
they will publicly focus on the competencies to be nurtured. Unfortunately, neither our own
observations nor the data available support these hypotheses.
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CHAPTER 7
WHY DO SCHOOLS NEGLECT THEIR MAIN GOALS?
It may be thought that schools' lack of attention to the wider goals of education is
adequately explained by the lack of clarity about the goals that are to be achieved and
how they are to be achieved, the difficulties involved in nurturing the desired qualities, the
dearth of ways of monitoring their development, and the absence of means of recording
the outcomes in ways that are acceptable in the certification and placement process7.1. In
fact, further serious problems arise from the value-based nature of competence and the
social functions which the educational system performs for society. These will be reviewed
in this chapter.
The Problem is not a Lack of Time, Money, Resources or Teacher Training
Before moving on it is important to note that the significant barriers to educational reform
do not include a lack of time, money, resources, traditional support staff, conventional
forms of teacher training, or accepted forms of staff development.
Progressive Education in America has a long history of well-funded and well-resourced
attempts to tackle the problems which confront the educational system. These include
those of Dewey7.2, Aikin7.3, Caswell7.4, and the Newton School System7.5. Fraley7.6 has
shown that billions of dollars, and endless teacher and support time, together with ample
professional assistance from university staff, were poured into seven US school systems.
Despite this, at least once the external support and limelight was withdrawn, only about
5% of teachers did what it was hoped they would do.
In Britain, numerous attempts, each costing millions of dollars, have been made to reform
the educational system in ways which would lead it to focus on the goals we have been
concerned with in this book. These have included the introduction of mixed ability teaching
(which was, in part, designed to stimulate the invention of ways of identifying and fostering
more of the talents of more of the pupils and to focus attention on ways of fostering talents
which are more important than those designated as "academic" in most schools), some of
the curriculum development projects of the sixties and seventies7.7, and the introduction of
profiles and records of achievement (which were intended to enable pupils to get
recognition for a wider range of talents and thus legitimize more broadly based programs
of education)7.8. None of these "initiatives" met with notable success... yet they are now
being joined by a number of other well funded "developments". One is the Technical and
Vocational Education Initiative. This is explicitly intended to foster qualities like initiative,
the ability to communicate, the ability to work with others, problem solving ability, and the
ability to understand society7.9. Despite its goals, however, the programs rarely include the
kinds of activity that would be needed to nurture such competencies. Another is the
attempt, embedded in the Education Reform Bill7.10, to improve education by specifying
curriculum content, introducing regular testing of pupils and teachers, devolving some
powers to School Boards, and offering parents a choice of school in the context of
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published performance data7.11. Both programs have been accompanied by huge
development exercises based on the assumption that the problem and the solution were
correctly diagnosed and understood - but by virtually no fundamental research of the kind
we have been concerned with in this book.
Class size is often blamed for some of the problems. Yet the IEA data7.12 show that
teachers with small classes generally pursue the same goals, and teach in the same way,
as those with larger classes. Dewey had one adult to every four pupils in his experimental
school - but still only about 5% of the teachers did what he enjoined them to do. In a preschool Home Visiting project which we evaluated, teachers (who were also mothers)
worked with individual children for an hour a week over about 9 months. Few of them
facilitated the development of high-level competencies in these children in the way in
which they themselves - in their role as mothers - facilitated their development in their own
children.
Lack of resources, large classes, and time for conventional development work are,
therefore, not the main barriers to the dissemination of the kind of work undertaken by the
outstanding teachers whose work was summarized in Chapter 6. Several unsuspected,
and much more serious, barriers have, however, come to light in the course of our work.
These will be discussed in this chapter under nine headings.
1) The absence of tools to help teachers to manage multiple, individualized, competencyoriented, programs of education.
Running competency-oriented educational programs is a difficult, creative, inventive, and
frustrating job: as indicated earlier, teachers have to find out what each pupil cares about
and is good at, invent a range of personalized developmental programs which enable
pupils to practice (and thereby develop) some of the wide range of competencies which
might be developed and which are needed in society, monitor pupils' reactions to those
experiences, and take corrective action when necessary. When there are 30 or more
students in a class this is an almost superhuman task. We have found that those teachers
who do manage it have painstakingly - and often at considerable personal cost developed the necessary sensitivities, monitoring strategies, and competencies over many
- perhaps 20 - years7.13. If more teachers are to do what these outstanding teachers
appear to do "instinctively" it will be necessary for them to have some tools which will help
them to undertake the activities mentioned above explicitly. Those tools will have to
enable them to identify each pupil's motives or values, indicate personalized
developmental programs for each pupil, and familiarize them (the teachers) with the
concepts they need to think about multiple talents and their development7.14.
(2) The absence of means of giving pupils or teachers credit, in the certification and
placement process, for having developed high-level competencies.
The next problem is the absence of appropriate summative assessment procedures. To
understand the importance of this, we must first recall that we have already seen that
most pupils and parents know that the main benefit offered by the "educational" system is
not education at all. It is grade-bearing credentials or certificates which will buy entry to
courses of further and higher education and thereafter entry to protected occupations7.15.
They are therefore faced with a dilemma if they are offered programs which are genuinely
developmental but which do not lead to tradeable certificates7.16. Teachers have a similar
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dilemma. They would be jeopardising their pupils' life chances if they offered them
programs which nurtured important high-level competencies but which, by taking time
away from the syllabii on which they will be tested, reduced their chances of obtaining
high grades. Perhaps just as importantly, since teachers' reputations are based on their
ability to ensure that their students get high grades, they would be jeopardising their own
prospects as well.
It is for these reasons that it is what is assessed in the certification and placement process
- and not the educational aspirations of parents, pupils, teachers, curriculum councils,
Secretaries of education or anyone else - which primarily determines what happens in
schools7.17. Teachers would generally prefer not to recognise this sociological reality or
address the dilemmas it poses7.18. Many of them come into teaching because they want to
help people and do a worthwhile job in the community7.19. They resent - and are
demeaned by - the child-minding and social-allocative roles which society thrusts upon
them. Rather than think about how the sociological imperative that schools allocate
position and status might be grasped and satisfied, they want someone else (such as
employers or the universities) to perform these tasks and leave them free to get on with
education. Unfortunately, Dore's7.20 data shows that this is sociologically naive: teachers'
behavior continues to be determined by what is assessed in the certification and
placement process - regardless of how widely its irrelevance is acknowledged and
regardless of who does the assessing.
Actually, ways of assessing these qualities are not only needed for certification purposes.
They are also needed if teachers and pupils are to be able to monitor progress toward
important goals and obtain the feedback needed to improve their performance - and,
indeed, if they are to know that they have accomplished anything worthwhile in the time
they have devoted to the necessary activities. Means of assessing such qualities are
equally badly needed for use in evaluation studies and accountability exercises. If no such
measures are available, the educational system's failure to achieve its main goals will
continue to be unknown on the "factual" register which largely determines the educational
policy-making agenda. So long as this is known only "intuitively" - in the way it is currently
known to parents, teachers, pupils and employers - it does not figure in the discussions
which determine educational policy. Proposals to improve education will continue to focus
on the easily measurable, but relatively trivial, and miss the important (witness the way in
which the educational-improvement-through-testing philosophy has swept the world).
(3) The conflict between the procedures which are required to foster high-level
competencies and the widely held view that "teaching" means "telling".
The activities which are required to nurture the development of high-level competencies
are best captured by the term "facilitating growth"7.21. Yet, overlooking the fact that
fostering the abilities required to read, write and count involves advancing skills or
competencies, most people believe that teaching is about "telling" - transmitting
information from teachers to pupils.
This identity between education and "telling" on the one hand, and knowing the "right"
things to say on the other, has resulted in a vicious circle: teaching as a profession
recruits a disproportionate number of people who want to be the center of attention and
the source of wisdom7.22 ... and these are exactly the sort of teachers that many pupils and
students think they want. Those who have the skills and sensitivities which are required to
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facilitate growth tend not to become teachers in the first place, and they are often rejected
by their students if they do find their way into teaching. The conflict between the
satisfactions which most teachers want from teaching and the satisfactions available to
those who facilitate development - even in language laboratories - results in many
teachers finding such activities so distressing that they corrupt them back into "telling".
What these observations show is that there is a serious conflict between the role required
of teachers if they are to facilitate the development of competence and:
i. Parents', pupils', and students' accurate observation that the "educational" system is
not mainly about developing competence but about legitimising the rationing of
privilege and teaching people how to buy personal advancement by ingratiating
themselves with their superiors, and
ii. The satisfactions which teachers want from their jobs.
If progress is to occur it will be necessary to get this conflict out into the open and ensure
that it is carefully addressed.
If more emphasis is to be placed on facilitating the growth of competence it will also be
necessary to challenge another widely held belief which derives from the technical-rational
model of competence. This is that "learning" can be chopped up into 40-minute "periods"
or 40-hour "modules". The work we have reviewed shows that that high-level
competencies are usually developed whilst people are involved in difficult and demanding
activities that they care about, which continue over an extended period of time, and which
lead, in the end, to something worthwhile (thus enabling those concerned to experience
the benefits and satisfactions which come from having engaged in such difficult and
demanding activities)7.23.
(4) The problems which stem from the transformational nature of the educational activities
which are required to foster high-level competencies.
To promote the development of high-level competencies one starts by studying pupils'
motives and incipient talents. One then tries to invent individualized developmental
experiences which will test one's initial hypotheses about incipient interests and talents
and the processes which will lead them to flower7.24. One cannot know the outcome of this
process in advance. One may end up doing things which are quite different to those one
initially envisaged. Unexpected talents surface and develop. In this way pupils are
transformed7.25. All of this is fine from an educational point of view. But it is in sharp
conflict with widely held beliefs about the ways in which it is appropriate to spend public
money. It is generally believed that one should not take risks with such money and that
contractors (teachers or researchers) should be able to specify in advance what the
results of the expenditure will be. Funding an adventure which may (or may not) transform
people or existing understandings is viewed as not merely risky: it is illegitimate. The
solution to this problem has not only to do with legitimising venturesome activity in the
public sector. It also involves finding ways of identifying the sorts of teachers who are able
to capitalize on what they stumble across in the course of an adventure - i.e. teachers who
are able to recognise the value of something they have come upon "by chance" and turn it
to advantage. To do this it will be necessary to develop staff appraisal tools which will
make it possible to identify, recognise, reward, and encourage among teachers the very
competencies that we have been concerned with in this book.
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(5) The dilemmas associated with catering for diversity.
We have seen that high-level competencies can only be nurtured when people are doing
things they care about, and that this means tailoring developmental tasks to pupils'
personal values, priorities, and motives. It is sometimes impossible for pupils to pursue
goals which they care about in the same room as other pupils undertake tasks which they
care about. For example, one cannot, in the same classroom, meet the needs of those
pupils who want to develop toughness and strength and those who wish to develop the
sensitivities required to learn how to set their minds to the "dreamy" state required to
notice the fleeting feelings on the fringe of consciousness which form the germ of nearly
all creative insights and slowly bring them to the center of attention so that they become
articulate and communicable.
This need for variety and choice conflicts with the widely accepted emphasis on equality
and uniformity in public provision - uniformity which is stressed in such developments as
the English National Curriculum. It is therefore essential to make explicit, and possibly
challenge, the reasons for this distaste for variety in the public domain. One of its causes
is the experience-based belief that such variety leads to a hierarchy of options - running
from those which are of high quality to those which are poor - rather than to alternatives
which are very different from each other, but all of which are of high quality. When the
quality of provision varies only from good to bad, the more informed, articulate, and
powerful tend to get the best deal. It was, indeed, to counteract just this tendency that
education was brought into the public domain in the first place. If the stultifying effects of
the emphasis on equality in public provision are to be reduced, it will therefore be
necessary to introduce much more effective quality control mechanisms to both (i)
document the personal and social consequences of each of a number of demonstrably
different options, and (ii) assure the public that each option is of high quality.
Another objection to providing variety and choice in public education is the fear that it will
lead to the ossification, even exacerbation, of class differences in the social structure.
Fortunately, the evidence already summarized in this book does not support these fears:
In the first place, a wide variety of different patterns of competence is required in modern
society. Even a single occupational group requires people who want do very different
things and who possess different patterns of competence. Secondly, no one person could
possibly develop all the concerns and patterns of competence we have identified in the
course of our work7.26. Thirdly, pupils have very different preoccupations, concerns, and
talents: they want very different things from their education and very different satisfactions
from their work7.27. Fourthly, this variation is more closely related to the occupational
destinations pupils are bound for than to their social origins7.28. Fifthly, there is, in our
society, a great deal more inter-generational social mobility - both upward and downward than people believe7.29. The picture is therefore much more complex than has often been
suggested and it points very strongly toward the need to respect, and build on, the
variance in pupils' values, priorities, and patterns of competence instead of "inculcating
middle class values into working class children". The spectre of teachers perpetuating
socio-economic divisions and creating a caste society if they treat different children in
different ways does not seem to be well founded.
(6) Value conflicts.
A host of serious problems flow from the fact that high-level competencies are heavily
value-laden and involve social and political beliefs7.30.
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The first is that any teacher who attempts to foster them is invariably confronted by
parents and pupils who either do not value (1) the competencies (such as the tendency to
ask questions or the ability to find information for oneself) which it is hoped to foster or (2)
the activities the teacher hopes to initiate to allow his or her pupils to practice, and thereby
develop, such competencies. (For example, a teacher might plan to nurture a range of
high-level competencies by encouraging his or her class to try to stop a factory polluting a
local river - an activity which would almost certainly lead to objections from some
parents7.3.)
There are several reasons why this problem cannot be simply resolved by offering the
public a variety of programs which are tailored to different values and which aim to foster
alternative talents. Among them are:
a) As we have noted, the idea that teachers should treat different children in different
ways conflicts with the current emphasis on equality in public provision.
b) Even parents who are basically in favour of schools fostering high-level
competencies are faced by the dilemma that working at such activities will take time
away from subject-and-grade-oriented activity and is thus likely to jeopardize their life
chances. However, a related problem is that many parents who do want their
children to enjoy the economic and social benefits which are associated with high
status managerial jobs do not want their children to do some things that it is
necessary for them to do to develop the competencies which are required to perform
those jobs effectively. For example, managerial ability involves the ability to ask
pertinent questions: Yet many parents do not want their children to ask questions particularly if it would mean that they themselves would have to justify their
commands. Another important competence is the ability to venture into the unknown
- yet many parents cannot tolerate the anxieties which arise when children undertake
tasks which are on the verge of their capabilities7.32. A still more fundamental
problem is that many parents (and teachers) know that they themselves lack the
competencies which are required to manage independent, adventurous, children
who take initiative, think for themselves, and guide their behavior by reference to
personalized, reason-based, moral codes.
c) Many parents not only do not, on balance, want schools to foster high-level
competencies in their own children, they do not want them to nurture them in other
people's children either: if they did, those other children would do better in life than
their own. This is why so many people oppose private schools even when they would
not send their own children to them even if they could. Private schools can, and often
do, inculcate important values and political beliefs - and foster important value-based
competencies. But any public school which attempted to do the same would be
engulfed in a political furore.
The net effects of the processes just described are, firstly, that the ethos of public schools
is more correctly described as working-class than "middle-class", and, secondly that,
cumulatively, they make change extraordinarily difficult. Thus while, in the end, the
solution to the problems posed by the value-laden nature of high-level competencies will
have to come through offering pupils and parents a variety of demonstrably different
educational programs, the provision of variety is not sufficient in itself. It will also be
necessary to surface and challenge many social and civic beliefs and resolve some of the
dilemmas identified above.
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To resolve those dilemmas it will be necessary to:
i. Systematically generate a range of educational programs which will appeal to people
with very different concerns and incipient talents and which will lead them to develop
very different concerns and patterns of competence.
ii. Accumulate much better research data on the differential consequences of each of
the alternatives for the pupils concerned and for the societies in which they live.
(Such data should include information on the consequences of each option be for:
(a) the patterns of life-satisfaction and competence the pupils develop at the time, (b)
the career options open to the pupils in the future, (c) the patterns of life satisfaction
and frustration that those concerned are likely to experience in the future [in the
context of alternative changes in society], and (d) societal change itself).
iii. Develop the tools and structures which are needed to (a) assure the public that the
options, although distinctly different, are all of high quality, and (b) administer that
variety equitably.
It follows from these observations that, if the public is to be offered a variety of options
which have very different consequences and be invited to choose between them, we will
need to run our society very differently. Among other things, the public service will have to:
(1) invent, and provide in each community, a variety of options, and (2) collect, and
provide people with, the information they need to choose between those options.
What this means is that the public service will need to feed information outwards to the
public, rather than upwards through bureaucratic hierarchy to elected representatives who
take decisions for the public. This will in effect mean that the main decision makers will be
the public, not elected representatives.
The task of supervising the information collected and disseminated at each level will
require much greater public and media involvement. If this is to happen we will need a
much more transparent public bureaucracy, changed roles for elected representatives,
and changed citizenship activities. Put another way, we will need to develop new,
network-based, participative (rather than representative) forms of democracy to monitor
and influence the public service.
It appears, therefore, that (i) fundamental research directed toward the solution of these
practical problems, (ii) a wide range of development activities, and (iii) programs of adult
civic education to promote the evolution of new means of managing society are
unexpected pre-requisites to effective schooling. It follows that one of the first steps to be
undertaken by schools is, somewhat surprisingly, to change the beliefs they lead their
pupils to adopt about the procedures which are required to promote social development.
A second problem posed by the value-laden nature of competence is that fostering
important competencies means influencing pupils' values and political, economic, and
civic beliefs. This raises the spectre of brain-washing. Once again, the dilemmas which
this poses are most likely to be resolved by finding ways of making what is going on more
visible, by providing more markedly different options, and by providing better information
on the long term personal and social consequences of each of the alternatives.
But there is a still more thorny issue to be addressed. We have not only argued that all
important competencies are value-based but also that the effective operation of both our
educational system and our staff guidance, placement, and development systems is
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dependent on the assessment of these value-laden qualities. The spectre of explicitly
assessing value-based motivational dispositions for these purposes throws the moral
questions associated with educators working in this area into sharp relief. One can only
respond that it would be better to do it openly than do it clandestinely.
(7) The barriers posed by the latent functions of the educational system.
In Chapter 5 we saw that the educational system: (i) nurtures the tendency to work out
which behavior one's superiors will favour and do whatever is necessary to secure one's
preferment regardless of the consequences for one's organization or society7.33, (ii) breeds
that kind of facility with words that enables people to create a good impression by using
fashionable phrases, (iii) advances those who are best able to do these things, (iv)
squeezes out those who are most anxious to act in the long term interests of society and
those who are best able to invent new ways of thinking about and doing things, (v) selects
those who are, because of personal ambition or naivety, most willing and able to
undertake the fraudulent "work" of modern society, and (vi) operates to perpetuate an
inequitable society by legitimising the way in which privilege is rationed instead of
fostering and promoting those best able to identify and introduce changes in the way
society is organized. We concluded that these processes make it very difficult to change
what happens in schools.
We may now introduce yet another observation about the functioning of the educational
system. This is that the way in which it works reflects the way modern societies work. To
substantiate this claim we must first examine some features of the way contemporary
society works. Despite its rhetoric, the main things manufactured by the marketplace are:
(i) useless jobs, and (ii) discriminations which compel participation in the make-work
activities of which modern society is largely composed. It is easiest to see this by
considering the insurance industry. Insurance should be a simple matter of transferring
resources from those who have them to those who do not. In fact, the insurance industry
manufactures endless jobs and magnifies differences between the rich and the
moderately rich in such a way as to compel participation in the system. Thus the industry
creates jobs for endless people generating insurance packages, selling those packages,
collecting and keeping account of small sums of money, assessing entitlement, pursuing
legal wrangles, assessing the profitability of companies in which it might be suitable for the
insurance company to invest, investing in those companies, monitoring those investments,
and intervening in the companies concerned. It also generates crass differences between
the benefits available to those who can pay and those who are subjected to degrading and
dehumanising treatment because, although they have the greatest need, are unable to
pay. The educational system works in much the same way: it offers activities which
occupy a lot of time of a lot of people; it creates jobs for teachers, administrators,
researchers, publishers, librarians, editors and test agencies; it manufactures
discriminations between individuals whose competence differs only slightly; it makes use
of norm-referenced assessments which require more people to spend more time in the
system to attain the same occupational position; and it promotes and advances those who
are most concerned with their personal advancement and least concerned with, able to
analyse, and anxious to do something about, wider social problems. This parallel between
the educational system and society was not discussed in Chapter 5 because we were
there concerned with the educational and human resource components of the educational
system. The processes we are describing here are purely sociological... but they clearly
contribute to the difficulties involved in introducing change.
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This is not, however, the only way in which the educational system seems socially
functional in the short term but dysfunctional in the longer term: The system also operates
as if it were designed to lay the blame for the ills of society at the door of the uneducated
and those who are least able to do anything about those social problems instead of at the
door of the leaders and managers of society. In the same way, the "devolution of
management and control" procedures currently being widely advocated for the educational
system throughout the world seem designed to lay the blame for the ills of the educational
system on teachers and parents rather than on the administrators and politicians who
could do something about them: teachers and parents are in no position to do anything
about the social constraints on what schools and teachers can do, to alter the tests which
are inflicted on schools in any fundamental way, to influence the text books that get
written, or to generate the understandings and tools which are required to run alternative
educational programs.
The parallel between what the educational system does in this respect and what the IMF
does on a grander scale should not be overlooked: just as current social and educational
policies tend to legitimize blaming the poor for their poverty, so the IMF blames poor
people in poor countries for their poverty instead of the leaders of those countries and
those who are responsible for managing the international financial system - namely
bankers, international public servants, politicians, and the managers of Trans-National
Corporations.
Perhaps the most insidious aspect of the educational system is that it nurtures the
tendency to go along with things that are not what they seem to be and promotes those
who are most willing to quote the conventional wisdom despite its lack of reference to
reality. Thus the educational system advances those who are least willing to notice that
the educational system is not what it seems or claims to be. Such people are, in the short
term, ideally suited to jobs in insurance, the World bank, "aid" agencies, welfare agencies,
the public service, the food industry, and politics and government. The most pervasive, but
least remarked, feature of modern society is that nothing is what it seems to be - and is, in
fact, usually its opposite7.34. The tendency of the educational system to disseminate false
consciousness and promote those most inclined to engage in "double talk" makes it
extremely difficult to conduct any rational discussion of wider social processes.
Although it is tempting to see some kind of conspiracy in the parallelism between what
happens in the educational system and the wider society and in the educational system's
tendency to introduce false consciousness into discussions of social processes when
these threaten the short term interests of those with more power in society, it is not
necessary to make that assumption. The educational system has grown on the basis of
myths. These include: "If we all get more education we'll all get good jobs" and "More
education will make for economic and social development"7.35. It has also grown as a
result of the less mythical fact that, whatever doubts there may be about the educational
benefits of the system, staying on at school confers a greater likelihood of obtaining a
good job. Despite these observations, Robinson's7.36 discovery that there was a very
effective conspiracy to discredit the work of Harold Rugg is disconcerting. Because Rugg's
books were effective in fostering in pupils the tendency and ability to think critically about
the workings of society, the National Association of Manufacturers mounted a deliberate
campaign to discredit both Rugg and his books - a campaign from which he never
recovered. The documents which Robinson has reviewed show beyond reasonable doubt
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that this involved numerous accusations which were known to be false and deliberate
lying to congressional committees of enquiry. It is hard to credit that work as innocuous as
Rugg's - directed toward what is widely agreed to be one of the main goals of education could have produced such concerted, sustained, dirty tricks. Robinson's (and Bellini's7.37)
work therefore leads one to take more seriously the claims of those, like Chomsky7.38, who
are inclined toward the conspiracy theory.
If these observations are correct, it is obvious that it would be extremely difficult to do such
things as introduce any form of multiple talent education designed to develop and
credential at least some of the talents of all of our children - because this would undermine
the educational system's role in manufacturing and legitimising discriminations of a kind
which would compel participation in institutional arrangements which give meaning to life
in modern society.
That this hypothesis is not so far-fetched as it may at first sight appear to be can be seen
by reflecting on what happened to attempts to reform examinations in England and Wales.
For 20 years committees of the (national) Schools Council for Curriculum and
Examinations debated the desirability of establishing a common system of examinations
without coming to a conclusion. Then the Minister for Education established a new
committee with a specific remit to come to a conclusion. The committee observed that
pupils had a wide variety of talents which could only be fostered through very different
types of educational program. It noted that workplaces and society required a wide variety
of people who possessed very different talents. It therefore concluded that there was a
need for a wide variety of educational programs which would foster very different
competencies and in the course of which pupils would cover very different syllabii. This led
it to the conclusion that it would be necessary to retain a wide variety of examining boards
(the equivalent of ETS and ACTS) which would each promote a wide variety of courses
covering different content, aim at different goals, and be assessed using different forms, or
"modes", of assessment. Then it did something which was, at first sight, inexplicable. In
one sentence embedded in a long paragraph it said "the results will be expressed on a
single scale of seven points in the subject area". This, of course, negated all the steps based on all the educational and occupational observations it had made - that it planned
to make to promote and cater for diversity. If one asks oneself what could have caused
such an action one can only conclude that the sociological need for a single and
unarguable criterion to legitimize the allocation of position and status - and with it a whole
social system for rationing privilege - had over-ridden all human, educational, and
occupational considerations.
What all this means is that, if education is to be brought back into schools, those
concerned (including teachers), will as part of their professional duties deriving from their
remit to achieve educational goals have to take active steps to influence the way society is
organized.
(8) Dysfunctional beliefs about the role of the public servant.
We have seen that competency-oriented education requires teachers to pay attention to
the needs of individual pupils and to invent individualized developmental programs which
will lead them to blossom. It also requires them to get together with other teachers to
invent better ways of meeting pupils' needs, to find ways of influencing the tests which are
available from test publishers (so that these cease to direct attention toward low-level
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goals and away from high-level goals), and to influence the beliefs which parents and
others hold about education itself and the way the public service in general should
operate. Unfortunately, teachers, like other public servants, are not generally expected to
be inventors and activists of this sort. They are viewed as functionaries who should do the
bidding of elected representatives. To solve this problem we not only need to re-think our
beliefs about how the public service should operate and to create structures (a la
Kanter7.39 ) which promote innovation, we also need to apply new criteria to judge the
effectiveness of public servants and to develop new tools for use in staff appraisal - so
that teachers can get credit for engaging in the difficult, demanding, frustrating, and timeconsuming activities which are required if they are to do their jobs effectively. The way in
which this is to be done will be discussed in the next chapter.
(9) The absence of an innovative educational system.
In the course of this book, we have seen that the attempt to deal with the conspicuous
problems of the educational system by trying to prescribe what children will learn and then
find out whether they have learnt it using centrally prescribed tests of the traditional type is
misguided. We have seen that the barriers to effective education are deep-seated and non
obvious, that what children need to learn to do varies markedly from pupil to pupil, that the
available tests are unable to reflect the high-level competencies which students need to
develop, and that our hierarchical management system has been unable even to eliminate
grossly incompetent teachers, never mind to create a ferment of innovation. Pervasive
innovation in every nook and cranny of the educational system is required. There is no
way in which any central authority can lay down what teachers will do, never mind
prescribe what individual children should learn. Instead, the task of a central authority is to
create a structure and set of expectations which will: (a) lead to increasing clarity about
the goals which are to be achieved and the procedures which are to be used to reach
them; (b) encourage all concerned to assess whether they are achieving their goals
effectively; (c) encourage them to identify the barriers to success; and (d) lead them to
vigorously set about trying to do something about those barriers.
It is clear from these observations that one of the barriers to the evolution and diffusion of
educational innovations has to do with the fact that the educational system operates in the
context of a set of beliefs to the effect that it is the job of publicly elected representatives
and senior management both to establish the goals of the educational system and the
procedures to be used to reach them - with its corollary that the teacher's job is to carry
out the activities prescribed by such authorities. These beliefs and expectations
discourage teachers from studying the needs of their pupils and trying to invent better
ways of meeting them. Unfortunately, these beliefs are only part of a much wider problem:
in Britain and the United States, since innovation is thought to be the prerogative of
management, the educational system does not have a management structure which
stimulates and facilitates innovation. We have already seen that the stimulation of
innovation involves creating within the educational system what Kanter has called "parallel
organization" activity which would focus on innovation. What we are now saying is that we
also need to replace our hierarchical management structures - our structures of
bureaucracy and democracy - by network based management structures of the kind
advocated by Toffler7.40, Schon7.41 and Ferguson7.42. These will be discussed more fully in
Chapter 9. Here it is sufficient to note that the failure to create an innovative educational
system is not only dysfunctional in itself - it also has the gravest knock-on effect on society

11

as a whole because teachers powerfully communicate to their pupils their own beliefs
about what it is important to attend to and how things should be done7.43.
We may conclude by noting that what has been said implies that the areas in which
research and innovation are most badly needed in our society do not have to do with
finding better ways of producing goods of one kind or another but with finding better ways
of running society itself. The way in which such research is to be organized will be
discussed in Chapter 10.
Summary
Following Morgan7.44, Figure 1 has been prepared to summarize what we have now
learned about the feedback loops which result in, and reinforce, narrow educational
activity. It shows how the narrow nature of educational provisions is heavily overdetermined and demonstrates why it has been so difficult to introduce change in
education. The effects of any single change will be negated by other forces and
predictable reactions produced by the overall system of forces. "Common-sense" reform
will not work. While indicating the motives which might be harnessed to produce result in
educational change, it also shows the difficulty of linking those motives to the points at
which systemic interventions might be targeted.

Figure 1
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In more detail, the diagram shows:
1. That the narrow educational activities which dominate schools are produced by: (i)
a series of sociological imperatives (e.g. that schools assist in legitimising the
rationing of privilege); (ii) inappropriate beliefs about the nature of the changes that
are needed in education itself, the management of the educational system, and the
management of society; (iii) failure to initiate research which would yield useful
insights into such things as (a) the nature of competence and how it is to be
fostered and (b) how to manage the educational system to nurture high-level
generic competencies; (iv) the absence of (a) systematically generated variety in,
and choice between, educational programs which have demonstrably different
consequences and (b) information on the consequences of each of these
alternatives; (v) failure to introduce "parallel organization activity" to produce
innovation within schools, and (vi) inadequate dissemination of the results of
research into the nature, development, and assessment of generic high-level
competencies, and, especially, the implications of the values basis of competence.
2. That this narrow educational process has a series of knock-on effects which finally
contribute to its own perpetuation. The competencies and beliefs that are nurtured
and inculcated in schools reinforce a social order which offers major benefits to
"able" people who do what is required of them without questioning that order; it
creates endless work which gives meaning to people's lives (but does not enhance
the general quality of life); it creates wealth at the expense of the biosphere, future
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generations, and the third world; and it protects its citizens from a knowledge of the
basis of their wealth. The educational system helps to teach a host of incorrect
beliefs which collectively result in nothing being what it is popularly or
authoritatively said to be (for example, the educational system itself claims to be
about promoting the growth of competence when it in fact mainly operates to
engage vast numbers of people in "teaching" and "learning" activities of little
educational merit but which ensure that those who are most able and willing to
challenge the fraudulent nature of the system are routed to social positions from
which they can have little influence while those who are least able to do anything
except secure their own advantage are promoted into influential positions in
society). This double-talk makes it extremely difficult to conduct any rational
discussion of the changes needed in society. The sociological imperative that
schools help to legitimize the rationing of privilege helps to create a demand for,
and encourages acceptance of, narrow, invisible, and mis-labelled assessments.
Those predisposed to acquire these "qualifications" are not inclined to see the need
for, or to commission, genuine enquiry-oriented research or notice other talents in
their fellows. Teachers who discover the hidden competencies of their "less able"
students experience acute distress. The lack of understanding of the nature of
competence leads to a failure to underline the need for a variety of value-based
educational programs and thus to the perpetuation of narrow educational activity.
3. That the main motives for change are widespread awareness that there is
something seriously wrong with the educational system, and, more specifically, that
it fails miserably in its manifest task of identifying, nurturing, recognising, and
utilising most people's motives and talents. The most commonly proposed solutions
to this problem, based as they are on other misunderstandings, are, however,
inappropriate. Another motive for change is that there is increasing recognition that
we have created a non-sustainable society and that basic change in the way
society is run is essential.
4. That there are a number of points at which it should be possible to intervene in the
feedback loops to create an upward spiral. These involve:
(i)
promoting wider recognition that one cannot get value for human effort in
modern society unless we introduce better means of monitoring and
evaluating the long term effects of what we are doing and better ways of
giving effect to information on such effects. This points to the need to
change the way we run society, to the need to introduce more, and more
appropriate, social research and evaluation activity, and to find ways of
holding public servants and politicians accountable for seeking out and
acting on information in an innovative way in the long term public interest;
(ii)
introducing the "parallel organization" activities that are required to promote
innovation within schools;
(iii)
establishing a greater variety of distinctively different, value-based,
educational programs and providing information on the short and long term,
personal and social, consequences of each;
(iv) creating public debate about the forms of supervision - the nature of the
democracy - needed to ensure that public servants seek out and act on
information in an innovative way in the public interest and,
(v)
disseminating what is already known about the nature, development, and
assessment of competence and its implications.
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The developments hinted at in the last paragraph are discussed in the next Part of this
book.
Notes
7.1.
7.2.
7.3.
7.4.
7.5.
7.6.
7.7.

See Raven (1977, 1984, 1988); Raven et al.. (1985) for our contributions to resolving these difficulties.
Dewey (1902)
Aikin (1942)
Caswell (1942)
Whiting (1972)
Fraley (1981)
Bruner (1965); Curriculum Development Associates (1969/70); Nuffield Science (1967); Schools
Council Humanities Curriculum Project (1970-72); School Council Integrated Science Project (1970-72)
7.8. See Hargreaves (1988) for a discussion of these movements.
7.9. MSC (1984)
7.10. The Educational Reform Bill (Her Majesty's Government, 1988).
7.11. I have discussed the inadequacy of the latter measures, as introduced by the Government, as a
mechanism for school improvement in Raven (1989). The goals are wildly unrealistic and the proposed
assessment procedures have drained off enormous resources and goodwill - but cannot work without a
substantive research base. Yet the one thing which is not proposed is any kind of fundamental
research.
7.12. IEA: Comber and Keeves (1973); Purves (1973); Thorndike (1973)
7.13. Raven et al. (1985)
7.14. The development and provision of such tools is not as unrealistic as may at first sight appear because
the computers which are required to run programs designed to elicit the relevant information from pupils
and suggest appropriate individualized experiences to both pupils and teachers are now widely
available. Nevertheless the development of the necessary tools does remain dependent on the wider
adoption and refinement of the framework for thinking about the nature and development of
competence which has emerged in the course of our work and is summarized in Raven (1984). Work is
currently in hand to develop a kit of assessment procedures which are designed to introduce teachers
to this framework, to nurture in them an understanding of the classroom processes which are required
to foster high level competencies, and key features of "parallel organization activity".
7.15. Raven (1977)
7.16. Raven (1977, 1980). Under the circumstances, the wonder is that any school pupils are willing to enrol
in genuinely developmental activities. But, they are. However, as Schon noted, and as is widely
reported, it becomes increasingly difficult to persuade students further up in the educational system to
devote time to such activities. They know too well that advancement, whether in the educational system
or outside, is not achieved by demonstrating occupational (let alone personal or civic) competence but
by discerning and saying the right things to the right people. (Sternberg [1986] has included a
knowledge of what to do to secure promotion in the academic world as one of his varieties of
"intelligence". [Thus, incidentally, confounding values, problem-solving ability, and acquired
information]).
7.17. Raven (1977); Dore (1976); Broadfoot (1979)
7.18. Raven (1977)
7.19. Morton-Williams et al. (1966)
7.20. Dore (1976)
7.21. Raven (1980); Raven et al. (1985)
7.22. Morton-Williams et al. (1966)
7.23. Note that this comment applies with equal force to the competence areas which are currently
embedded within the curriculum - i.e. to the 3Rs. It is easy to see that - as is spelt out in Raven (1989) the teaching of reading in particular and the development of the ability to communicate is seriously
hampered by teachers' failure to relate what they are doing to children's interests and pre-occupations.
There is no doubt about the need for modularized knowledge to support competency oriented
programs.
7.24. Raven (1980); Raven et al. (1985)
7.25. Bachman et al. (1978); Jackson (1986)
7.26. Raven (1984)
7.27. Raven (1977)
7.28. Raven (1977); Sigel (1985); Pellegrini et al. (1985); Burns et al. (1984); Miller et al. (1985, 1986)
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7.29. Hope (1985); Payne et al. (1979)
7.30. See Raven (1984) for the evidence that high-level competencies are value-laden and involve social
and political beliefs. See Raven (1980) for a discussion of the importance of coming to terms with
values.
7.31. See Raven (1989) for a fuller discussion of this issue.
7.32. See Raven (1980, 1987, 1989).
7.33. Hogan (1990) has noted that the available evidence suggests that about half of those managers who
appear to be competent, confident, intelligent, poised, and skilled in human relations, either: i. destroy
the careers of competent subordinates in order to minimise challenge and competition, ii. destroy the
developmental potential of their sections (i.e. get rid of the time and the personnel required for the
"parallel organisation activity" which is required for innovation and to provide for the future) in order to
seem able to reduce costs and appear "efficient", or iii. refuse to take important decisions which affect
the future of the organisation because these would result in their becoming unpopular and thus
jeopardize their future.
7.34. I have the impression that more people in the UK than the US have observed that the educational
system is not what it seems to be and generalized this observation to other aspects of society and
chosen to resist, whereas in the US more students have simply accepted the mythology, and, as a
result, failed to question market mythology, religious mythology, and democratic mythology.
7.35. Actually, more people involved in the useless tasks of education, insurance, defence industries, trade,
is economic development. Thus growth of education does not lead to GNP; educational employment is
part of GNP.
7.36. Robinson (1983)
7.37. Bellini (1980)
7.38. Chomsky (1987)
7.39. Kanter (1985)
7.40. Toffler (1980)
7.41. Schon (1971/73)
7.42. Ferguson (1980)
7.43. The downtrodden and rather ineffectual images which teachers have of themselves are documented in
Raven (1977) and the fact that these are communicated to pupils is documented in Raven and Varley
(1984).
7.44. Morgan (1986)
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CHAPTER 8
THE INTERNAL ORGANISATION OF THE SYSTEM
To introduce this chapter, what has been said in Part I of this book may be summarized.
We have seen that:
1. The most important goals in education are heavily valueladen. This gives rise to a
host of problems. It means, among other things, that it will be necessary to find ways of
handling the difficulties which arise because, although teachers necessarily influence
values, they need to do so more explicitly if they are to achieve their main goals, deal
with the difficulties involved in assessing valueladen motivational dispositions
(especially as part of the certification process), and consider the nature of the
informationbased public management structures  the forms of bureaucracy and
democracy  required if the public is to be offered a choice between programs fostering
a wide variety of valuebased motivational dispositions.
2. The failure of society to come to terms with the valueladen nature of competence
makes it difficult for schools to identify individuals' values, interests, and areas of
competence. This contributes to the inability of the educational system to achieve its
main goals  but it also has serious consequences for society as a whole: It makes for
unnecessary frustration and misery among adults, an inability to identify and capitalize
upon valuable human resources, and the promotion into influential positions of people
lacking the willingness and the ability to tackle broader societal problems8.1.
3. Most teachers are unable to identify their pupils' values, create the developmental
environments required to harness those values in such a way that pupils will engage in
activities which will lead them to practice and develop highlevel competencies, or to
recognise and reward the development of pupils' highlevel competencies.
More generally, we have seen that the introduction of a more effective educational system
will require change at all levels. Teachers must pay attention to the needs of each
individual child, devise a personalized developmental program to harness the child's
motives and develop his or her idiosyncratic talents, monitor the effects of such activities,
and adapt their activity where necessary. Tools will be needed to help teachers administer
these programs, evaluate and assess their outcomes, and to credit pupils and teachers for
having developed important competencies. Administrators, working with teachers and
researchers, must devise a much wider range of different types of educational program,
and provide the public with information on the consequences of each. It will be necessary
to influence the tests employed at the interface between the school system and society
(because it is what is assessed in these tests which primarily determines what happens in
schools) and it will be necessary to reduce the societal demand that schools legitemize
the rationing of privilege. Systemic  multipronged  theoreticallybased intervention is
required. This can only occur if a new management structure is introduced to provide new
roles for pupils, teachers, principals, superintendents, politicians, parents, and the public.
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Such pervasive change can only be achieved by creating a climate dedicated to
innovation. All teachers need to pursue different goals with different pupils, and many of
the necessary developments can only be introduced as teachers and administrators
exercise professional discretion in dealing with the changing and idiosyncratic
requirements of complex situations.
Although change is required in every nook and cranny of the educational system, and will
not occur solely as a result of central decree, the establishment of an innovative climate
can and should be centrally facilitated. Such a climate can only be achieved by changing
(1) the way things are done within the educational system itself, and (2) the interface
between the educational system and society.
This chapter will discuss the changes needed in the internal organization of the
educational system. Chapter 9 will discuss the changes needed in the interface between
that system and society. Chapter 10 will deal with the research and development activity
required to help evolve and support the new system.
Essentially, the argument presented here is that the translation of the shared educational
values identified earlier in this book into effect will necessitate following the research
based trail on which we have embarked well beyond even the controversial conclusions
upon which we have already stumbled in order to discern its implications for the
management of society. It will emerge that, unless this step is taken, other developments
will yield few benefits. It is, however, essential to understand that this is a scientific step
and that the position developed here is reasonably consistent with the available evidence.
Further researchbased activity is required to clarify alternative positions and assess their
adequacy.
An unexpected benefit will be obtained from this journey. It will emerge that the
arrangements which are required to translate our educational values into effect are
precisely those required to translate crucially important wider social and environmental
values into effect.
Before we move on, it is important to briefly review the reasons why "privatization" of the
educational system could not provide a solution to the problems which have been
identified.
Firstly, even when desired benefits can be obtained through the economic marketplace,
this is typically a very expensive process. For example, about two thirds of the cost of
consumer goods is spent on distribution and advertising. If we spent even one third of
what is currently spent on "education" on an effective system of evaluation and
development, we would surely have a better educational system than anything which
could be achieved through privatization8.2. Market management is subject to gross
inefficiency. Indeed, the explicit management of the market through taxes, grants, and
levys, together with investment in nonmarket driven R&D (including military R&D), has
contributed virtually all the major improvements in efficiency (e.g. in agriculture,
communications technology, and transportation) that have been introduced in the past half
century8.3. The seductive quality of market mythology derives from the way in which it
creates large numbers of "highlevel" jobs whilst ostensibly working to increase efficiency
by reducing the numbers directly employed in low level jobs, as in the case of insurance
discussed in the last chapter.
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Because finding a way of tackling the problems of the educational system has centrally to
do with finding a way of handling the conflict between its educational and vocational goals
on the one hand and the sociological functions in performs in society on the other, it is
important spell out the message of the last paragraph in slightly more detail. It is that:
1. Even in the short term, no societywide economic benefits derive from market
management.
2. In the longer term the societal economic disbenefits of market management are
huge.
3. Some people  those who benefit from the creation of vast numbers of "middle
class" jobs  do derive economic benefits from privatization.
4. Privatization and market management contributes in extremely important ways to
the cementation and perpetuation of a sociological system which has acquired a life
of its own.
Another difficulty with a market solution to the problems of the educational system arises
from the fact that what people are buying when they invest in education is not typically an
improvement in their competence, but a passport for admission to a protected occupation.
The privatization of education  as illustrated by the privately funded cram schools which
occupy half the working life of Japanese children  leads to the attainment of economically
valuable, but educationally meaningless, credentials. It leads to a narrowing of education
and to a focus only on the qualities that are assessed at the point of interface between
schools and other institutions, such as colleges and workplaces. Since such assessment
is necessarily normreferenced, there can be no general improvement in schools' ability to
deliver even these credentials. Instead, privatization makes for even greater differences
between "good" schools and "bad" ones8.4. Why should anyone try to improve the schools
for those who have "failed" and who will enter low status, powerless, positions? Under
these circumstances, no school  whether for the future managers of society or the future
artisans  can afford to focus on fostering the qualities the pupils will need8.5.
As we have seen in the last chapter, the developments most urgently needed in education
can take place only if a way can be found to provide parents and pupils with a choice
between very different types of program which cater for a wide variety of needs. In theory,
market mechanisms should lead to the provision of such variety. In practice, however, if
schools are to offer variety, it will be necessary to change the criteria which are used to
assess pupils at the point of interface between schools and society. To influence the
assessment procedure, privatized schools would need to band together to fund the
necessary  fairly fundamental  research and development. Similar collaboration would be
required to evolve the new curriculum specifications that are required and the tools
needed to translate them into practice.
There is also the question of how parents and pupils are to influence what happens in
schools. Because of constraints on geographical mobility and income, most people will
always have little effective choice between different types of school if provision of that
variety is left to the marketplace. Some areas will have good schools and others poor
ones. Even when there is a choice, schools tend to offer educational packages, most of
the elements of which fail to meet a particular child's or parent's needs. It follows that, to
get what they need, parents and pupils must be able to influence what goes on within
schools.
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Another problem is that some minority groups (most notably the handicapped and the
poor) need special provision within education. Unfortunately, in society as it is currently
organized, those in greatest need are also those least able to meet the greater financial
costs of special provision.
Finally, education is not the sole province of pupils and their parents. The beliefs
inculcated in schools, and the competencies they foster (or neglect to foster), have
dramatic consequences for society as a whole.
Why, then, apart from being an understandable reaction against uniform and inadequate
provision offered by hardtoinfluence bureaucrats, are the pressures to privatization so
strong? At least seven sociological processes seem to be at work:
i. As has been the case when other services have been privatized, privatization would
create many more highlevel, administrative, jobs which would "demand" more "well
educated" employees  preparing brochures, collecting and keeping account of
vouchers and payments, and servicing committees.
ii. Because "good" and "poor" schools would become more sharply differentiated, there
would be a stronger incentive for pupils to spend more time in the system trying to
avoid the fate of the "less able". This would create still more jobs, keep young people
off the streets, and, because the goals would have become clearer, make it easier to
hold teachers and pupils "accountable" for "success".
iii. It would more strongly favour the sons and daughters of those who could pay more 
i.e. those already in positions of power.
iv. It would ensure that those who are either (a) more anxious and able to obtain
promotion by doing whatever other people want them to do regardless of the social
and long term consequences of performing that task or (b) least able or willing to
question and analyse the workings of our present system would do "well" are more
likely to get promoted. In both these ways a privatized system would be more likely
to promote the sort of person our society "needs" to promote the vacuous claims of
its manufacturers and service providers and reinforce their claim to having produced
them "efficiently" (whilst in fact doing the opposite).
v. It would make it easier for those charged with the management of society  public
servants and politicians  to lay the blame for the ills of society at the door of the
poor. Instead of having to live up to the public's belief that they have appointed
politicians and bureaucrats to manage society in the public interest, it would be
possible for these public servants to claim that, if only the poor worked hard and
made intelligent choices, they would be able to better themselves;
vi. It would reinforce the tendency to blame teachers working in schools serving
deprived areas  and not the managers of the social system  for the poor
performance of their pupils since, obviously, they would have had the same
resources as everyone else but made poorer use of them.
vii. It would shift the locus of responsibility for the problems in education from the
leaders and managers of society to those least able to introduce change  teachers,
pupils and parents. It would become still less obvious that it is the competence (and
therefore the education) of the leaders and managers of our society  and not that of
unskilled workers  that is most deficient.
It follows from this discussion that public provision is needed to create the necessary
choice between educational programs, to collect and disseminate information on their
consequences, and to develop the mechanisms, information, and tools required for
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effective education. Unfortunately, whether one considers education, housing, health,
transport, or the environment, these are the very problems the public sector has proved
least capable of tackling. Bureaucrats have long neglected the task of identifying social
constraints and the means to overcoming them with a view to running systems more
effectively. Instead, searching for uniformity and an easy justification for their own
positions, they have tended to usurp responsibility for decisions which should have been
taken by people lower down in the hierarchy  in this case, by schools and teachers
themselves. The problem we face, then, is how to ensure that public servants play an
appropriate role in the management of society.
Our focus during the remainder of this book will be on the question of how to create a
vibrant and innovative public sector, and how to ensure that public servants (including
teachers) act innovatively and in the long term interests of their clients by setting out to
influence the various feedback loops shown in Diagram 1 in Chapter 7.
Parallel Organization Activity
The development of an educational system concerned with innovation and improvement,
in which people at all levels try to do their jobs well, and in which they collaborate in order
to influence the wider social forces limiting their actions, will require fundamental change
in the way education is managed. It will be necessary to introduce a significant emphasis
on what Kanter has termed "parallel organization" activity8.6.
According to Kanter  and her conclusions are supported by our own research and that
carried out by Spencer  most innovative activity is not carried out by a separate cadre of
R&D specialists, but by those who undertake the day to day work of the organization.
The main requirements for effective "parallel organization" activity are that:
1. Time and resources are set aside for activities intended to result in innovation and
improvement.
2. People work in a nonhierarchical relationships. Innovation requires fluid networks of
ad hoc working groups, forming and disbanding as needs change. These groups bring
together a wide variety of people, and thereby facilitate the identification, development,
and utilization of normally unrecognized talents to create climates of enterprise or
innovation (or what Gardner8.7 has called cultures of intelligence). Whereas novel,
potentially risky, ideas tend to be filtered out in hierarchical organizations, flat, non
hierarchical, arrangements bring those with such ideas into direct contact with those
capable of releasing resources. The arrangements make it possible for the
organization to capitalize on the insights of "coal face" workers instead of relying on
"management" or "research" to initiate new developments.
3. Managers (school principals) and staff recognise the wide range of contributions
required to carry out any kind of innovative activity, and assemble teams of people who
contribute in very different ways to the exercise.
4. Managers and other staff identify those best able to undertake effective innovative
activity, and channel the necessary resources to them. (Note that people's ability to
succeed in such demanding, "risky", and adventurous activity is often unrelated to their
ability to produce the formal paper "plans" so cherished by bureaucrats).
5. There are opportunities to work with people engaged with similar problems, both within
the organization (school) and outside it. Such collaboration generates new ideas and
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establishes and maintains a network of contacts to provide help and support when
difficulties arise. "Cascade" networks of this kind have proved crucial in other fields8.8.
6. Staff are encouraged to form "political coalitions" with others outside their own
organization (school) in order to find ways of influencing external constraints. In
education, these include parental expectations, the sociological functions the
educational system performs for society, the expectations of those who currently
manage education, and the assessment procedures available.
7. There is access to R&D laboratories developing the required concepts,
understandings, and tools, but in such a way that those concerned (in this case
teachers, pupils, and parents) are able to initiate and take part in the research and
development process.
Components of a Climate Conducive to Innovation and Improvement
The remainder of this chapter will be devoted to discussing the components of "parallel
organization" activity in greater detail, using a framework developed by McClelland and
coworkers8.9.
A climate conducive to innovation in schools would be one in which teachers' motivational
dispositions were developed and released, enabling them to engage in more innovative
activity themselves, and allowing them to gain control over social constraints on their
classroom behavior. Such an environment would necessitate at least the following:
Concern with clarity.
Effective goal achievement requires clarity concerning the goals that are to be achieved,
how they are to be reached, how to determine whether they are being reached, and how
to overcome the barriers to their achievement. However, the "clarity" of an idea does not
demand its "clear" formulation in words. Innovatory activity often originates in feelings.
One might, for instance, become vaguely aware that something is not quite right, or that it
might be important to embark on a particular activity. Such feelings lead directly to
"experimental interactions with the environment" in which one initiates some activity to see
what happens. The results of such activities are also often monitored affectively rather
than intellectually. The whole processes may lead to an "understanding" which remains
unverbalized. Although this process is often noncognitive, then, there is a sense in which
anyone undertaking such activity is concerned with clarifying problems, their nature, and
potential solutions. It is a lack of such concern which characterizes much of the
standardless activity which occupies so much of the time of so many of the pupils in our
schools.
In collaborative work, the success of an innovative program of activity demands clear
delineation of the roles to be played by everyone concerned.
Explicit emphasis on the importance of innovation.
One of the most important prerequisites for innovation and improvement is a belief that it
is important to find new ways of thinking about things, better ways of doing things, and
new things to do. This is at odds with the belief that everything would be fine if only the
government introduced some particular regulation or provided more money. Our research
indicates that, by international standards, the UK and the United States have relatively few
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people who think it is important to do these things. Given that teachers powerfully
communicate their own priorities of this sort  and competencies they use to translate
them into effect  to their pupils it is therefore vitally important that teachers both undertake
more activity in this area themselves and explicitly set out to influence students' priorities
and competence in the area by providing the requisite concepts and using literature and
case history material to discuss the components of such behavior and illustrate the
personal and social consequences. The Edinburgh Questionnaires have been developed
to help groups such as teachers to collect personal and group data which will enable them
to take a look at themselves in a kind of a mirror and ask whether they like the look of
what they expect the consequences to be.
Recognition of accomplishment using a differentiated model of competence.
As has been mentioned, innovativeness, enterprise, and most forms of intelligence are
cultural rather than individual characteristics. Successful innovation requires that one
builds on the work of others, and that one's work is itself built upon. A good design for a
locomotive is of no use if the materials required to build it are not available, if the track on
which it is to run will not be built, and if an appropriate monetary system and a means of
collecting fares have not been developed.
An integral feature of any innovative climate is some means of recognising the
contributions of those who are good at initiating action, those who are good at
experimenting "intuitively" with the environment, lateral thinkers, people who test ideas
and insights, soothers, persuaders, motivators, team builders, grantsmen, publicists,
people who examine (and gain control over) external constraints, people who formalize
and disseminate understandings built up in the course of "failed" projects (so that it
ceases to be true that such projects are failures), and people able to sift information for
forwardlooking, potentially useful, ideas.
The establishment of such a climate depends on general recognition that people possess
very different talents and on the development of support systems which assist those who
are doing different things in carrying out those activities. People using their most important
abilities to good effect should not be castigated for neglecting other aspects of their work.
It is important to note that innovative activity often does not lead to tangible results. Such
difficult, demanding, and frustrating activity is frequently fruitless. No one should be
considered only as good as the success of their latest venture. Of much greater
importance are the understandings and competencies developed over a long period of
time.
This discussion underlines the need for a mechanism whereby all contributions and
accomplishments, however intangible, can be recognised and credited. Hence the
importance of the descriptive statements concerning competence which emerge from the
networkbased observations and informal assessments which emerge from "parallel
organization" activity. However, there is a clear need to formalize such knowledge by
developing the means to assess and report highlevel competencies as part of the staff
appraisal process. Thereafter, systematic procedures are needed for the identification,
development and utilization of previously unrecognised competencies. Exactly such a
system has been developed by Burgess and Adams8.10. Teachers and head teachers
keep a record of activities they consider important, including accounts of their hopes,
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aspirations, and disappointments. This enables them to assess their own
accomplishments and make plans for the future. The discussion of such accounts among
colleagues leads to a mutual understanding of each others' motives, values, hopes, and
competencies. Colleagues, superiors, and subordinates become better able to support,
encourage, and capitalize upon, each others' talents. Subordinates are able to participate
in the "managerial" process of setting organizational and individual goals, receiving
recognition for their contributions in terms which are personally important to them.
An emphasis on staff development and the creation of developmental environments.
Innovation in schools requires a wide variety of people to perform very different functions.
It follows that the emphasis in staff assessment should be on guidance, placement, and
development rather than selection. This emphasis on staff development is reinforced by
the fact that these divergent, but important, competencies are typically best developed on
the job. Taken together, these observations suggest that outofschool teacher training
should largely be abandoned.
In fact, the establishment of a climate of innovation within the educational system requires
the creation of developmental environments from which everyone  principals, teachers,
and pupils alike  will benefit. Just as pupils need opportunities to practice and develop
highlevel competencies, staff need opportunities to participate in innovative activity, and
thus become familiar with the cyclical learning processes required for successful
innovation. Instead of depending on centralized direction, they need to learn how to
engage in the stepwise process of trial, monitoring, "reflection", and improvement.
Just as school staff need to refrain from expecting their superiors to provide solutions to
their problems, so they must refrain from blaming their colleagues when things go wrong.
Activities that are easily denigrated as "failures" need to be regarded as opportunities to
learn more about the nature of problem and the adequacy of the strategies to be used to
solve them. School staff also need experience in gaining control over external forces,
including those arising from parents and the range of tests that are available, and come to
view such activities as crucial parts of their jobs. They need opportunities to participate in
the management of their schools, not by serving on committees, but through the active
performance of managerial roles  setting goals, motivating people to work together
effectively, and dealing with those inclined to sabotage the process. They need to take
more responsibility for their own development and set up networks of contacts which help
them to keep abreast of developments in their own specialist area8.11.
Support.
It is essential, in any innovative environment, that colleagues offer each other help and
support when difficulties are encountered. Any criticism offered must be constructive
rather than destructive, emphasising the worthwhile aspects of the task accomplished
rather than its failures. New ideas floated amongst a group of colleagues should be
examined for their innovatory potential rather than their limitations and practical problems.
Participation in management.
Principals are formally appointed as school managers. However, we have already seen
that hierarchical management structures are not appropriate to all the tasks which need to
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be undertaken in modern society. At one time it seemed as if the relationships to be
established between managers and their staff would be subsumed within the concept of
"democratic management", with its emphasis on delegation of responsibility. However,
Schon8.12 has pointed to the need to think about organizations in a more differentiated way
and to make room for people performing a range of functions: interorganizational gofers,
fixers, visionaries, "young turks" (who challenge received views), advocates, brokers,
manoeuverers, etc. More recently, Kanter has questioned the whole notion of innovative
activity within hierarchical structures which do not provide for "parallel organization
activity". The widespread confusion created by equating accountability hierarchies with
pay hierarchies has been underlined by Jaques8.13
Of great importance in this context are the expectations we have of public servants,
including teachers. We will examine these expectations in greater detail in the next
chapter, but it is necessary to anticipate that discussion here to the extent that it is
important to recognise that ways must be found to hold managers (head teachers and
principals) accountable for releasing the energy, enthusiasm, and knowhow of their
subordinates (in this case teachers). At the same time, it will be necessary to find ways of
holding subordinates accountable for individual innovative activity. A few elected
representatives at the top of a bureaucratic hierarchy simply cannot deal with the quantity
of information involved. To a considerable extent, then, it is the manager's job to monitor
the performance of subordinates as a basis for important decisions concerning their
placement and development8.14. The exercise of such managerial discretion cannot be
delegated to committees, or replaced by "democratic" decisionmaking among staff.
Managerial performance must therefore be evaluated against such criteria as whether
those concerned are able to able to carry out these kinds of activity effectively8.15.
A manager's role in any organization involves making discretionary judgments about
which activities are to be carried out. This involves judging the character of subordinates
in order to decide to whom to channel resources; it involves deciding which potentially
valuable (but as yet untried and untested) new developments should be initiated; it
involves thinking about the talents of subordinates and how to place, develop, and
capitalize upon them; it involves creating a developmental and innovative environment; it
involves opening doors for energetic and innovative subordinates so that they can
undertake the activities they are strongly motivated to carry out; and it involves deciding
how best to work with other managers to gain control over external constraints on what
can be done within the organization.
Participation in the management process is designed to ensure that all concerned
understand what is to be done and how it is to be done, to foster commitment to the
organization and new developments, to help clarify the variety of different roles required,
and to encourage effective performance of those roles8.16. But it can also play an
important part in staff development by enabling subordinates to participate in their
managers' thought processes, their prioritising, their anticipation of future difficulties and
invention of ways round them, their establishment of "political coalitions" to gain control
over forces from outside their organizations, their feelings of doubt and the way in which
they take initial soundings and grow in confidence, and other features of personal and
managerial competence8.17.
The term "delegation of responsibility" is confusing and misleading. It implies that
managers are to hand over some part of their job. Instead, jobs need to be defined to
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include responsibility for such things as taking initiative, exercising judgement and
discretion, initiating action based on feelings, monitoring developments with a view to
improvement etc. Looked at in this way, the person concerned already has responsibility
for trying to invent better ways of meeting clients' needs. No one should have to spend a
great deal of time trying to justify prospective courses of action to those without firsthand
knowledge of a problem, or a knowledge of the personal resources which can be brought
to bear to invent ways of overcoming unexpected difficulties.
Changes in job definitions of teachers and principals.
At present, teachers, and public servants generally, are not expected to engage in
spontaneous innovative activity. Neither is it seen as part of their role to find better ways of
meeting their clients' needs or to influence the social constraints which prevent them doing
so. Instead, they are looked upon as functionaries who are expected to do the bidding of
elected representatives.
If teachers are to concern themselves more with the needs of their pupils than with the
directives of elected representatives, they must be held accountable for making good,
discretionary, forwardlooking decisions in their pupils' interests instead of for following the
directives of their superiors. They must be held accountable for recognising their pupils'
individual motivational dispositions and talents, and for creating personalized
developmental programs designed to nurture these talents. They must be held
accountable for collaborating with others in order to influence external constraints and for
initiating and engaging in a public debate concerning the goals of education and how they
are to be achieved. They must, in fact, be held accountable for carrying out all those
activities which constitute innovative action in the public interest8.18.
In a similar vein, the Principal's job is to create a climate of enthusiasm, dedication, high
standards, and concern with innovation. This requires them to gain control over external
constraints and to form political8.19 coalitions for the purpose. It requires them to identify
those able to make good use of resources, and to allocate resources and support
personnel accordingly. It requires them to identify and harness the different talents
possessed by different teachers, and to ensure that teachers get recognition for their
activities. It requires them to assemble teams of people capable of contributing very
different things to a program of innovation, and to translate conflicts in individual priorities
into useful activity8.20.
Systematic monitoring and review activities.
Our research has revealed an urgent need for more regular and systematic clarification
within schools of educational goals, assessment of whether they are being achieved, if not
why not, and what can be done about it. There is, at present, little activity of this kind. Any
monitoring which takes place tends to be linked to staff selection rather than staff
development, and is therefore threatening rather than supportive. We have also noted a
great deal of skepticism concerning the value of systematic monitoring activity. This
seems to derive from two sources. First, it is rightly suspected that any formal measures of
goal achievement which might be introduced would not reflect the most important goals of
education because these are "intangible and difficult to measure". The introduction of a
narrow range of measures would yield misleading results and lead to a concentration on
easily assessed goals and the neglect of more important ones8.21. Second, it a
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commonplace that the results of evaluation exercises tend to disappear into the files of
some external agency without having any effect on educational programs8.22.
More systematic activity requires both informal and formal monitoring.
Informal monitoring.
Kanter's work shows that informal discussion between those involved in innovative activity
does lead to progress. In an educational setting, more informal meetings between staff (in
the course of parallelorganization activity) could be extremely useful if the discussion
focussed on goals, the means to achieving them, and barriers to their achievement.
It is important to avoid citing the elusiveness of important educational goals as an excuse
for failing to monitor progress toward them: failure to introduce appropriate monitoring
arrangements leads to a neglect of all standards. Any attempt to develop ways of
measuring, or indexing, important but intangible outcomes and the ways in which they are
being achieved leads to greater clarity concerning goals, their achievement, and their
assessment.
In any case, many goals are not so intangible as is often claimed. This is usefully
illustrated by an example from one of our own projects.
In seeking to discover whether primary school teachers utilized outofschool visits in ways
which would foster highlevel competencies in their pupils, we examined displays
produced by schools for inclusion in an exhibition of work arising from a zoo visit. Most of
the exhibits consisted of pictures of animals, accompanied by statements about
conservation or the animals depicted. There was little evidence that the visits had been
used to develop the pupils' powers of observation, their ability to form an understanding of
ecological processes, the influence of economics in such processes, and the pupils' own
role in this cycle. Similarly, our observations of the murals which children and their
teachers had constructed in schools revealed little evidence of original observation,
collaborative work, leadership, or the use of layout to communicate an unwritten message.
It appeared that the teachers' focus had been almost exclusively on lowlevel language
skills, craft work, and bookreference skills. Clearly, the work "behind" the displays and
murals involved much closed questioning and an emphasis on what are so often called
"academic" skills  low level memorization which involves no judgment, analysis,
synthesis, or critical thinking8.23.
These examples illustrate that an attempt to obtain evidence concerning the attainment of
educational goals leads to improved understanding, both of the goals to be achieved and
the means to their achievement.
Formal evaluation.
Two kinds of formal evaluation activity need to be considered: Outcome Focussed and
InterveningProcess Focussed evaluation.
1. Outcome focussed evaluation. Formal evaluation procedures are most useful when an
attempt is being made to reach clear goals. In an educational setting the task is more
difficult than in industry. In the first place, it is difficult to assess progress toward many of
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the most important goals of education. Secondly, the qualities to be nurtured vary so much
from pupil to pupil. If outcomefocussed evaluations are not to direct attention away from
the most important goals of education, it is essential that they be broadly based and cover
all important outcomes8.24.
2. Interveningprocess focussed evaluation. This concerns the likelihood that certain
activities will lead to desired outcomes. Classroom activity can be indexed using
sophisticated "classroom climate" schedules focussing on highlevel8.25 educational
processes. This can be done by asking pupils about such things as the values of fellow
pupils and teachers, the kinds of activities which are encouraged and rewarded, whether
they think it important to attempt new things, and what they think would be the
consequences of such attempts. Walberg and Howard8.26 (and many others in the
industrial sector) have shown that information collected using such measures can be used
to create more productive and developmental environments. The classroom environment
data collected by Howard were fed to a series of groups made up of parents, teachers,
and administrators. They were asked whether they liked what they saw, what its
consequences were likely to be, and what could be done to improve the situation. Repeat
assessments were made to see whether the suggested changes had had the desired
effect. Note that what the bureaucracy was doing was providing measures and then
feeding information outward to the public rather than upward through a bureaucratic
hierarchy. Note also the use of a multiinterest external group to give teeth to the
information collected.
These observations suggest that the formal review process is less important than the
understandings and procedures accompanying it. To be functional, those understandings
and procedures must recognise the value of pursuing hunches. The real objectives and
purpose of an activity often only emerge through monitoring the results of "experimental"
behavior initiated on the basis of feelings. Review processes must acknowledge the
importance of supportive discussion geared to the generation of enthusiasm and
understanding, rather than gaining an accurate measure of the "quality" of previous
performance. It is the cyclical improvement in depth of understanding which results in
innovation  one cannot plan an adventure into the unknown with any precision. Review
processes to support and stimulate innovation must be flexible and encourage those
concerned to capitalize on 'chance' discoveries, learn from "mistakes", and follow up
unanticipated leads. Reassurance and help is often needed to overcome the fears and
anxieties associated with the exploration of unknown territory.
In concluding this section, it is important to note that these procedures, whilst forming a
necessary part of an effective educational system, have an even more important role to
play: they expose pupils to the procedures required to create an innovative society.
Procedures for handling conflict.
In creating a climate which supports innovation, explicit steps need to be taken to ensure
that differences of opinion come out into the open and are dealt with. Nothing undermines
the effectiveness of an organization more than a tendency on the part of its employees to
acquiesce when decisions are being made but then to engage in activities which
undermine those decisions.
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What is needed is shared recognition that it is important to pay attention to differences of
opinion, mull them over, and make their implications explicit. Differences of opinion do not
have to be interpreted as signs of personal animosity. Indeed, they should be regarded as
positive tensions offering springboards to action. It is very important to avoid the tendency
to merely acknowledge and accept them by such mechanisms as attributing them to
"personality clashes". This merely absolves those concerned from responsibility for
thinking about the cause of the problem.
Encouragement to work outside the school to identify and tackle wider constraints.
Schools do not exist in isolation. Teachers' activities are markedly affected by the
expectations of pupils, parents, Directors of Education, members of Advisory Services,
and the principals of other schools (particularly those to which graduates of their school
will proceed). More fundamentally, perhaps, teachers' actions are controlled by the role
played by schools in the process of social selection and placement. These social forces
are manifested in the demands made on schools by parents, and in the coercive power of
the assessment system. Pupils appreciate the dilemmas associated with spending time on
activities which foster highlevel competencies if this leads to lower subject grades.
In the past, even the role of school principal has not been considered to include such
things as engaging in public debate concerning the goals of education and the means to
their achievement. However, so much activity is required outside schools that not only
principals, but the entire school staff, need to become involved.
But this is not the only reason for emphasising the need to encourage more teachers to
become involved in outofschool activities. It is easiest to make some of the other
reasons clear by an example. Teachers seldom know how to deal with a group of parents
demanding change, particularly when different parents demand incompatible changes.
They tend not to define such situations as problems which are capable of analysis and
solution. Instead they tend to avoid creating situations which would lead them to have to
deal with them. It is too much to expect most teachers to solve such problems on their
own. We need to ensure that teachers can, through "parallel organization" activity, initiate
the research needed to clarify such problems and participate in the activities required to
tackle them.
The links between the educational system and the "outside world" have been summarized
in Diagram 1 at the end of Chapter 7. That diagram reveals the multiple interacting forces
which need to be influenced, the motives which can be harnessed to influence them, and
the points at which it would be possible to intervene. The task now is to find ways of doing
so8.27.
External support.
Those engaged in innovative activity cannot expect to meet with the approval of everyone
they encounter. If they are not to be discouraged, it is essential that innovators have a
network of contacts outside their own organization to provide support, ideas, and
encouragement.
Rogers'8.28 research has shown that highlevel innovators establish cosmopolitan
networks of contacts which allow them access to developing intellectual ideas. However,
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others have networks which enable them to observe the work, and adopt the practices, of
contacts at a similar level in the hierarchy of innovation. If people are required to review
the work of those too far ahead in their field, they tend to dismiss the work as
inappropriate to their own situation, citing differences in resources, clientele, etc. A
facilitative "cascade" structure is required in education, and the need is not satisfied by an
imposed cascade structure involving training which takes no account of the person's
present position and competencies, or external constraints.
An appropriate concept of risk.
Suggestions as to how public provision might be improved are often met with the view that
nothing can be done because the suggestion has not been tried, tested, and shown to
work  "One cannot take risks with public money". The truth behind such assertions is that
public servants are averse to taking responsibility for risky activities suggested by those
below them in the bureaucracy or outsiders. Given what has been said above concerning
the role of public servants in the management of modern society, such abdication of
responsibility cannot be allowed to continue. However, public servants do need
opportunities to develop the competencies required to undertake adventurous activities,
just as the public need to develop more appropriate standards and criteria against which
to evaluate the activities of public servants.
In order to reap the benefits of innovation, a reasonable degree of failure must be
anticipated. There must be greater tolerance of false starts coupled with an enhanced
capacity to learn from adventures that have "failed" and subsequently capitalize on what
has been learned. The risk to be taken is not a gambler's risk, but simply that involved in a
speculative attempt to find a way of ameliorating a problem or effect important change. It
should always be possible to learn enough from an adventure to justify having undertaken
it. However, if enhanced understanding is to be a sufficient justification for having
embarked upon adventurous activity, it will be necessary to have some formal mechanism
to crystallize and disseminate what has been learned. This will often require those
concerned to employ researchers with particular skills in this area and then encourage
them, not merely to write articles, but also to disseminate  and revise  what has been
learned through the networkbased management structures which were hinted at above
and which will be described more fully in the next chapter.
The conclusion to which this discussion points is, then, that a climate which is conducive
to innovation must, while tolerating failure and resisting the temptation to insist that one be
certain that any particular course of action will succeed before embarking on it, ensure
that those concerned have the competencies and expectations, and access to the support
structures, required to ensure that something worthwhile emerges from virtually any
activity initiated. All of these are sadly lacking in the educational system at present.
Summary
In this chapter we have discussed the changes needed to create a climate of innovation
within the educational system. There is a need to allocate time for, and create appropriate
structures to carry out, what Kanter has called "parallel organization activities". These
require "flat", nonhierarchical, arrangements which allow information to flow freely
between people at different levels in a bureaucratic structure and enable resources to
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reach innovative individuals. Such activities also require the establishment of networks of
contacts within schools and between schools and outside organizations.
More generally, we have discussed those dimensions of organizational climate which
require attention if innovation is to be promoted. New job descriptions for principals,
teachers, and administrators are called for. It will be necessary to increase teachers'
involvement in the management of their schools, and to evolve new concepts of
management. Developmental environments must be created for teachers within schools,
and they should also be encouraged to spend more time outside their schools attempting
to gain control over the social constraints which currently prevent them pursuing
educational goals effectively within their classrooms. Most important of all, it will be
necessary to find ways of giving all concerned credit for engaging in such difficult and
demanding activities. Burgess and Adams have developed and tested a mechanism for
promoting the flow of information between different levels in a hierarchy, encouraging
recognition of neglected concerns and competencies, providing a support structure, and
offering recognition for the outcomes. Their work shows that it is not necessary to wait for
legislation and sociological change before anything can be done: It is now possible for
teachers to act in a more professional way to gain more control over their destinies and do
their jobs more effectively.
Notes
8.1. Hogan (1990) has documented how three types of selfinterested people destroy their organisations for
the sake of personal advancement.
8.2. It may be noted that a Japanese delegation visited Britain and America shortly after the first world war
and were so horrified at the inefficiency of market management that they set up a system of explicit
management which has been in place  and highly successful  ever since.
8.3. Something which has been noticable in Britain, but which may not have been so characteristic of the
United States, is that when large firms get into financial difficulties they are bought by the State at rock
bottom prices. It is the State which then sets about modernising them, pouring in millions of pounds, and
then, when they are viable, selling them back into private ownership.
8.4. Dockrell (1991)
8.5. See Dockrell 1991.
8.6. It is important to note that Kanter's research was not confined to private sector organisations.
8.7. Gardner's (1987) use of the term "cultures of intelligence" to refer to cultures which utilize people with
different preoccupations and areas of competence in a complementary way to generate new ideas and
ways of doing things is technically correct. This can be shown by considering the concept of "Military
Intelligence". Military Intelligence is a noun which is used to designate a body of tentative knowledge.
The qualities required to develop this knowledge include the ability to seek out, collate, reinterpret, and
piece together, scraps of unreliable information in order to perceive something new. They include the
ability to make good judgments about which scraps of information to rely on and which to discard. These
judgments have to be made in the light of impressions of the reliability of the sources of the information
and the emerging whole. But the qualities required to establish military intelligence also include the
motivation and the ability to do such things as set up and manage networks of contacts to obtain the
information, the ability to supply those contacts with appropriate guidance as to the kind of information
that should be sought and is likely to be useful, and the ability to prise information out of people who do
not want to part with it. This process clearly involves the exercise of the two components of g identified
by Spearman (1923) i.e. eductive and reproductive ability. But it also involves the effective use of
accumulated specialist knowledge of military operations, people, and systems. It involves the ability to
discriminate the significant from the insignificant, the ability to engage in the political activity required to
set up and manage an effective system for trawling for information, and the ability to select and develop
staff to perform those roles. Cultures of intelligence therefore involve the complementary (if not
spontaneously cooperative) exercise of competencies which go well beyond even the seven
intelligences discussed by Gardner, never mind the much more limited kind of intelligence that comes to
mind when the term is used. It is therefore preferable to describe the sometimes stressful cultures in
which a range of distinctive but complementary competencies are utilized to produce new things to do,
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new ways of doing things, and new ways of thinking about things as cultures of enterprise or innovation
rather than as cultures of intelligence.
There is, however, a sense in which none of these terms conjure up quite the right image. None of them
call to mind the ideas evoked by the term "developmental environment". Yet teachers need to be able to
develop the confidence and the competencies required to undertake the diverse tasks required for
innovation. In using the term "cultures of enterprise and innovation" we wish, therefore, to conflate the
two meanings of "culture".
8.8. Rogers (1962/1983)
8.9. Litwin et al. (1967); Klemp et al. (1977)
8.10. Burgess and Adams (1986)
8.11. Rogers (1962) has provided a useful account of these processes at work.
8.12. Schon (1972/73)
8.13. Jaques (1989)
8.14. Jaques (1989) has argued that it is the task of the manager once removed to undertake such
guidance, placement, and counselling, because only he (or she) has the breadth of vision and
understanding that is necessary.
8.15. See also Jaques (1989).
8.16. Records of Achievement (Burgess and Adams, 1986) contribute to this process because they lead
people to make explicit their own understanding of the process of which they form a part  and of their
contribution to that process  and then to discuss those perceptions with their colleagues and superiors.
8.17. For a fuller discussion see Raven (1984).
8.18. Raven et al. (1985); Raven (1987); Huff et al. (1982); Schneider et al. (1981).
8.19. The word political is used to signal (a) that these coalitions are designed to influence wider social
processes and (b) that the groups are not made up of people who share all their concerns and interests,
but groups of people who have in common the aim of changing certain processes in the wider society.
8.20. Raven et al. (1985); Raven (1987); Huff et al. (1982); Klemp et al. (1977); Schneider et al. (1981)
8.21. That these fears are well founded is illustrated in Raven (1988, 1991). Adams et al. (1981) clearly
demonstrate this effect in the polytechnic they studied, while much of my own research has in a sense
documented the effects which 'payment by results' has in education when very few of the most important
outcomes show up on the measures; a much fuller discussion of the damaging effects of the limited
range of formal evaluation procedures will be found in Raven (1984, 1985, 1991).
8.22. Harlen's (1984) research shows that this is indeed the case.
8.23. The assertion that there was no evidence that the pupils were doing these things is dependent on
introducing and applying criteria that the teachers were not using (Johnstone & Raven, 1985; Raven et
al. 1985).
8.24. cf. Raven (1984, 1985, 1991).
8.25. The words "highlevel" are intended to signal that the lowlevel measures of the kind produced by
Walberg (1974) deflect attention away from the relevant issues.
8.26. Walberg (1985); Walberg and Haertel (1980); Moos (1979, 1980); Howard (1980, 1982, 1982, 1982)
8.27. It is of interest that, according to Kuhn (1962), Newton was unable to identify the practical implications
of the theories he developed about how the universe worked: that came later.
8.28. Rogers (1962/1983)
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CHAPTER 9
THE ROLE AND FUNCTION OF PUBLIC SECTOR BUREAUCRACY AND
ITS INTERFACE WITH THE PUBLIC

In Chapter 7 we saw that, if we are to have an effective educational system, the role
played by public servants, including teachers and administrators, will have to change
dramatically. They need to undertake a range of thus far unfamiliar activities,
exercise a variety of new highlevel competencies, and have their performance
evaluated against such criteria as their ability to make good discretionary judgments
and initiate forwardlooking action in the public interest.
More specifically, we saw that, in order to solve the problems which arise from the
valueladen nature of competence, it will be necessary to (a) develop, experiment
with, provide, and evaluate, a much greater variety of different types of educational
program; (b) collect and disseminate  directly to the public  both (i) information on
the personal and social consequences of each of the options and (ii) evidence that
each is of high quality; and (c) evolve ways whereby the public can much more
easily influence the nature and quality of provision.
In Chapter 8 we concluded that some of these changes could be achieved by
introducing a staff appraisal system to recognise and reward the exercise of high
level competencies by teachers and administrators.
In this chapter it will be argued that others could be achieved by evolving forms of
"participative democracy" which would enable the public to play a more direct role in
the management of society.
The part played by the public service in the management of modern society is too
great and diverse to be adequately monitored by small groups of elected
representatives. The material reviewed in this book provides conspicuous evidence
of the inability of centralized government and traditional forms of bureaucracy to
manage even one area of public provision effectively. Similar evidence could have
been produced for many other domains: health care, agriculture, defence, the
environment, the biosphere, and the economy itself9.1. Changes are needed in the
processes employed to arrive at informationbased decisions and the steps
subsequently taken to manage, monitor, and improve the developments that are
introduced.
The remainder of this chapter will discuss the possible nature of these
arrangements.
Networkbased Supervisory Structures
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A more transparent, "decentralized", bureaucratic and representative structure is
required to: (a) hold public servants accountable for such things as making good
discretionary judgments concerning activities which are likely to be in the long term
public interest; (b) ensure that key information is collected and fed outward to the
public (instead of upward through a bureaucratic hierarchy); (c) ensure that action is
taken on the results, and (d) ensure that feedback concerning the adequacy of the
variety provided and the general direction of activity is obtained and used.
Such a structure might be provided by the fluid networks of monitoring groups
discussed in more detail by Toffler9.2, Schon9.3, Ferguson9.4, and Raven9.5, and, in
some senses, actually operationalized by Howard9.6.
In the case of education, we might envisage a structure involving groups of people
monitoring the work of individual teachers in their classrooms, groups monitoring the
work of schools, clusters of schools, provision in an area, national and international
policy, groups examining the work of local and national administrators and
administration systems, and groups monitoring the interface between the educational
system and society.
The necessity for a network of groups can be illustrated by taking an example.
Teachers need to assume more responsibility for the innovative action they take as
individuals. But to take effective action as individuals they need to take account of
the activities of teachers in the same and other schools and national and
international developments. They need assistance in dealing with problems, in
clarifying and initiating the coordinated action required to tackle the educational and
social problems lying behind everyday difficulties in the classroom, and in making
contact with other people trying to tackle related problems. It follows that, since all of
these considerations need to be taken into account when evaluating the work of an
individual teacher, all this information must, in some sense, be known to the
monitoring network.
The groups in a network should have changing, diverse, and overlapping,
memberships. They might involve parents, other citizens, a range of staff,
researchers, members of other communities, members of central planning
organizations, and the media. Overlapping membership encourages the flow of
information between different people and different levels in the system.
Howard9.7 has already instigated activity of this kind. His groups, made up of parents,
teachers, pupils, administrators and researchers, were set up to monitor and review
the work of schools and individual teachers over an extended period of time. The
groups were supplied with information collected using professionallydeveloped
questionnaires designed to review educational goals and the barriers to their
achievement, and to document activities in individual classrooms. Repeated
assessment showed whether the classroom climates had changed as a result of
suggested interventions and whether the wider goals of education were being
achieved more effectively. The process led to more effective schooling, and to an
improvement in the understanding of educational issues on everyone's part.
A great deal remains to be done to determine how such groups should be
composed, how their memberships should be decided, how much weight should be
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attached to different peoples' opinions, how their work should be monitored, and
what procedures should be introduced to ensure that they disband when they have
outlived their usefulness. However, the solutions to these problems can only be
determined through monitored experimentation9.8.
It is important that the direct contact between members of such groups be
supplemented by effective media coverage of the issues. Those involved need to
know what is emerging from research. Computerbased networks are also required
to allow contact between likeminded individuals in other parts of the world.
The participants in the groups must be able to initiate the process of information
collection and contribute to the definition of problems to be investigated and tackled.
We might envisage a mediabased debate, with a guaranteed right to contribute and
be heard, and assurance that assistance will be available to help people collect the
data needed to substantiate their viewpoints. The debate must be linked to voting
procedures, but the votes which are to count on any particular issue will in many
cases need to be in some way limited to those with an interest in that topic.
However, the votes themselves should not bind policy making groups. Democracy is
more about catering for variety, and allowing concensus to emerge, than establishing
majority decisions binding on all. The pattern of votes should be looked upon as one
source of information among many to be taken into account by public servants in the
decisionmaking process  and, as we have seen, those public servants should
themselves be held accountable to a similar network of monitoring groups for the
quality of their discretionary judgment as to what is in the long term public interest as
a whole and the groups of which it is composed.
Researchers have a responsibility to generate the information needed to assess the
effectiveness of provision, identify the barriers preventing the achievement of
educational goals, clarify the curriculum processes required to reach those goals,
study the effectiveness of present administrative arrangements and develop better
ones, and develop any tools required for these purposes. Encouraging researchers
to participate in the network management structure is one way of helping to ensure
that more relevant information is collected for the purpose of formal evaluation. Their
involvement is also desirable in that it brings into the decisionmaking process
people who, because of their contact with ideas, the public, the problems, and
potential methods of tackling them, are more likely than others to envisage radically
new formulations of objectives, problems, and lines of development.
Innovative ideas tend9.9 to emerge from networks of individuals who are in touch with
each other but somewhat isolated in their own communities. The members of these
groups are distinguished by their inclination to innovate, an interest in ideas, and a
feel for the process of innovation  for experimentation and continuous revision. They
also tend to have the time and financial resources required to do new things. They
have scope to "take risks" in the knowledge that an error would not be too damaging.
Ideas of this kind tend to derive less from managers, who have little contact with the
problems themselves or with others working on related problems. Once ideas have
been tested and made useful through pilot experiments9.10, they tend to be
disseminated through the kind of "cascade" system described in the last chapter
rather than through the media. People tend to adopt new practices after having seen
them working effectively for others in similar conditions. Laggards are brought along
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by financial and other constraints. Invention is the mother of necessity, not vice
versa.
The main influence of this networkbased supervisory structure would not derive
from its power to hire and fire individual members of staff. Rather, it would stem from
its capacity to provide teachers and bureaucrats with a wealth of positive ideas on
how to improve their performance, and allow them access those best able to help
them do whatever is necessary. It would help public servants to tap their clients'
often considerable, if generally neglected, expertise on the issues. However,
perhaps the two most important benefits of the process would be (1) the exposure of
public servants' activities to the public gaze  a strong incentive for people to act in
the public interest, and (2) its ability to provide the public with the information they
need to take informed decisions about their own lives and those of their children.
Changes in the Role of Elected Representatives
If such a network of monitoring groups were introduced, responsibility for monitoring
the work of the public service would be devolved from central government, but in a
very different way to that envisaged in the currently fashionable notion of devolution
to assemblies of locally elected representatives. This procedure results in
channelling so many decisions through such small numbers of people that those
concerned cannot possibly be wellinformed about more than a fraction of them. A
networkbased structure implies a participative, as distinct from representative,
democracy. The effective operation of such a structure would depend on everyone's
faith in the competence of their fellow citizens to make sensible decisions about
issues affecting themselves. It is worth noting, however, that such faith would be
more justified than faith in representatives elected to multipurpose assemblies.
The role of the public service will become more, not less, important in any new
scheme of things. To it will fall the task of initiating and carrying out the research and
evaluation activities required to monitor the effectiveness of public provision. To it will
fall the task of clarifying the range of educational programs required, and of
disseminating information about the personal and social, short and longterm,
consequences of each. Given the crucial importance of all this information, new
mechanisms are required, not only to supervise the public service, but also to
influence the nature of the information collected, its presentation and discussion, and
the considerations taken into account when decisions are made9.11.
It should not be concluded from this discussion that there is no role for
representative decisiontaking bodies. Such bodies must bring into being the
international structures needed to manage the global economic arrangements (on
which the educational system is so dependent) in the public interest. To such bodies
will fall the task of promoting public debate and monitoring the workings of
institutional arrangements, including both "parallel organization" activity and the
networkbased monitoring structures discussed here. It will also be part of their role
to make collective decisions, dismissing ideas which benefit individuals rather than
society generally9.12.
Attention does, however, need to be paid to the way in which members of
representative assemblies are chosen. Emery9.13 has shown that it would be better to
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do this by sortition  random selection from the group concerned  than by election.
Elected representatives tend to have very different concerns, interests, and priorities
from the electorate they claim to represent.
It is frequently claimed that a serious difficulty with the above scenario is that "there
must be an authority to dismiss incompetent workers". It is felt insufficient to expose
the work of incompetent people to the public gaze, and to institute better staff
guidance, placement, and development procedures. This claim has a somewhat
hollow ring given the evidence that our current hierarchical supervisory structures
are typically unable to do anything when faced with incompetent teachers, doctors,
and public servants  or even extremely destructive elected politicians. In fact, as
Day and Klein9.14 have observed, public service professionals are generally able to
evade any form of accountability by arguing that the issues involved are so complex
that they can only be understood by fellow professionals. Such views are seriously
challenged by the data presented in this book and by public opinion. But the
favoured remedies for education  centralized prescription of curriculum and testing,
tough staff appraisal, and devolution of "control" to schools  have been discounted
earlier in this book.
It is also claimed that the arrangements envisaged in this and the previous chapter
are unrealistic. Critics cite the "topheaviness" of the proposed system of
management, and claim that the public would be loath to devote the necessary time
to participation in societal management  however socially beneficial that might
actually be  if it would reduce the time available for acquisition of personal wealth.
However, personal wealth will be of little use in a world overwhelmed by the
collective effect of ecological and economic catastrophe, and in any case,
participation in the management of activities contributing to the quality of life is, in
itself, a wealthcreating activity meriting remuneration.
The way forward will involve wider recognition that most wealth in modern society
resides in the public domain. The supervision of such things as community support,
urban reconstruction, agricultural policy, crime prevention, the management of the
economy, and environmental protection, is a wealthcreating activity which people
should not be expected to undertake without reward.
Much of the discussion in this chapter has been speculative and short of concrete
examples. It has been based on research into the nature of competence and the
barriers to effective education. It might, perhaps, be possible to reinforce the
conclusions we have drawn by undertaking comparative study of the workings of
different local government structures, and of the management structures in different
countries such as Japan, Germany, Norway and the UK. Once again, therefore, we
see that the attempt to solve an applied problem leads directly to a major agenda for
fundamental research  for the problem is not to apply existing concepts to the
analysis of different societies but to engage in that kind of research which will
surface embedded assumptions and incipient movements toward new ways of doing
things. Many of these are not articulated by the members of the societies concerned
and have to be surfaced through programs of comparative interviewing which are
explicitly set up on the understanding that the researcher does not know what
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questions to ask and is indeed struggling to become clearer about what those
questions might be.
Summary
We began this chapter by identifying one of the major problems of modern society as
the need to find ways of getting public servants to seek out and act on information in
an innovatory way in the public interest. Current bureaucratic and representative
structures have proved inadequate to this task. We concluded that exposing the
activities of public servants to the public gaze would encourage them to act in a more
innovative and responsible fashion. To do this it would be necessary to introduce
networkbased structures which would better enable the public to oversee the work
of its servants. The role of the public service itself needs to focus more on the
promotion of innovation.
In the realm of education, public servants need to generate a range of alternative
programs between which the public can be invited to choose, to collect information
on the personal and social consequences of each, and to feed that information
outward to the public rather than upward through a bureaucratic hierarchy to elected
representatives who supposedly make decisions about the programs that are best
for everybody.
These changes in our forms of democracy and bureaucracy would complement the
changes in the internal functioning of the educational system which were suggested
in the last chapter.
Yet, although there is indeed an urgent need for change in the nature of democracy,
we do not have to wait for centrally decreed change before any progress can be
made. Networks of monitoring groups can be established through local initiatives.
The work of Burgess and Adams in the UK, and Howard in the US, indicates the
possibility of introducing aspects of an innovative climate which are followed, rather
than preceded, by changes in management procedures. The adoption of such
procedures leads to an improved flow of information between different levels in a
bureaucracy, to the establishment of support networks, to the recognition and reward
of attempts to seek out and act on information in an innovative way in the public
interest, and to the creation of networks to monitor and support the work of
individuals.
Notes
9.1. See Janicke (1990) and Day and Klein (1987) for a wider demonstration of the failure of the
political system to orchestrate communal action in the common good, and, in particular, of its
inability to influence the TNCs. The reasons why market mechanisms could not be used to tackle
the problems of the educational system are discussed in Raven (1989). The role of the market in
producing rather than ameliorating these problems is discussed in Raven (1988) and will be
discussed more fully in Raven (1991). See also Ekins (1986) and Robertson (1985).
9.2. Toffler (1980)
9.3. Schon (1972/73)
9.4. Ferguson (1980)
9.5. Raven (1989, 1992)
9.6. Howard (1980, 1982, 1982, 1982)
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9.7. Howard (1980, 1982, 1982, 1982)
9.8. But see Raven (1982) for the problems in evaluation of pilot programs and for a discussion of the
stresses which participation in such experimentation cause.
9.9. Rogers (1962, 1983); Roberts (1968, 1969); Schon (1972/73)
9.10. Rogers (1962/1983); but see Raven (1985) for a discussion of the misunderstandings of these
terms in education.
9.11. What this indicates is a need to have a range of units studying and publicly debating "the same"
topics and the need to have a range of personnel in education and the public service: to have
some ideas men, some publicists, and some who work in the spaces between departments.
9.12. It is worth noting that determination of the public interest is primarily a research based activity
because it involves studying the long term personal and social consequences of different
alternatives and the interactions between the effects of actions taken in different areas. However,
the next stage will normally involve generating a range of options with demonstrably different
consequences and making those options, together with information on their short and long term
consequences, available to the public so that the fact can emerge that there is not one public
interest but a range of interests.
9.13. Emery et al (1974)
9.14. Day and Klein (1987)
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CHAPTER 10
THE ORGANISATION AND FACILITATION OF RESEARCH
By way of introduction to this chapter, attention may be drawn to some features of
the research on which this book has been based. Much of this research did not
conform to widely accepted beliefs abut how research should be initiated and
funded. It was generally research which involved adventures into the unknown.
Several of the enquiries were initiated on the basis of feelings and impressions
rather than formal hypotheses. Much of the research had its origin in sensed
problems rather than the "research literature". The logical connections which gave
meaning to the data (or which provided a "theoretical framework" for collecting or
interpreting it) were often made retrospectively. The true significance of the data
could often only be discerned if one drew debatable conclusions about underlying
structures and processes which go well beyond what could be "proved" by specific
data sets10.1.
Such research could not have been conducted according to conventional ideas
concerning the initiation, funding, execution and evaluation of research10.2. The same
is likely to be true of the research needed to overcome the problems identified in this
book.
The Role of Colleges, Universities, and Research Institutes
In the course of this book we have seen that common sense and established good
practice are not an adequate basis on which to build a program for remedying the
conspicuous problems of the educational system. The causes of these problems are
deepseated and often rooted in causes far removed from their symptoms. They
have major valueladen and political components which are often difficult to address
in the face of widely held beliefs concerning the workings of society. But the most
important points to be noted here are, first, that it has only been possible to uncover
many of the causes of otherwise conspicuous problems through research, and,
second, that  because of their deepseated causes  the problems will only be
solved through further researchbased development activity.
Although colleges and universities have a major role to play in carrying out such
research, collecting the information and developing the understandings and tools
required to solve the problems facing the educational system are difficult and
adventurous activities which are not easily reconciled with the kind of research which
has come to characterize universitybased social science research over the past 40
years. This has tended to be of an unadventurous, noncontroversial, literature
driven (rather than problemdriven), "disciplinary", nature and has often been more
concerned with securing the promotion of those concerned than with advancing
understanding or solving problems10.3. To tackle the problems, we need a wide
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variety of fulltime researchers and institutional arrangements which will enable them
to contribute in different ways to teambased applied research with fundamental
components which aim to find ways of tackling the conspicuous problems of the
educational system in a limited period of time. To help discern the arrangements that
are needed we will first review the range of research that is required in slightly more
detail.
The Range of Research Needed
We have seen a need for research to:
·
·
·

·
·

·

·

·

·

Document the personal and societal, short and longterm, consequences of
alternative educational programs.
Develop the tools required to monitor the quality of such diverse programs.
Develop a better conceptual framework for thinking about competence, how its
varieties and components are to be nurtured, and how its varieties and
components are to be assessed.
Develop the tools needed to help bureaucrats administer the necessary variety of
educational programs.
Develop the tools which teachers need to help them think about the motives,
talents, and latent competencies of their pupils, design individualized educational
programs to tap those motives and nurture those talents, and assess the
outcomes10.4.
Develop a framework for appraising principals, so that they can get credit for
creating school environments which release and utilize the talents of classroom
teachers.
Develop means of assessing the work of public service administrators so that
they can get credit for initiating the collection of forwardlooking information, their
ability to use such information as is available to make good discretionary
judgments about what is in the best longterm interests of society, and their ability
to translate those decisions into effect and monitor the results in such a way as to
improve the policies which have been implemented.
Clarify the competencies required by head teachers and public servants and the
ways in which they can be encouraged to develop and display the desired
qualities.
Clarify the links between educational policy on the one hand and policy in other
areas (e.g. differential incomes and employment policy) on the other and the
steps which need to be taken to influence these wider processes.

However, the research which is most urgently needed does not lie at the level of
such specific detail. It has to do with the management of society itself. Such research
might take the form of experimental action programs designed to test and refine the
insights of the last two chapters, or it might investigate the assumptions embedded in
the organization of different societies. The research would be designed, not to test
previously formulated hypotheses, but to formulate questions which ought to be
asked.
The purpose of this chapter is to discuss the institutional arrangements and
expectations required to undertake the full range of research required to solve the
problems of education.
2

The Nature and Organization of Research
Fundamental research of the kind discussed above can only be carried out in the
context of action. One cannot, for example, develop valid measures of highlevel
competencies without changing classroom processes so that those competencies
are developed and displayed. But to change classroom processes it is necessary to
have some means of identifying the important outcomes as part of the certification
and placement process. And one cannot change either of these except in the context
of new relationships between teachers and schools on the one hand and
examination boards, test agencies, local and national employers, and parents and
politicians on the other. In other words, one cannot expect to make much progress
without careful systems analysis and systemic intervention to prevent parts of the
system nullifying the effects of specific interventions10.5.
Good research is adventurous, inventive, creative, and pays little respect to
"disciplinary" boundaries. Our work on educational objectives and competence, for
example, led us to enquire into the nature of modern societies and the political and
institutional arrangements required for their effective management.
Improved understanding often stems from public debate about concepts, ways of
thinking about things, and the implications of data. Many of the insights shared in this
book arose through the discussion of conference papers and published articles
which now appear to contain naive, sometimes completely incorrect, interpretations
of incomplete data. Scientists must be prepared and expected to admit the possibility
that they may be wrong in order to clear the way for productive debate. It is vital to
distinguish between the outcomes expected from the scientific process and those to
be expected from the work of an individual scientist. The scientific process leads to
"truth" and indisputability: yet the demand that the work of an individual be beyond
dispute starves the process of muchneeded data and insights.
We might draw a number of conclusions from these observations. First, we need
more research teams to study "the same" topic from different perspectives. For
example, the view of competence, its development and assessment presented in this
book is not the only one imaginable, and may well prove to be misguided.
Bureaucratic claims that there is no need for a given project because "a project in the
same area has already been funded" should be strongly resisted. Second, if
scientists become engaged in controversial debate it must not lead to their being
discredited. Third, we need to ensure that at least some members of all research
teams possess the competencies required to participate in productive public debate.
The interface between researchers, sponsors, and clients needs to be carefully re
assessed. Academia is not a good source of research proposals, since academics
generally have little experience of the kind of research needed to inform policy, and
little contact with the problems actually experienced by those the policies are
intended to benefit.
Administrators, also, having insufficient contact with problems and their potential
solution, are often in no position to appreciate the need for relevant work. They often
express the need to be certain of outcomes, or a hesitance to commission work
3

unless they know how it is to be carried out. The fundamental problem is that
administrators do not wish to be held responsible for risky activities initiated by
anyone other than their superiors. Worries concerning "risky" research also lie
behind the misguided principle that researchers should provide sponsors with
detailed research proposals. Prior knowledge of methods and probable outcomes
fosters security on all sides, but it leads to trivial research which fails to advance
understanding.
Decisions concerning the research to be undertaken need to be under more direct
control of researchers and those aware of problems which need to be researched.
Funding should be allocated on the basis of judgments concerning the competence
of a given research team to initiate and carry through important innovatory projects.
Clearly, such a scenario must allow some means for administrators and the public to
alert researchers to issues requiring investigation. Once again, it seems, we reach
the conclusion that such research should be organized through "parallel
organization" activity.
One informative example comes from a Scottish Council for Research in Education
project  Pupils in Profile. This was initiated because a number of school principals
were concerned that current forms of assessment limited the educational programs
they could offer. Despite strong opposition from administrators, the project went
ahead and, despite its inability to deliver the tools needed by the principals,
documented many difficulties and produced a system of "profile" reporting forms
which have since been widely used. Unfortunately, research at the Scottish Council
then came to be funded on a contractual basis, and the researchers found
themselves unable to followthrough to capitalize upon the insights they had
developed and or even continue the innovative research style which led to their initial
success.
It is not difficult to find examples of the futility of contract research. Two hundred
million dollars were spent on evaluations of Headstart and FollowThrough10.6
designed to satisfy administrators' (changing) criteria, yet these evaluations almost
completely failed to advance understanding of the issues. Ironically, the new
understanding which has been achieved in the area comes almost entirely from the
very poorly funded work of Levenstein10.7, McClelland10.8, and Sigel10.9.
A mechanism is required to enable the public to influence research activity leading to
educational and other policy. It is also too easy for researchers to redefine, in their
own terms, problems brought to them by the public. It is therefore necessary to
create a mechanism whereby groups of people with a particular  often marginal 
perspective, can find researchers who share their viewpoint and ensure that the
research continues to be informed by that perspective. Such a mechanism could
capitalize on the InformationTechnology based networks we have already
suggested to supervise public policy.
The Role of Evaluators
Specific problems confront evaluators in their effort to monitor the effectiveness of
policies and find ways of improving them. Evaluators frequently find themselves
dealing with issues which have little to do with their parent discipline. For example, a
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good educational evaluator will draw attention to such things as the effects of
demarcation disputes between social work and education, the difficulties created by
the absence of appropriate transport, the effects of inadequate supplies of materials,
and deficits in building design, even though these issues do not relate directly to the
specifically educational aspects of the policy evaluated10.10. Day and Klein10.11 have
argued that one reason for the retention of ineffective policy is that any professional
group can always argue that their activities would be effective if only they were
supported by activities in other professional groups. They can also argue that their
work ameliorates some problem other than that examined by the evaluators.
A good evaluation gets a rough fix on all important, short and long term, outcomes of
a particular policy, and some measure of the constraints on its effectiveness: In other
words, it involves systems analysis. The hallmark of a good evaluation is its
comprehensiveness, not the accuracy of the particular observations that have been
made. Failure to comment on an important consequence of the program, or to draw
attention to an important constraint on its effectiveness, constitutes a more serious
defect than failure to get an accurate measure of its effect on a single outcome10.12.
A good evaluation, then, assesses how effective a program would be if it were
implemented with and without a context of general understanding of what it is about,
with and without proper training, with and without support material, and with and
without interference from those fearful of its consequences. It seeks to predict the
long term effects of a program, including negative social and educational effects
(such as the development of trained incapacity). Such broadly based work, aimed at
achieving an approximate estimation of many variables, cutting across disciplines,
and anticipating the future, conflicts with the tenor of academic research. This hints
at the serious problems which arise when attempts are made to locate genuine
policy research in traditional "academic" institutions10.13.
After the results of an evaluation have been disseminated and debated, problems
still remain for their translation into effective action. It is unusual for a policy
recommendation to be based upon a single research finding. The numerous
considerations to be taken into account typically derive from many different domains.
Such considerations again underline the importance of networkbased management
drawing on evaluations conducted by individuals or teams with roots in more than
one academic camp.
Career Structures for Those Involved in Research
Researchers often find it necessary to mount political crusades in order to ensure
that their work is applied10.14. This detracts from the time available to produce the
publications deemed necessary for an academic career, and also leads people to
doubt the scientific integrity and "impartiality" of the researcher. It is vital that
appropriate career structures be developed for those involved in research. These
should offer the security researchers need if they are to enter into public debate over
controversial issues. They should also offer researchers the flexibility they need to
redirect their work when they find they have set out in the wrong direction and the
time they need to mull over and make explicit the implications of their observations.
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A few words also need to be said about the time scales that are involved in useful
policy research. On the one hand, it is necessary to make significant progress in a
limited period of time. This cannot be achieved in the individualistic (nonteam
based) atmosphere characteristic of academe, still less in the onethird time
academics usually allocate to research. On the other hand, the time scales involved
in doing useful research are much longer than is typically assumed by many
sponsoring agencies. Researchers need to pursue problems which were not obvious
and to do the conceptual, inventive, work that is needed to find ways of thinking
about and tackling them. Many of the problems of the educational system are
chronic and have been around for almost a century. They will still be around
tomorrow and are not amenable to quick fixes. Enduring issues must be addressed.
Crisis type problems tend to have solved themselves (or been shifted elsewhere) by
the time "useful" data relating to them become available. Useful research cannot be
undertaken in a situation where "priorities" change every couple of years, in which
more time has to be devoted to proposalwriting than to carrying out research, in
which the interval between the proposal, the report, and the next proposal is
insignificant, in which there is little time for exploratory work or developing
understanding and new measures prior to rushing into the field, or in which there is
several years' delay between researchers identifying a problem and obtaining the
funds needed to tackle it.
Scientists need to be encouraged to report (a) work carried out with imperfect tools
and imperfect methodology, and (b) their impressions of the policy implications of
their work. Without reports containing such data and insights, there will be no
discussion of some of the most important policy issues, and without such discussion
many important policy implications will be overlooked. Only researchers who have
been directly involved in the relevant research are sufficiently familiar with the
complexities of a problem to recognise these issues and their implications. Contrary
to conventional wisdom, the most important activity to be undertaken by social
researchers is, not to feed a few unarguable facts into discussion, but to promote
public debate itself.
Summary
The reasons for the failure of the educational system to achieve its main goals are
numerous, deepseated, mutually interdependent and interacting, nonobvious, and
intractable. Finding ways of overcoming these barriers is critically dependent on the
implementation of a great deal of research, and researchbased development
activity. However, the kind of research required, and the way it is to be carried out,
differ markedly from conventional ideas and practice.
The work required features elements commonly associated with both fundamental
and applied research. It demands conceptual advances involving new methodology
and experimentation, but can only be carried out in the context of theoretically
based, systemic, action. Its execution demands team work over an extended period,
but needs to be carried out with a sense of urgency. The work required cannot be
carried out in a climate of "publish or perish" or within the short time horizons which
currently dominate both universities and applied social research institutes. Nor can it
be carried out in the context of the traditional leisured life, "teaching", administration,
and individualistic, literaturedriven, research which once characterized academia.
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New institutional arrangements are needed to conduct serious policyrelevant social
research. The new understandings that are necessary can only be developed
through public debate between protagonists advocating positions based on uncertain
foundations. And it will be necessary to establish new relationships between
researchers, policy makers, teachers, and the clients and customers of the
educational system.
Notes
10.1. House (1991) has provided an excellent account of the need to get behind "data" to discern
underlying and invisible structures and processes.
10.2. An insightful and amusing account of the ways in which the universities stifle innovative
research will be found in Nisbett (1990).
10.3. Out of every 1000 AERA publications only 20 contain new data and in only 5 of those is the
data substantive; the rest contain nonknowledge and are churned out to satisfy the 'publish or
perish' machine which characterises the entire output of research at the present time.
10.4. Gardner (1990) has likewise emphasized the need to develop summative measures of school
performance so that the public can be assured that they are getting value for money from
educational programs without deflecting schools into lowlevel activities and also the need for
tools to help teachers to administer highlevel competencyoriented program (although he does
not, in fact, recognise the importance of more than a fraction of the competencies emphasized in
this book).
10.5. Salomon (1991) has provided excellent examples of the way in which intervention in one part of
the system yields unexpected benefits and disbenefits elsewhere and also of the way in which
interventions at one point are cancelled by reactions elsewhere in the system.
10.6. Raven (1981)
10.7. Levenstein (1975)
10.8. McClelland(1982)
10.9. Sigel (1985, 1986); Sigel and McGillicuddy (1984)
10.10. For an excellent illustration of the non educational barriers to educational innovation see
Schwartz in Searle (1985).
10.11. Day and Klein (1987)
10.12. These issues have been discussed at greater length in Raven (1991). The only way in which it
is possible to throw light on the short and longterm, personal and societal, "intangible and hard
tomeasure" consequences of changing processes is to adopt a variant of what Hamilton (1977)
and his colleagues have termed "illuminative" evaluation. In this, personal observation, data
collected through informal interviews, data obtained through the use of unobtrusive measures,
and formal quantitative data are combined to yield an understanding of the processes involved.
This in turn is used to generate an understanding of what the short and long term outcomes of the
process are likely to be. This process is heavily dependent on theory  but it is the only approach
that has legitimacy in a situation in which there are no measures of the most important outcomes
of the process (such as the effects on students' ability to undertake complex and demanding
activities), in which the most important effects (such as economic and social development) will
take many years to show up, and in which the most important barriers to the effective operation of
the system are deepseated, nonobvious, and systemic. The approach is in flat contradiction to
that advocated by the Joint Committee on Standards for the Evaluation of Educational Programs
and Policies (Stufflebeam et al. 1981). It cuts across the qualitative/quantitative divide on which
so much argument in the field of educational evaluation has focussed ([Jacob 1987, 1988;
Atkinson et al 1988), but it has found unexpected endorsement in the work of House (1991) and
Salomon (1991).
10.13. The way in which the extraordinary requirements of effective evaluation can be approximated
are hinted at in the previous footnote, and are discussed in more detail in Raven (1989, 1991).
The problems which effective evaluation poses for evaluators and their deployment are discussed
at greater length in several chapters in Searle (1985).
10.14. Cherns (1970); Freeman (1973); Roberts (1968, 1969); Tizard (1990)
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CHAPTER 11
THE WAY FORWARD
In essence, what we have seen in this book is that the failure of the educational
system to achieve its main goals is multiply determined and that that failure
contributes to the perpetuation of a society which, at least in the short term, requires
its educational system to perform functions which are in sharp tension with the
educational activities it manifestly needs to undertake.
The social forces which lead to the narrow educational activities were summarized in
graphical form in Diagram 1 at the end of Chapter 7. As was indicated at the time,
the Diagram makes it abundantly clear that, if changes are introduced one at a time,
their effects will tend to be neutralized, and the changes themselves will tend to be
eliminated, by other forces operating in the system. This is one reason why
curriculum change has in the past tended to be isolated and/or short lived: the only
schools which have been able to maintain a distinctive curriculum over an extended
period of time have, in one way or another, been able to isolate themselves from
forces operating in the rest of the system. Likewise, attempts to change assessment
procedures are not only undermined by a lack of understanding of how highlevel
competencies are to be assessed: They are also rendered invalid by the absence of
classroom environments in which the relevant qualities can be fostered and
displayed and marginalized by the need to reduce all assessments to a single score
which can be used to allocate social position and status.
It follows that, if enduring change is to be introduced, it will be necessary to make
multipronged systemic (but not centralized, systemwide) interventions: it will be
necessary to introduce simultaneous change into the way schools are managed (and
especially to take the steps that are needed to create climates of innovation within
them), into curriculum, into assessment, into the interface with employers, and into
the interface between schools and the community.
Unfortunately, in yet another illustration of Catch22, immediate attempts to introduce
systemic change could not work because there is so little understanding of key
issues  of the nature of the qualities that are to be fostered, how they are to be
nurtured, and how they are to be assessed, of the nature of the required "parallel
organization activity", of the roles of administrators, principals and teachers 
because administrators, principals and teachers lack the requisite expectations and
competencies, because there is a dearth of appropriate evaluation activity, because
the necessary interface between schools and the community has yet to be
established, and because, within the current structure, it is so difficult to initiate and
conduct research of the kind that is needed.
1

The points at which one could fruitfully intervene to begin to promote the
necessary developments and understandings are shown in Diagram 2, which was
prepared in an effort to show how a redesigned system might work.

Dissemination of what is already known about:

·
·
·

The nature of competence and the ways in which the development of its
components are to be assessed;
The roles to be performed by effective managers, and public servants in
particular; and
The nature and workings of society.
2

could impact:
·
·
·
·
·

The climate for innovation in schools;
The quality of the developmental environments available to pupils;
The level and diversity of talents nurtured and credentialed;
The level of awareness of the nonsustainable nature of modern society and the
developments needed to impact it;
The extent of recognition of the developments needed to run society more
effectively.

These developments would be mutually supportive. What is more, the developments
in education would flow round to reinforce changes in society and these in turn would
facilitate - rather than inhibit - developments in the educational system.
The key developments are new forms of democracy and bureaucracy. But to get
these we need changed beliefs about the topics covered in the central box in
Diagrams 1 and 2. Changed beliefs in these areas - spelt out in the author's New
Wealth of Nations - would lead directly to both new forms of bureaucracy and
democracy and to the implementation of the research needed to develop the
understandings and tools that are needed to run the educational system - and
society more generally - effectively.
The heaviest feedback loops are those on the right hand side of the diagram, and it is
on producing the developments indicated in the boxes which precede them that
attention needs to focus.
Most people could contribute in one way or another to intervention at these "leverage
points": Everyone can do something to help to promote a wider debate in the media.
Everyone can strive to influence local school systems. Most people could form, or
contribute to, groups to put pressure on congressmen. They could press to have
recruitment into teaching based on the ability to facilitate growth rather than on
qualifications which primarily index the willingness to regurgitate what "authorities"
want to hear. They could try to persuade employers to change their selection criteria.
They could campaign to get test agencies to invest in the R&D required to broaden
the range of their products. They could take legal action against test agencies for
damaging people's lives and careers and society at large. They could press for social
change so that there is less need for schools to manufacture discriminations which
compel participation in the useless activities of which modern society is so largely
composed.
The most important single change they could try to bring into being would, however,
involve getting Federal and State Governments to change the philosophy which
informs their current thinking about how the system is to be managed. The need, both
within the educational system and outside it, is to create a climate which facilitates
development, rather than one in which it is assumed that those in authority should
prescribe the activities to be carried out by public servants and teachers and then
check up to find out whether those instructions have been obeyed. The new
arrangements would include a networkbased structure to supervise the public
service, tools to run the educational system, and the public service in general, more
effectively and a support structure to conduct the necessary research.
3

Technological change is also extremely important. Teachers teach, and pupils work,
toward the goals that are assessed. Teachers and administrators do those things for
which they will be credited in staff appraisal systems, and teachers attend only to
those classroom processes they can monitor. Teachers need tools to help them
administer individualized, competencyoriented, developmental programs. Such tools
would help them to identify and harness pupils' motives, create individualized
programs, monitor the results, and record the outcomes. The availability of easyto
use tools in these areas would transform education, regardless of whether or not
steps were taken to overcome the other barriers to effective education which have
been identified in this book.
However, the most difficult, but vitally important, task facing National, State, and
Local Governments is to initiate the developments needed to create a society in
which there would be no need for schools to perform their latent sociological
functions. These functions include (a) the legitimization of the rationing of privilege,
(b) the advancement of those most prepared to do whatever is necessary to secure
that advancement, and (c) the manufacturing of useless work and the creation of
discriminations which compel participation in both the "educational" system itself and
the institutions of modern society. Ironically, the development and dissemination of
the understandings needed to divert the educational system away from these
functions, and toward the real goals of education, is unmistakably a task for the
educational system itself. Unfortunately, as we saw in Chapter 5, Robinson11.1 has
shown that even a relatively innocuous attempt to address this agenda threatened
vested interests to such an extent that a concerted campaign was established to
crush the activity. There is no reason to suppose that future activity in the area would
not meet with a similar response. There are, however, a number of new features in
the situation which might lead to a different outcome: (1) we can now anticipate, and
prepare for, the reaction of those who have a major interest in the perpetuation of the
system; (2) there is now much more widespread dissatisfaction with the educational
system; (3) there is now a much wider awareness that the way our society is
organized will have to change dramatically; and (4) it is now clear that major social
reform is essential to even the relatively shortterm interest of those who are most
likely to resist change11.2.

It will now be apparent that one of the reasons why the reform of education has
proved to be so difficult is that it involves the reform of government and society.
It follows from the observations made in this book that, if we are to translate our
social and educational values into effect, we will need, above all, to analyse the
workings of our society with a view to identifying leverage points at which it would be
possible for us to intervene for the common good. To do this, each of us could do
worse than begin by asking ourselves, as individuals: "What are my social and
educational values?" "What prevents me from translating those values into effect?"
"What can I do to influence the current situation?"11.3.

Notes
11.1. Robinson (1983)
11.2. The author and publisher are committed to producing another book which will spell out in
greater detail what these are.
11.3. I am indebted to Jack Whitehead for suggesting these questions.
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