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OVERVIEW

The first two chapters of this book discuss some limitations of the
currently dominant measurement paradigm in education and psychology
and the damaging effect it has on educational policy and practice. The
third and fourth chapters outline a new model of competence, motivation,
and behavior and a new framework for assessing their components. The
fifth chapter describes the ways in which the assessment model developed
in Chapter 4 can be operationalized. The sixth chapter presents evidence
for the utility and validity of the new assessment procedures. The final
chapter first explores the implications of what has been said eatlier in
the book for the way R&D is organized and then picks up a few of the
specifically educational issues which have been mentioned in passing.

SUMMARY

In the first chapter, it is initially shown that conventional assessment
procedures are unable to do justice to the most important outcomes of
any educational process worth the name. In the first place, pupils’ ac-
complishments are too diverse to be adequately documented by scores
on any small number of “scales”. Secondly, these procedures are unable
to give pupils credit for having developed high level competencies — such
as the ability to undertake activities which would merit the name “aca-
demic” (eg the ability to contribute in significant ways to genuine
scientific, historical, archaeological or sociological studies) or the ability
to do such things as communicate, take initiative, or lead.

One consequence of this is that pupils (and therefore teachers) are
unable to get credit for possessing (or having fostered) high level com-
petencies in the certification and placement process. This is important
because it has the further consequence that schools tend to neglect the
activities required to foster such competencies. Another is that it has
precluded the development of the tools which teachers need to help them
mount the kinds of educational program which are required to foster
high level competencies.

The absence of appropriate assessment procedures has also resulted in
some extremely misleading and damaging research and policy studies.



Since the most important outcomes of educational programs —both posi-
tive and negative — cannot be detected using conventional measures, stud-
ies of the kind advocated by the Joint Committee on Evaluation Standards
fail to reveal either the harm which many schools and colleges do to
students or the benefits of alternative approaches.

The author does not, however, argue against testing and assessment
as such. On the contrary, he emphasizes that teachers do need to be
able to identify students’ interests, talents, and accomplishments, that
administrators do need to be able to find out whether public money is
being well spent, and that students do need to be able to identify what
they have learned to do in the course of their education. To provide
this information new kinds of measures are required.

The second chapter develops a number of other arguments demon-
strating that it is vital to evolve a new assessment paradigm. Among
these are that, without it, we will continue to try to administer the ed-
ucational system using assessment procedures which lack both construct
and predictive validity and which deflect schools from their main goals.
We will remain unable help more teachers to mount effective educational
programmes. And we will continue to be unable to prevent a dispro-
portionate number of the wrong kind of people finding their way into
influential positions in society.

In Chapter 3, the author shows that it is necessary to conceptualize high
level competencies as motivational dispositions. This implies that they are
value-based (rather than value-free) qualities. They have a series of inter-
penetrating, cumulative and substitutable, components. A two-stage (not a
two-factor) measurement model is required to assess them: One must first
find out what kinds of activity people “want” to undertake and then which
components of competence they display whilst undertaking them.

These observations are formalized in Chapter 4. They lead, in the
end, to the conclusion that we need to move away from any attempt to
differentiate between people by reference to scores on a small number
of internally-consistent “variables” and, instead, to adopt a descriptive
framework (which has conceptually much in common with a chemical
formula) in which we discriminate between people by reference to their
dominant values, the competencies they display whilst carrying out ac-
tivities they care about, the values the environments in which they are



placed trigger and release, and the concerns and competencies the tasks
which they undertake lead them to develop.

Chapter 5 discusses the ways in which this model has been implemented
in both programme evaluation and individual assessment. It is shown that,
while externally-generated statements about people’s values and competen-
cies can provide useful information, better information is obtained by, in
a sense, looking inside people’s heads and identifying their motives, cog-
nitions and feelings. This can be done using semi-structured interviews or
procedures based on value-expectancy methodology.

Chapter 6 presents evidence for the validity of the information so ob-
tained: The use of these methods has enabled us to document the effects
of such things as both more and less effective forms of project-based
education on outcomes which have previously been considered to be too
intangible to capture ... and they have enabled us to show that the eco-
nomic plight of America— and particularly Britain — (in comparison with,
say, the Pacific rim countries) has much more centrally to with values
and the ability to sift and act on information than with the kinds of
educational “failure” latched onto in reports like “A Nation at Risk” — and
which policies like centralized prescription of curricula and National test-
ing seek to remediate in such inappropriate and ineffective ways.

The last chapter argues that the barriers which have in the past pre-
vented the requisite research and development being carried out merit
urgent attention and that reform needs to begin in the universities. The
universities need, in particular, to change both their teaching about the
nature of science and the way understanding advances and the way in
which they “educate” their students. However, if university staff are to
transform their institutions in these ways, they themselves will need new
forms of political competence. This observation reinforces one of the
most important conclusions to emerge from the author’s work on the
nature of competence—namely that competence in modern society is
primarily dependent on political competence.

Because what is said in the book has as many implications for edu-
cational practice as it does for assessment, the last few paragraphs of
the last chapter catch a few of the loose ends that have been left dangling
as the argument has progressed and refer readers to publications in which
they can be followed up.



CHAPTER

SOME ILLUSTRATIONS OF THE
LIMITATIONS OF CONTEMPORARY
MEASUREMENT PARADIGMS AND
THEIR IMPLICATIONS.

The Assessment of the Results of Good Educational
Practice Defies Conventional Measurement.

In this section I will illustrate some of the limitations of current as-
sessment paradigms from the work of one school class whose work we
observed in the course of our research. We were asked to undertake
the research because the body which is responsible for quality control
in Scottish education—Her Majesty’s Inspectorate of Schools—had
found that, despite the reports and directives they had issued over the
previous forty years, very little had changed . We were therefore
asked —in the course of a project employing 1] people for two years—to

(a) find some examples of good practice, (b) portray the work of the
teachers concerned in such a way that others could do likewise, (c) doc-
ument the benefits—so that more parents, teachers, students and
politicians could and would think it was worthwhile, (d) identify the
barriers which had prevented change, and (€) suggest ways of overcom-
ing the barriers. The results were published as Opening the Primary
Classroom'2. The work described below comes from this study, al-
though it could equally well have come from one of the High Schools
whose work was studied in the course of the research which led to my
Education, Values and Society: The Objectives of Education and the Na-
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ture and Development of Competence1‘3. Unfortunately our notes on
those schools were not stored in a way which enables me to use them

here.

The educational activities undertaken by the students in the class whose
work I will describe were unusual. But what is most significant about
the work is not its rarity, but the fact that it represents one of only a
very small number of classes where education was actually organized
in the way recommended by numerous educators from the time of Parker
and Dewey onwards—and in numerous government reports.

Most of the students’ education took place in the course of interdis-
ciplinary projects. These projects were very thorough-going. The stu-
dents, as a group, carried out original investigations in the environment
around the school. Their work inside their classrooms formed an integral
part of these investigations. Within these overall projects, many students
had personal projects, distinctive areas of specialization, and distinctive
roles.

What was most striking about the approach was the teacher’s distinc-
tive concerns. She was not pre-occupied, as were most teachers, with
coursework; with covering a syllabus. Instead, her attention focussed
on the competencies which she hoped to help her students to develop
‘through the activities they carried out. These competencies included
reading, writing, spelling and counting. But they also included commu-
nicating, observing, finding the information which was needed to achieve
goals (such information often having to be collected by observation or
by talking to people rather than by reading books), inventing, persuading,
and leading.

It is easiest to begin our discussion of the problems which this edu-
cational process poses for assessment by reviewing those aspects which
are closest to the more widely discussed and assessed goals of education.

In the course of his environmentally-based project work, one student
had become an expert on the distribution of different species of butterfly
in the locality, their life cycles, and their relationship to their habitats.
Another had become an expert on the history of a particular agricultural
implement: he had related changes in the implement to a continuous —
and apparently autonomous —series of improvements in the design itself
and to changes in steel-making on the one hand, and patterns of agri-
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culture on the other. Another student had become an expert on the
relationship between improvements in that implement, the pattern of land
use it demanded and facilitated, and changes in the social structure of
the community. Yet another had become an expert on the current social
structure of the area—who knew whom and what they talked about.
Others had studied changes in the architecture and layout of the village
and the occupations of its inhabitants.

~

The problems which these accomplishments pose for conventional
measurement paradigms are almost insurmountable. The students’
specialist knowledge simply would not show up on traditional attainment
tests — indeed these students would get low scores on such tests because
they would have devoted the time which other students would have spent
mastering the knowledge required by the tests to these other activities.
To do justice to the students knowledge, it would be necessary to ad-
minister a series of individualized tests which would tap each student’s
specialty.

However, these are the least of the problems which this work poses
for the measurement paradigm which dominates education and psycho-
logy. More important than the unique store of specialist knowledge built
up by the first student mentioned above was the fact that he had devel-
oped a selection of the competencies 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 glimmerings of insight on the fringe of consciousness explicit
(indeed he would wake up at night in an effort to do this); he had learned
to invent ways of making observations; he had learned to notice things
which no one had noticed before; he had learned not only how to find
information in journals, but also how to use what he did find to stimulate
that kind of lateral thinking which is required to make use of the infor-
mation that is obtained; he had learned to solicit and make use of the
ideas of his fellow students and “ignorant” people in the community; he
had learned to write to, telephone, and visit university lecturers who
were interested in the same problem and he had spoken to them as equals;
he had sharpened up his ideas by sparring with them; he had learned
that he had a right to ask new questions and not merely answer other
people’s; he had learned that he could both ask and answer questions;
he had learned to tolerate the frustrations which are involved in trying
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to find better ways of thinking about things; and he had learned to invent
ways of organizing and summarizing his data and communicating it to
others —and not just in writing.

The competencies listed in the last paragraph are a sub-set of the com-
petencies which cumulate to result in the effective pursuit of almost any
goal which may be valued, and they can, to a degree, be substituted one
for another'*.” We have come upon them here in connection with dis-
cipline-based studies, but we could equally well have encountered them
as a result of examining other activities which people might value and
be motivated to undertake. But, pursuing the academic-discipline-ori-
ented line of enquiry on which we have embarked, it is important now
to note that the second student mentioned above had developed a different
sub-set of these self-motivated preoccupations, sensitivities, thoughtways
and perceptions in the course of undertaking an original historical study.
The third had developed a similar —but by no means identical —selection
of the competencies needed to be an excellent sociologist of one kind
or another. And so on for the other students.

If our traditional assessment procedures are unable to cope with the
problem of idiosyncratic, specialist, high-level, new, knowledge, they are
even less able to document the growth of the subtle skills, motivated
habits, thoughtways and pre-occupations which go to make up the
repertoire of the competent scientist, historian, sociologist, photographer,
reporter, cook, or mother.

But even this does not exhaust the problems which the educational
process in which these students were engaged pose for assessment. The
students had worked as a group. They had developed specialized roles
in that group. In the process they had developed the competencies
needed to function effectively in those roles. One student had become
good at co-ordinating the activities of others. Another at putting others
at ease and smoothing over interpersonal difficulties. Another as a nego-
tiator. Another at presenting the results of other people’s work to ex-
ternal visitors —a communicator rather than an original researcher. And
so on. In the course of undertaking these activities all students learned
to communicate, to invent, to make their own observations, to work with
others, to lead and to follow.
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These competencies defy conventional measurement. This is of the
greatest importance. Without means of assessing these qualities, even
students who have come through such educational programs cannot know
that they are different from students who have come through other ed-
ucational programs. Still less can they identify the ways in which they
are different from them: they cannot know that they think differently,
see things differently, have different priorities, tend to work differently
with others or that they can do different things. Without means of as-
sessing these qualities, teachers cannot build on the competencies which
have been fostered in the course of one project, in the next one. Students
cannot get credit for the talents they have developed when they come
to scramble for a job or for entry to courses of further education. Teach-
ers cannot get credit for having fostered these competencies in account-
ability exercises. At a societal level, we cannot prevent people who do
not possess important high-level concerns and qualities like those
mentioned being appointed to influential positions. But, perhaps worst
of all, the absence of means of measuring these qualities limits our con-
ception of what education is. In the current scheme of things, even the
word “academic’ fails to denote activities in which people observe, think,
find better ways of thinking about things, make judgments, muster ar-
guments, or even communicate important material effectively.

Before moving on it is worth noting that the fact that we have been
able to make these observations shows that the measurement problem
must, in principle, be soluble. What we have done in the course of
making these observations is: (i) observed students as they were under-
taking tasks they cared about, (ii) recorded the multiple and substitutable
competencies they displayed whilst undertaking those tasks, (iii) adopted
a descriptive approach when reporting our observations instead of trying
to report them as “scores” on “variables”, and (iv) distinguished between
students in terms of the activities they cared about and the competencies
they displayed whilst undertaking those tasks. The central message of
the following chapters is that it is possible to build an alternative
measurement paradigm based on precisely what we have done here.



Educational Testing 9

Conventional Evaluation of Educational Programs Leads
to Inappropriate Conclusions.

Having illustrated some of the problems which good educational
practice poses for evaluation and assessment, I will now underline the
need for an alternative measurement paradigm by citing some extremely
misleading conclusions which have been drawn from evaluation studies
which have been carried out within the dominant measurement paradigm.

Many studies have shown that Open Education depresses scores on
conventional reading, writing and arithmetic tests. Sta]lmgs 5 found the
same thing when evaluating Headstart Follow Through. However, she
also documented something else: Open Education increased the ability
to perceive and think clearly, as measured by the Raven Progressive
Matrices'®. Now, if one gets that kind of result on a test which is
designed to be as little dependent as possible on educational experience,
what would happen if one measured the outcomes which Open Educators
hold most dear —leadership, the ability to work with others, the ability
to communicate, and the ability to understand and influence society — and
used measures which were sensitive to educational experience? The
chances are that one would find substantial desirable effects of the pro-
gram being evaluated.

In this context it is important to note that even the use of tests having
higher ceilings in the areas of reading, writing and arithmetic might pro-
duce contradictory results. Traditional tests of reading do not measure
such things as the ability quickly to discard books and articles which
are irrelevant to one’s purposes, the ability to use structure to find relev-
ant information, or the ability to use what one does read as a stimulus
to lateral thinking. Educational processes which promote the develop-
ment of such high-level reading competence may well depress scores
on tests which measure the willingness to read a passage one does not
care about and remember answers which one could easily look up if
one needed them. As Bullock!"’” and McClelland'® have observed, tra-
ditional tests of English do not measure the ability to communicate ef-
fectively ... and why would anyone who cared about such things as the
use of innuendo, allusion, and context to influence a target audience



10 John Raven

worty about irrelevant “rules of grammar”]'g? (CockcroftL10 has made
similar points about arithmetic).

It is all too easy to read the last paragraph, react by saying “Of course”,
and yet fail to draw the most important conclusions. The dominant wis-
dom, as articulated in the Joint Committee’s Standards for the Evaluation
of Educational Programs, Projects and Materials]'”, asserts that eval-
uation studies should only report results which are obtained with reliable
and valid tests. Unfortunately it is difficult to see how an evaluation
can be regarded as valid if it fails to comment on the most important
outcomes of an educational process—even if those outcomes cannot be
measured with the available reliable and valid tests. Many of the most
important outcomes of educational programs will, in fact, be of this kind
because —like economic and social development—they will take many
years to show up. Failure to discuss outcomes which cannot at present
be measured with “reliable and valid tests”, therefore, deflects policy
discussion away from the educational processes and outcomes which are
most important and focuses it on those which are easiest to measure.
The Joint Committee’s lack of concern with this issue, taken together
with the fact that the Stanford Research Institute (where Stallings
worked) lost their contract when they pointed out that, in order to do a
competent job of evaluation, they needed to develop measures of other
outcomes, suggests that there is a widespread failure to appreciate the
implications of not finding ways of assessing a wider range of the out-
comes of the educational process. One glaring consequence of this over-
sight is the current infatuation with low-level tests as indices of educa-
tional effectiveness. The fact that these fail to register any educational
outcomes worth the name—such as those discussed in this chapter—
somehow escapes notice. Notwithstanding the sentiments echoed in the
introductory paragraphs of most reports, the attention of politicians,
school reformers, administrators, teachers, parents and students is thereby
focussed entirely on low-level outcomes which, as we will see later, are
of very little importance to the individuals concerned or the societies in
which they live. The result is that the reports and policies themselves
have been correctly described by the former British Prime Minister Ed-
ward Heath as “a con trick”. There is no connection between the high-
level objectives which are rightly recognized, the problems which are
correctly identified, and the “quality control” measures which, it is
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claimed, will lead to an amelioration of the problems and effective goal
achievement. Yet the introduction of quality control measures which
focus attention on outcomes other than those which it is hoped to achieve
cannot fail to lead everyone in the wrong direction.

Our second illustration of misleading conclusions being drawn by
researchers who have been too dependent on current measurement
paradigms when evaluating educational activities comes from the “mast-
ery learning” literature. If one asks what those students engaged in
“mastery learning” programs who finish their work first do whilst they
are waiting for the others to catch up, one learns that they do such things
as help their slower classmates or go play football. It follows that, not
only do these students learn that they are “smart” (able to complete rout-
ine tasks quickly): they also go on to develop additional competencies —
such as those needed to tutor others or to play football. In other words,
the variation between students’ competence in these other areas has ac-
tually been increased. Thus, far from mastery learning having equalized
educational attainments, it has simply shifted the variance to unexamined
domains. More seriously still, in an effort to get students to do things
they are not good at, mastery learning programs — like mandatory testing
of “basic skills” before students are allowed to move on to other tasks
(such as undertaking projects) and most “compensatory” programs which
require “special” students to spend all their time on “the basic skills” —
exclude “slower” students from opportunities to exercise and develop
their most important and distinctive abilities. In this way such pro-
cedures create a self-fulfilling situation in which it is only possible to
distinguish between students in terms of a single “ability”. “Slow” stu-
dents are excluded from opportunities to practice inventing, persuading,
leading, communicating, and listening in the course of carrying out ac-
tivities they care about. They are thereby deprived of the opportunity
to demonstrate that, given a non-stultifying environment, they are, despite
their “low ability”, actually good at doing some of these other things.
This procedure creates a powerful general factor in “abilities”. Had the
concepts of achievement and learning employed by those who have pro-
moted and evaluated mastery learning been broader and multi-faceted,
had they tried to foster multiple talents, and had the evaluators measured
a wide range of educational outcomes, their conclusions would have been
very different.
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Mastery learning can also be used to illustrate another fundamental
flaw in current test theory. Notwithstanding what has just been said
about the evaluations of experimental mastery learning programs, the
basic philosophical stance on which mastery learning is based is correct:
if it is indeed important for certain students to master some skill, then
they had better master it. If they have not done so, that is an indictment
of the program. - If it is not important for them to master the skill or
material, then they should not have been on the course. Failure, there-
fore, means that either they had inadequate educational counselling and
guidance or that they have been incompetently taught. Either way, a
half-learned skill is an indictment of the students’ education, not the
student. The implications for current measurement models are devasta-
ting —because most of them are built around the assumption that a “nor-
mal” curve in educational outcomes is not only to be expected, but is
actually desirable. Whatever may be the case for natural abilities, that
assumption cannot be justified for educated abilities.

The third illustration of seriously erroneous conclusions being drawn
from the use of traditional measures in evaluation studies comes from
the work of Coleman'"12 and the International Association for the Eval-
uation of Educational Achievement1'13, which were widely interpreted
to mean that “schools make no difference”. Both sets of studies used
traditional tests to measure educational achievement. Both then set out
to identify the teacher variables which “made a difference”. They then
discovered that, once the effects of home background and “ability” had
been statistically removed, “schools made no difference”. This absurd
conclusion derives from the fact that the tests used were explicitly de-
signed to measure content which was common to all educational pro-
grams. Specialist knowledge introduced by particular teachers was un-
likely to show up. In other words, the most likely differential effects
of teachers could not show up.

When we ourselves set out to measure idiosyncratic learning —to doc-
ument what students had learned whilst working with particular teachers
(rather than whether they had learned something which some investigator
thought they ought to have learned) and included undesired and unde-
sirable as well as desired and desirable learning—we found dramatic
variation from one teacher to another in students’ self-images, priorities,
values, and patterns of competence. Students in different classes had
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learned quite different things, many of them being not only unintended
but also dysfunctional. And, in the course of a single program of pro-
ject-based educational activity, what any one student had learned was
quite different from what other students had learned. The students had
chosen to attend to different things —that is, their environments had been
different.

Conclusion.

I have now shown that traditional attainment tests are unable to do
justice to the outcomes of any educational process worth the name, that
they are unsuitable for identifying students’ talents, that they do not help
teachers to administer educational programs, that reliance on tests in at-
tempts to improve the quality of education directs teachers’ attention
away from the very goals which are emphasized when identifying the
shortcomings of the educational system and toward low-level goals, that
they cramp our concepts of education in general and academic education
in particular, and that, used routinely in evaluation studies, they lead to
conclusions which are, at best, misleading, and, in practice, often not in
the long-term interests of either the students concerned or society itself.

It remains to add that teachers do need to be able to identify students’
interests and talents in order to be able to implement effective educational
programs. They do need to be able to monitor progress toward their
goals so that they can take corrective action when necessary. Students
do need to be able to identify what they have learned and how they are
different from others who have been enrolled in other types of program.
They do need to be able to get credit for their accomplishments. Teach-
ers and administrators do need to be able to identify the relative merits
of different types of educational program. They do need to be able to
find out which aspects of those pro%rams are working well and which
are not, and how to improve them' 1%,

Clearly, a new measurement paradigm is urgently required.

But the examples I have given do more than offer criticism. They
also suggest a basis on which it might be possible to build an alternative
“measurement” paradigm: they show that, instead of using “reliable and
valid” measures of a few outcomes of an educational process, it would
be possible to sample the entire domain of possibly relevant out-
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comes™ 1. This suggests that an alternative “measurement” paradigm

might be grounded in ideographic description — as in Chemistry — instead
of in variables—as in Physics. We will build on this insight in the
following chapters. However, because we have as yet neither encoun-
tered all the damaging effects of the current measurement paradigm, nor
evidence of the basis on which an alternative might be built, I will now
review some more of this evidence.



CHAPTER

THE NEED FOR BASIC REFORM OF
ASSESSMENT.

In this chapter I will begin to develop seven reasons why it is vital
for those interested in education to find ways of assessing such qualities
as initiative and the ability to understand and influence society — qualities
which have eluded psychometricians since the dawn of psychology. The
seven reasons which will be discussed are (somewhat telescoped): that
what is assessed controls what gets attention in schools and what gets
discussed in policy debates, that teachers and students need appropriate
tools to monitor progress toward their goals and achieve them effectively,
that current academic assessments lack construct and predictive validity
and do not permit us to exclude incompetent people who have inappro-
priate concerns from influential positions in society, and that current as-
sessment procedures lack objectivity.

1. What is assessed in the certification and placement process
controls what happens in schools, and currently drives any ed-
ucation worth the name out of schools.

In research which has now been replicated in Englandz'l, Scotlandz'z,
Northern Ireland2‘3, Eirez'4, Belgium 5 and the United States®® students,
their teachers, their parents, ex-students and employers have been asked
to say how important is each of a number of potential objectives of
education. A selection of the results, obtained from male Irish adoles-

cents, is shown in Chart L.
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Chart I

Importance of Objectives: Boys.
Percentages of boys rating each objective “Very Important.”
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Chart I (Contd)

26. Educational visits in connection with your subjects — such as 1o

see chemical plants, museums and theatres. a8
27. Give'you a say in how the school is run. a8
28. Make sure you are confident and at ease when dealing with people. 146
29, Ensure that you can express yourself clearly in writing. 45
30. Help you 1o develop a considerate attitude towards other people. | 45
31. Make sure you go out into the world determined to make Fre-

land a better place in which 1o live.

32. Teach you about what is right and wrong.

33. Provide faciiities for pupils to do their homework at school.

34. Help you o get on with other peaple.

35. Encourage you to have 2 good time.

36. Help you 1o take an interest in and to understend what is going
on in the world now.

37. Introduce you ta new subjects, .. philosophy, socivlogy,
archaeclogy eic.

38. Enconrage you to have a sense of duty 1awards the community.
39. Make sure that yout leave school aware of the prolonged struggle
far trish freedom and determined to uphold the ideals which

inspired i1,

40. Ensure 1hat you feel canfident and at ease when dealing with
figures and numbers.

41, Enable you to develop an interest in subjects other than those
studied for examinations,

42. Teach you about 3 wide range of cultures and philosophies so

that your own can be seen 1o be only one of many.

43. Have Projact work, that is work in which you have to make
something or do some investigation and write it up.

44, Make sure you have opportunities to give shart lectures and tatks
to the rest of your class.

4

&

. Ensure that you are aware of aspects of school subjects which
you do not have to know for the examinations.

4

=Y

. Teach you ahout bringing up children, home repairs, decorating
and 50 on.

)
4q
4

~

. Take you on holidays in this country or abroad.

»

Run rourses for adults as well as young people.

©

. Have rules ahout the clothes and hairstyles you may wear in schoof. :

o
=)

. Have rules about the sort of things you may do outside of school
hours

For technical reasans the base varies from item 1o item, but the base for most figures is 5- 600. See technical report (Raven, 1975)
for exact numbers,

KEY TO SHADING IN CHARTS I-1V

Self-Initiated Competencies Prescriptive Oughts

FFF++

and Qualities of Character

7

Guidance

S

o 7 Activity Methods, mostly
G

% directed towards developing
Al Seff-initiated Competences

e

Information which can be
used in everyday jobs and
el lives

N Academic knowledge content

Emotional Feelings at the
time
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This Chart is of interest for a number of reasons, of which only three
will be discussed here.

The first of these is that, in the boys’ opinion, the most important
goals of education include developing the confidence and initiative

. required to introduce change, independence, the ability to apply knowl-

edge to new problems, and to develop their characters and personalities.
These data not only challenge the widely-held belief that schools should
not be concerned with social change: they specifically call into question
Goodlad’s conclusion that there is little “demand” for schools to pursue
personal development goals 27 It would seem that schools’ customers
do want them to foster the qualities which many educators have long
argued that they should foster.

Secondly, the students thought that career guidance was very important.
When we asked them to say whether schools should do more to achieve
each of these goals, it emerged that they thought that career guidance
was the most neglected of the goals they considered most important.
Flanaganz'8 and Bachman®? in their longitudinal studies have both found
that these opinions are largely correct. 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 at last taps their (pre-
viously unidentified) personal interests and talents. Furthermore, work
is typically the first occasion on which people have an opportunity to
identify and develop their true potentlals Students (like most
researchers, including Flanagan himself> 0) are, however, wrong to con-
ceptualize the problem as being one of career guidance, because any
occupational group encompasses a wide range of people who have very
different motives and talents and who do very different things. Thus,
some psychologists run companies, some do research, some teach school,
some edit journals, some are politicians, and some are secretaries. Calvin
Taylor has shown that there are 12 types of outstanding research scientist
and 25 types of outstanding physicianz'”. All are different types of
people and they have very different talents and areas of specialist knowl-
edge. What the data suggest is, therefore, that what students really need
is some means of identifying, developing, and finding ways of utilizing
and being rewarded for their own particular talents.
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Chart 11

Importance of Objectives: Girls.

Percentage of girls rating each objective “Very Important.”

~

&

o

]

~

o

. Help you to d the i and

. Ensure that you leave school confident, willing and able to take

the initiative in introducing changes,

. Encourage you to be independent and able to stand on your own

feet,
Help you to develop your character and personality.

. Have outside speakers about careers and other educational

topics.
Ensure that you know how to apply the facts and i you

have learned to new problems.

Ensure that you can speak well and put what you want to say
into words easily.

Have discussion lessons in which you wauld discuss things and
put forward your point of view.

. Tell you about different sorts of jobs and careers so that you can

decide what you want to do.
Encourage you to have opinions of your own,

of marriage.

. Make sure that you are able to read and study on your own.
. Help you to think out what you really want to achieve in life.
. Help you to do as wetl as possible in external examinations fike

the Intermediate, Leaving, Group Certificate.

. Advise parent$ to give sex education to their children.
. Encourage friendships between boys and girls, for example, by

funning co-educational hobbies and social ctubs,

. Help you to develop a considerate attitude towards other people.
. Ensure that you leave school intent on being master of your

destiny.

. Teach you things that will be of direct use to you when you

start work in yaur jab or career.

. Make sure that you get a thorough religious education.

. Make sure you are confident and at ease when dealing with people.
. Give you experience of taking responsibility.

. Make sure that you get an education that is so interesting, useful

and enjoyable that you will be keen to continue your education
in adult life,

. Provide you with sex education in the school.
. Help you to get on with gther people.
. Help you ta take an interest in and to understand what is going

on in the world now,
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Chart II (Contd)

3

3
3

o« A

3
3

3

1]

4
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~

4.
4

4

o

4
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49
5

1=

26.
22
28.

29.

30.

3.
33.

. Make sure you go out in the world determined to make {re-

s 8

38.
. Enable you to develop an interest in subjects other than those

. Make sure that you leave school aware of the prolonged struggle

a1
. Teach you about bringing up children, home repairs, decorating

> W

. Make sure you have opportunities to give short lectures and talks
48.

. Take you on holidays in this country or abroad.
. Have rules ahout the sort of things you may do outside of school

Teach you about what is right and wrong.
Make sure that you really enjoy the lesson,

Give you information about the courses of Further and Higher
education that are open to you.

Take you on visits to factories or offices or other places to see
the different sorts of jobs there are and what work is like. 5

Educational visits in ion with your subj —such asto

see ical pfants, and th

. Run clubs and societies (e.g. sports, hobbies, social and youth

ctubs) for pupils out of school hours.
Give you a say in how the school is run,

Introduce you to new 2.9. philosophy, 9y,

archaeology etc,

. Provide facilities for pupils to do their homework at school.

land a better place in which to live.

Ensure that you can express yourself clearly in writing.

Encourage you to have a sense of duty towards the community.

Teach you about a wide range of cultures and philosophies so
that your own can be seen to be only one of many,

studied for examinations.

for Irish freedom and determined to uphold the ideals which
inspired it

Encourage you to have a good time.

and so on.
Have rules about the clothes and hairstyles you may wear in school.

Ensure that you are aware of aspects of school subjects which

you do not have to know for the examination.

. Have Project work, that is work in which you have to make
something or do some investigation and write it up.

46.

Run courses for adults as well as young peaple.
to the rest of your class.

Ensure that you feel confident and at ease when dealing with
figures and numbers,

hours.

For bases see fontnote to Chart 1V,

53

51

51
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Chart 111

The Importance of Educational Objectives.
Percentage of teachers saying each objective “Very Important” for “more academic” pupils.

1133 (3848 ¢4 113] 93

. Help them to develop Iheir characters ang

Encourage pupils 10 be independent and 10 be able 1o sland on
their own teet.

Make sure that they are able to read and study on their own.
Encoutage them to have 2 sense of duty towards the communily.

. Ensure 1hat all pupils can speak well and put what they want to 1
say into words easily. i
§
-
|
{

~

Tt

P

o

£l

Encourage them to have opinions of their own.

. Help them 10 develop a considerate attitude fowards other
people
8. Help them 10 think out what they really want 10 achieve in life.
9_ Ensure that all students can express themselves clearly in writing,

10. Teach them about what is right and wrong.

11, Give them expenence of 18king responsibility.

12. Make sure that they gel edn. 5o intng. usell. and enjoyable that
they will continue #s adult.*

13, Help them 10 get ¢n with other people.

14. Telt them about ditferent sorts of jobs and careers so that they
can decide what They want 10 do.

15, Make sure they get a thorough religious education.

16. Ensure that they know how to apply the facts and
they have learnied to new problems.

17. Make sure 1hat they really enjoy the lesson,
18. Make sure they are confident and at ease in dealing with people.

~

13, ;'.5.'5’,".7.'.'?..'3.',':,1. :;:'n:;:m 1n ane 10 understand what is \\\ F §\\\\\\:

20. Make sure they qo out 1n the world determined to make {reland
2 betler place in which 10 live.

21, Ensure that they leave school confident, willing and able 10 1ake n
the 1nitialive in mtraducing changes.

22, Gwve them ilormation about 1he courses of Further and Higher
Education that are open lo them.

23. Help them 1o do as well as posuible in external examinations
ke the Intermediate, Group or Leaving Cettificates,

24. Ensure that they are awate of aspects of your subject which ihey \\\\‘ 8
do not have to know for the examinalions,
7

. R TR RRERIR LRGN
25. Ensure that they can formulate hypolheses, seek evidence and t 1 s
reason logically,

6. Enahle them to develop an interest 1n subjects other than those 67
studied los exammateons.

27. Advise parents 1o give sex educalion to their chitdren, 63

28. Ensuce that they leave school intent on being masters ol their 58
destenres,

29 Help them to 1he and
of marniage

30 Teach them things that witl be ol direc use 1o them when they
1211 work i then jobs or rateess.

31 Run clubs and sncreties le ¢ sports, ubhies, social and youth
clubs) for pupds ont of schoal hows

32 Ensute that 3l purpils leel a1 home with fiqures and numbers.
33 Jash freedam*

34 Tearh them about a wide sange of cultures and phitosophies so
that theit awn can he seen 1o he ane vf many

35. Pucvade the pugals with sex pdugatia w the schaol.

36. Teach 1themi about hnnging up chitdren, hume repans, decarating
and sn on

37 Intenduce them ta new snbyecis ¢ g philusophy, socology,
archaeology etc

38. Teach them 1o be sceptical, that s to take little on trust.
39, Encnurage them 1o have 3 good ime,

*These two items have been abhreviated fram the items on the questionnaire which cead:

“Make sure 1hat they get an education that is 50 interesting, useful and enjoyabls that they will be keen to continue theit formal
education in adulf hie”

“Ensure thal thyy ase awars of the prolonged struggle for Insh (reedom and are determined 10 uphold the ideals which inspired it.”
Weighted base (= 100%) Al leachers rating obsectives for “more academsc™ pupils: 612,
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Chart IV

Objectives Receiving Most Attention.
Percentage of teachers (other than heads) who Tried Very Hard to Achieve Each Objective in
Their Own Lessons With the “More Academic” Pupils.

1. Help them to do as well as possible in external examinations like ] %
the Intermediate, Group or Leaving Certificates,

2. Help them to develop a considerate attitude towards other people.
3. Make sure that they really enjoy the lessan.

archaeology etc.

Weighted base (= 100"} all teachers other than heads raling objectives tor * more scademic” pupils: 528,

4. Encourage them to have oginicns of their gwn, 4 o1
380ssssoasessess
5. Encourage them to have a sense of duty towards the community. 59
6. Make sure that they are able ta read end study on their own, 1$eee8ieae028s L]
7. Teach them about what is tight and wrong. 57
8. Ensure that all students can express themselves clearly in writing. isr
9. Ensure that all pupils can spesk well and put what they want 1o 55
say iMo words easily,
10. Encourage pupils to be independent and to be sble 10 stand on 53
their own feet,
) 11. Help them to develop their characters and
12. Ensure that they are aware of aspects of your subject which they
do not have 10 know for the examinations.
13. Help them to ge1 on with other people,
14, Make sure that they get an education that is 1o interesting, usetul
and enjoyable that they will be keen to continue their formal
education in adult life.
15. Give them experience of taking responsibility.
6. Ensure that they know how to apply the facts and i lhlv
have learned to new prablems.
17. Make sure they get a thorough religious education.
18. Help them to take an interest in and to understand what is going
on in the world now,
19, Ensure that they can formulate hypotheses, seek evidence and
reason ogically.
20. Make sure they are confident and at ease in dealing with people.
21, To make sure they go out in the world to make Ire-
fand a better place in which to live.
22. Help them to think out what they really want to achieve in life,
23. To ensure that they leave school conlident, willing and able to
take the initistive in introduting changes.
24 Ensure that 2ll pupils feel at home with figures and numbers,
25. Tel them about diftarent sorts of jobs and careers so that they
can decide what they want to do.
26. Teach them things that will be of direct use to them when they
start work in their jobs or careers.
27, Ensure that they leave school intent on being masters of their own
destinies.
28. Enable them to develop an interes! in subjects ather than those
studied for examinations.
29. Give them information about the courses of Further and Higher
Education that are open to them.
30. Ensure that they are aware of the prolonged struggle tor Irish
freedom and are determined to uphold the ideals which inspired
.
31. Run clubs and socreties {e.g. sports, hobbies, social and youth
clubs) for pupits ont of schoot hours.
32. Teach them about a wide range of cultures and philosophies so
that their own can be seen 10 be one o! many.
33. Help them 10 the i c and ibilities of
marriage.
34 Advise parents to give sex aducation ta their children,
35. Provide the pupils with sex educatinn in the school,
36. Teach them about bringing up children, hnme repairs, decorating
and so on.
37. Teach them to be sceptical, 1hat 1s to 1ake filtle on trust.
38, Enconrage them to have a good time,
39, Intraduce them to new subjecis e.g. phitosophy, sociology,
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Chart V

Success with which Educational Objectives are Attained.
Percentage of teachers saying Education “Very Successful” or “Moderately Successful” in
Achieving each Objective with the “More Academic” Pupils.

1. Help them to do as well as possible in external examinations like
the , Group or Leaving Certiticat

2. Teach them about what is right and wrong.

3. Ensure that #l) pupils lee! at home with figures and numbers.

4. Make sure they get a thorough religious education,

5. Ensure that all students can express themselves clearly in writing.
6. Help them 10 get on with other people.

7. Help them to develop their characters and personalities.

8. Encourage them 10 have opinions of their own.

9. Give them information about the courses of Furthes and Higher
Education that are open to them,

10. Encourage them to have a sense of duly lowards Lhe community.

11. Help them to fake an interest in and 10 understand what is going
an in the world now.

12. Give them experience of taking responsibility.

13. Tell them sbout different sorts of jobs and careers so that they
can decide whai they want to do.

14 Help them 10 develop a cansiderate attitude 1owards other prople.
15. Make sure that they are able to read and study on their own.
16. Make sure that they really enjoy the lesson.

17. Encourage pupils fo be independent and to be able 1o stand on

1heir own feet.

18. Ensure that all pupils can speak well and put what they want to

say inlo words easily.

18. Ensure that they are aware of 1he prolonged struggle tor trish
freedom and are determined ta uphold the ideals which inspired
it.

20. Make sure they are conlident and at ease in dealing with people.

21, Ensure that they know haw to apply the facts and techniques they
bave fearned 10 new prablems.

22. Help them to think out what they really want to achieve in life.

23. Ensure 1hal they are aware ol aspects ol your subject which they
do not have to know for the examinations.

24, Teach them things that will be of direct use to them when they
stast work in their jobs or careers.

25. Make sure thal they get an aducation that is so interesting, useful
and enjoyahle that They will be keen ta continue their formal
educatinn in adult he,

26. To ensure that they Inave schaol conlident, willing and ahle 10
1ake the initiative in introducing changes,

27. Ensure that they ean farmudate hypotheses, seek evidence and
reasnn Ingically.

28. To make sure they go out in the world determined ta make Ire-
land a hetter place in which 10 live.

29. Run clubs and sacstirs (e g sports, hohbies, sacial and youlh
elubs far pupils out o schant howrs

30 Piovide the pupils with smx educatian 1n the schoal

31 Ensure that they tkave school mtent on being mastars of ther
dastimies,

32. Help thens to the and ol
marriage.

33 Fnahte them In develap an interest in subgects other than those
studied for exaninations

34. Teach them ahnut 3 wide range of cultures and philosophies so
thal thes nwn ran he sepn to be nne ol many.

35. Teach them ta he sceptecal, that ss In Lake bitite an trust.
36, Advise pareuts 10 give tex aducation 1o Iheis thildeen
37. Enconrage them In have a good time.

38. Teach them about hninging up children, bome repairs, decarating
and 50 00

39 londuce them 1o new subyrcts o.g. philosaphy, sociclagy,
archaeology pic

Weightad base (100%)

Al teachers antwering far the “mare academic™” pupils. 12

KEY
wywwy  Objectives thought “"Very
SEEYE  imporiant™ by more than
80% of 1eachers.
Objectives thought “"Very
Important” by 60-80% of
teachers.

Dbjectives thought “Very
- Important” by less than 60%
of teachers.
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The third thing to be noted from the Chart is that, while boys put
getting through examinations in second place, they put learning more
about academic subjects than is required for tests and studying non-ex-
amined academic subjects near the bottom of their priorities (actually in
positions 45 and 41 respectively). This discrepancy, taken together with
other information—such as the annoyance they felt if they were given
a lesson which was informative and enjoyable but did not relate to the
syllabus —suggests that what they mean when they say they want an
academic education is a high grade. The content is unimportant.
Goodlad’s*!? data amply support this conclusion.

All of these results are of the greatest importance: male adolescents
do want change, they do want schools to pursue personal effectiveness
goals, they do want schools to help them to identify, develop and get
formal recognition for their own personal talents, and they place no great
emphasis on the content of what is commonly regarded as an academic
education. What they mean when they say they want schools to focus
on academic goals is that they want certificates which will buy entry to
jobs, and these certificates can, at present, only be obtained through “ac-
ademic” studies (which, in practice, do not merit such a designation).

The obvious next question is whether male students’ views are shared
by females, parents, teachers and employers. The girls’ data are given
in Chart II, and it is clear that the answer to the question just raised is
a resounding “yes”.

Data are not available for these pupils’ parents but data from parents
are available from an earlier survey in Great Britain®', contemporary
work in the US*!# and later work in the Us®1s. Comparative tables
are available in Education, Values and Society: the Objectives of Edu-
cation and the Nature and Development of Competence™'°. Suffice it
to say that, while there are important differences, the parents’ data is
similar to the pupils’ data.

There are, however, significant differences between the data obtained
from pupils and parents on the one hand and teachers and principals on
the other. Teachers’ educational priorities are shown in Chart IIl. The
first thing to note is that, while these have a more prescriptive ring about
them than the students, teachers still think that the character development
goals of education are very important.



Educational Testing 25

Given this broad measure of agreement, the next question becomes:
“Why are these goals neglected?”. There are mang reasons for this
which it would not be appropriate to go into here*!’. However what
I will now do is present some data which suggest that, if these personal
development goals are to be achieved, it will be necessary, among other
things, to assess progress toward them as part of the certification and
placement process.

As can be seen from Chart III, teachers place getting students through
examinations in position 23. However, Chart IV shows that, according
to the teachers (and we will shortly see that they are correct) examina-
tion-oriented activities dominate the school day. And Chart V shows
that these are the only objectives which significantly more than half the
teachers feel they attain even moderately well.

It would seems to follow from both the students’ and the teachers’
data that it is what is assessed in the formal certification and placement
process which controls what happens in schools. This observation has
been confirmed by others>18, If, therefore, we want to influence what
happens in schools, we must influence what is assessed in the certifica-
tion and placement process.

But do we want schools to focus on different goals? We have seen
that students, parents and teachers think so (provided, of course, that the
change does not jeopardize pupils’ chances of getting a good job). But
are they right?

In a series of studies (including an extensive review of the literature)
we have confirmed that their opinions are largely correct. The qualities
which they want schools to foster are those which distinguish more from
less effective machine operativesz'lg, bus driversz'zo, laborers™ 1, sales-
men2‘22, farmers2'23, teachers”“", managers™ 5, businessmen>- , doc-
torsz'27, social workersz'zg, engineers 2 , scientists 30 officers in the
armed forcesz'31, diplomats2 32 and politiciansz'33.

Not only are their priorities for education correct: they are also right
when they say that these goals are neglected and poorly attained. The
many studies which confirm their opinions have included classroom ob-
servation studies, surveys of educational practice, and evaluations of ed-
ucaztigral outcomes. They have been carried out in both the UK and
Us™
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There are many reasons for the discrepancy between precept and
practice which is now so apparent™~. However, only two of them are
of direct concern to us here. (Anyone interested in finding ways of
enabling schools to reach their main goals should, however, examine
the other reasons for the discrepancy which are spelled out in The Most
Important Problem in Education is to come to Terms with Values, which
will be published by Trillium Press.)

One of the reasons why schools rarely foster qualities like initiative,
the ability to work with others, and the ability to understand and influence
society, is that people only learn to do these things by practicing them
in the course of undertaking activities they care about. Yet there are
no tools—ie assessment procedures—to help teachers to identify indi-
vidual students’ interests, priorities, and patterns of competence, to help
them to invent appropriate developmental experiences for each student,
and to help them to monitor their reactions. Without such tools, most
teachers cannot manage, simultaneously, a large number (30-odd, in the
case of the typical school class) of individualized, competency-oriented,
educational programs.

Another important reason why these goals are neglected is that there
is no way in which students can get credit in the certification and place-
ment process for having developed these competencies. And, since
teachers’ reputations depend on their students’ success, this means that
teachers cannot get credit for having fostered them. Many teachers are
acutely aware of the dilemma this poses, pointing out that they would
be jeopardizing their students’ life chances if they spent time fostering
these qualities and thereby deprived them of opportunities to secure high
grades on attainment tests. Parents, too, are often also acutely aware
of the problem2'3 6,

To make the point again in a way that moves us forward: what happens
in schools is not determined by the wishes of parents, teachers, Inspec-
tors, Ministers of Education or anyone else. It is determined by our
knowledge of developmental processes, by the tools available to teachers,
and, most importantly, by what is assessed in the certification and place-
ment process which controls entry to further education and jobs.

It is vital to appreciate the full implications of our observations (1)
that schools are failing to achieve their main educational goals, and, (2)
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that what they do is primarily controlled by what is assessed in the cer-
tification and placement process. What these observations are telling us
is that the main function of schools is not to educate but, as Jencks
suggested, to legitimize the rationing of privilegez'37. In other words,
it is not assessment per se which controls what goes on in schools, but
the use to which assessments are put—namely to allocate position and
status.

Since- this conclusion is as unwelcome as it is unexpected, it is im-
portant to cite some further evidence in support of it. For fifteen years,
a series of committees in England deliberated about the reform of ex-
aminations. These committees never arrived at firm recommendations.
Then the Minister for Education established a new committee and insisted
that it make recommendations within six months. The resulting
reportz'?}8 is of great interest because of what is said between the lines.
When I reviewed it I called it “a damning commentary on our society”.
It first notes that there is plenty of educational evidence which shows
that young people have a wide variety of potential talents and that schools
are capable of fostering them. It then examines the qualities which peo-
ple need at work and in society. It again notes the need for a wide
range of talents and areas of specialization. It then notes that, if schools
are to foster the wide range of talents which are available —and which
are so badly needed by society —it will be necessary to have a wide
range of courses directed toward different goals, covering different con-
tent, and making use of different educational processes. It next points
out that, in order to testify to the achievement of all these outcomes, it
will be necessary to create a wide variety of examining Boards offering
a wide range of syllabi, tests, levels, and modes of assessment. The
different modes will make it possible for the assessments to be geared
to programs with different objectives, and allow a wide range of talents
to be observed and recorded. So far, so good. All highly laudable,
comprehensible and rational. But then the committee does an extraor-
dinary —and at first sight inexplicable —thing. In a single sentence em-
bedded in a summarizing paragraph it says that “the results (of this
plethora of syllabi, programs, modes, and levels of assessment) will be
expressed on a single scale of seven points in a subject area”. This
recommendation in practice negates everything which has been said pre-
viously. What could have led the committee to make it? The only
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suggestion I can make is that there are hidden sociological forces at
work. It would seem that there is a sociological need to have a clear
and unarguable criterion to legitimize the allocation of social and oc-
cupational position and status and that this sociological force is so power-
ful that it over-rides all rational and explicit educational and occupational
considerations.

Although the evidence cited above shows that social forces mediated
by the assessment process lead teachers to behave in ways which do
not accord with their own priorities, most of the teachers we have in-
terviewed refused to acknowledge the inevitability of the controlling
power of assessment. Most of them simply wanted assessment to go
away: 84% said that employers and universities should have their own
selection procedures and leave schools free to get on with education>>’.
This is sociologically naive. Our own evidence—and common experi-
ence —is that they will end up teaching to the tests—and to whatever
goals are assessed —regardless of who does the assessing.

There are good reasons why teachers are reluctant to come to come
to terms with these sociological forces. Many people become teachers
because they want to help young people to grow, because they want to
communicate, and because they want to do a worthwhile job in the com-
munity. The idea that their main job is to allocate students’ life chances
is an anathema to them. Yet, if they were to entertain such an unthink-
able thought, they might (with the aid of researchers and others) be able
to find ways of harnessing these sociological forces in such a way that
they would push them in the direction in which everyone wants them
to go, instead of away from their goals. We would, after all, merely
be doing what Watt did when he harnessed nasty, dangerous, scalding,
wasteful steam to do useful work for mankind. My suggestion is that
this could be done by inserting into the certification and placement pro-
cess, measures of the very qualities which most people want the educa-
tional system to foster. We would then have an educational steam en-
gine, still fuelled by sociological forces, but under the control of edu-
cators rather than in control of them® ™.

The suggestion that the activities of teachers and pupils be controlled
by including measures of important qualities like initiative and the ability
to work with others in the assessment process, of course, creates serious
dilemmas which need to be made explicit and thought through. Many
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of these will be taken up later. But before doing so, it may be useful
to remind the reader that this was not the only reason for emphasizing
the need to find ways of assessing these competencies. Without better
means of assessing them, most teachers will find that it is too difficult
to implement multiple-talent educational programsz'41, and they them-
selves will be unable to get credit for such things as finding better ways
of meeting their students’ needs in staff appraisal systems.

2. The assessment paradigm controls what shows up in policy
evaluation, and thus what gets discussed in policy debate.

In the last section, I showed that the narrowness of the range of qualit-
ies which can be assessed using the currently dominant measurement
paradigm in the certification and placement process has seriously con-
stricting effects on what happens within schools. In this section, I will
show that the restriction which our current measurement paradigm places
on what is assessed in evaluation studies debases our concept of edu-
cation and restricts the range of issues which get discussed when edu-
cational policy is being formulated.

To start with, some of the observations which were made in the last
chapter may be summarized. There, I showed that educational “evalu-
ations” can be misleading, if not immoral (in the sense that they harm
individuals in the short term and society in the long term), if they are
not broadly-based. I further suggested that the Joint Committee’s injunc-
tion to use only tests which are reliable and valid for evaluation purposes
tends to trap evaluators into such studies. This occurs because there
are no reliable and valid measures of many of the most important out-
comes —both positive and negative —of educational processes. I hinted
that, without radical change in our measurement paradigm, it would not
be possible to develop such measures—because the most important out-
comes of education include the development of initiative, beliefs about
how organizations should be run, and the competencies required to
achieve one’s goals effectively. In this context, I suggested that, if
measures of such outcomes were included in evaluation studies, the bot-
tom line would often be that, while the program being evaluated did
improve students’ scores on traditional tests, it simultaneously had effects
which were — as authors like Goodman, Reimer, and Illich have repeated-

ly suggested — profoundly damagmg 42
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A more subtle effect of using tests which have been constructed to
satisfy the traditional criterion that “good” tests will have “normal” (ie
Gaussian, chance) distributions, is that they are rarely suited to the task
of demonstrating that the educational system as a whole, or any sub-
section of it, is not achieving important goals. One cannot get a “normal”
distribution across the entire population when only a few teachers are
fostering the talents one is concerned with. This is one reason why it
has so rarely been demonstrated that schools, in general, stunt the de-
velopment of qualities like initiative and the ability to work with others.

A corollary of this is that few of the tests which are currently available
are suited to the task of demonstrating that the educational system —or
any given teacher—is (or is not) producing a wide variety of different
types of excellent student. To do this one would need to stand current
concepts of discrimination on their side and demand tests which identify
what each student is good at, rather than whether he or she is good at
performing specific tasks selected by the teacher or evaluator.

There is another way in which the use of tests which incorporate the
assumption that scores should be “normally” distributed leads evaluators
to overlook important educational issues. The adoption of such tests as
appropriate measures of outcomes encourages researchers to adopt multi-
variate designs in which it is taken as axiomatic that the inputs will,
like the outcomes, vary in strength from place to place. A more plausible
assumption would seem to be that a few teachers will have created class-
rooms in which relevant educational activities occur and others will not.
One would therefore expect to find the desired (or undesired) outcomes
in some places and not in others. Thinking in terms of input “variables”
(which are likely to be monotonically related to outcome “variables”),
instead of about the nature of the educational processes involved and
their probable effects, hardly leads researchers to study what is going
on in such a way as to be able to identify which aspects of the process
are important and which are not—although this is often exactly what
the administrator who commissioned the research really wanted to know.
The adoption of a statistical (viz high-status) standard multivariate design
seems somehow to absolve the evaluator from the responsibility of hav-
ing to spell out the supposed chain of causal linkages between the “in-
puts” (eg money) and the outcomes to which those inputs are supposed
to be related —such as improved test scores. For this reason, evaluation
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studies rarely tell one much about how to improve educational processes.
They give one still less insight into how to get from what is to what
might be—for the constellation of activities which would yield the de-
sired result may be very rare in the world as it exists: that is to say, in
the world as it can be studied using a multivariate design. This does
not mean either that the effects of the components of an effective pro-
gram of education could not be studied at different sites, or that it would
be difficult to create more appropriate educational programs.

One particularly important consequence of the widespread failure to
examine educational processes (itself deriving from a pre-occupation with
“variables”) and the institutional and sociological contexts in which they
are embedded, is that researchers have often overlooked the fact that
the failure of a particular innovation to achieve a desired outcome is
often due, not so much to the inappropriateness of the input itself, as
to the negation of the effects of that input by other aspects of the system.
For example, one regularly comes across evaluations of curriculum-de-
velopment projects in which a number of teachers have been trained in
“new methods”. These teachers have then been dispersed around a num-
ber of schools. No steps have been taken to ensure that parents, other
teachers, or students understand the distinctive goals of the project. Cru-
cial equipment and books are often absent and there is often no support
to help the teachers to implement the innovation wholeheartedly. The
students spend much of their time with other teachers whose teaching
may, at best, neither support nor reinforce the new methods, but who
will often deliberately change their teaching with a view to undermining
the “new-fangled” ideas of the project teacher. Believing that they are
acting in the best interests of the students, these other teachers may in-
crease the formal content of their teaching to counter the “damage” done
by the innovator. Projects which have been able, simultaneously, to
change both the content of teaching and the tests used to assess students
and pass final judgment on them are conspicuous by their absence. For
this reason, other teachers, parents, and students sense that the life
chances of the “experimental guinea pigs” are being jeopardized, and
intensify their efforts to help them reach traditional goals. Unaware of
all this, the project evaluators administer their tests and add the project
to the long list of “failed attempts at curriculum reform”.



32 John Raven

One does not really want an evaluation to tell us what actually is the
effect of some change, weakly implemented, in the absence of a sup-
portive context, on outcomes of little individual or social importance —
outcomes which are, in any case, only tangentially related to the-goals
of the innovation. One wants to know what the effects —both positive
and negative — of some change in the educational process would be on
important long-term outcomes (like the economic and social development
of the society concerned) if the changes were properly implemented in
a supportive context. And one wants to know which changes—both
educational and contextual —are crucial to obtaining desired outcomes
and avoiding undesired ones>*.

A still more serious variant of the sequence whereby a focus on out-
comes leads researchers and evaluators to fail to study the relevant pro-
cesses, is that it encourages researchers and evaluators to dismiss as un-
important educational activities which do not affect the very narrow range
of outcomes with which evaluators have traditionally been preoccupied
(ie those which can be measured with “reliable and valid tests”). This
is particularly likely to occur if the educational processes in question
are themselves regarded as intangible and unmeasurable. Examples of
these include most of the educational processes which are designed to
lead— and which from time to time do lead—to the transformation of
students. As Jacksonz'44 has emphasized, this includes most activities
which are intended to lead to spiritual or moral conversions and those
which are designed to release previously unsusgected capacities, talents,
and energies. Jackson, Havighurst and Taba ‘45, McClelland**% and
Dolphin and Raven>*” have noted that such transformative experiences
tend to occur as a result of such things as exposure to people who are
good at doing things one wants to do oneself or people one would like
to be like. (Such role models may be personal, or embedded in stories
or parables). Other transformative experiences include coping with
stressful and demanding situations>*®. Some of those we interviewed
in the course of the environmental studies project mentioned earlier
claimed that relevant experiences included encounters with something
greater than oneself whilst undertaking demanding activities one cares
deeply about. Alternatively, they may be associated with the sense of
awe and wonder which sometimes comes from contemplatin§ 4tgle: com-
plexities of organisms or symbiotic relationships. Foshay’s™"" “spiri-



Educational Testing 33

tual” — or self-transcendent — dimension — which, he argues, should form
part of all discipline-based studies —should, perhaps, be included here.

Another set of processes which the adoption of a variable-based ana-
lytic framework has led researchers to neglect are those associated with
people’s tendency to actively select and construct the environments in
which they live and work.

There are many who claim that such processes are not amenable to
scientific study. This has led some to assert that both education itself
and educational evaluation are arts in which science, or at least positiv-
ism, has little place. Both JJositions reveal a profound misunderstanding
of the nature of science>>°. The history of science is an account of a
process of making the intangible visible: Ampere used a magnetic needle
to make electricity visible; cloud chambers are used to make the paths
of neutrons visible.

The adoption of “reliable and valid” tests as the only legitimate basis
for scientific evaluation both arises from, and reinforces, a view of sci-
ence in which pride of place is not given to the evolution of new un-
derstandings, new ways of thinking, and new ways of making the in-
tangible visible, and this mistaken concept of science leads administrators
to be unwilling to fund —never mind commission —work which is de-
signed to develop an understanding of educational (including transfor-
mative) processes or to find ways of measuring “intangible” inputs to,
and outcomes from, the educational process.

I may summarize what I have said in this section by saying that the
use of traditional tests, judged to be excellent against such criteria as
discriminating power, internal consistency, reliability and validity has
led to the adoption of inappropriate evaluation designs, to misleading
research conclusions, to socially and ethically unjustifiable policy recom-
mendations, policies and practices and to the perpetuation of inappro-
priate views of both the research process and science itself. It would
seem that, instead of judging the goodness of tests against these criteria,
we need to evaluate them against such criteria as whether they enable
people to identify, develop, and get recognition for their talents, tend to
yield new insights into the educational process, offer important insights
into the benefits and disbenefits of particular educational programs, help
us to identify what is working and what is not working —and why — and
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how to improve the educational process, or enable teachers to identify,
foster, and credit talents of each and every student in their class.

3. Current assessments do not recognize students’ talents,
thereby damaging most students’ development and life chances
and depriving society of their most important potential contri-
butions.

Factor-analytic studies conducted by psychologists since the turn of
the century have, on the whole, reinforced the tendency of teachers to
think in terms of “ability” rather than “abilities” (or multiple talents).
There is a general feeling in education that, by and large and in the
main, the tests which are currently available distinguish between “able”
and “less able” students. Anger that current tests not only fail to recogn-
ize important talents, but actively stunt their growth, is not widespread.
In the paragraphs which follow, I hope to show that this complacency
is not justified.

.51
In the course of our re:search2 51 we have encountered a few teachers

who have been able to help all of their students to identify and develop
important talents. What was most distinctive about their work was that
they persisted in looking for students’ strengths even when those students
were conspicuously unable to do some of the things which other students
accomplished effortlessly. They sought— and obtained — the help of their
students in this process. But, to make this process effective, they had
to supply the students, as a group, with the concepts they needed to
think about multiple talents—and they had to create developmental en-
vironments in which those talents could be displayed, developed, and
exercised for the benefit of the group.

In chapter 1 I gave some examples of the kinds of talent and compe-
tence which they were able to identify and foster: the ability to persuade,
the ability to make acute observations about bio-physical processes,
people or society, the ability to make good judgments, and the ability
to defuse tension in a group. What emerged was that it was much more
appropriate to discriminate between students in terms of what they were
good at than in terms of thelr “level of ablllty

Taylor and his colleagues 3 have shown the same thing more sys-
tematically, portraying the results in terms of “totem poles”. In a similar
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vein, Smith>>* found that the simple expedient of requiring teachers to
identify what each student was good at, how he or she had contributed
to the school as a community, and how the school was going to help
the student, with the parents’ assistance, to develop his or her particular
talents during the next term, resulted in a virtual revolution in the school
precisely because these procedures led the staff to discover, not only
that all students were able (albeit in different ways), but that those abil-
ities could be fostered and recorded. Burgess and Adams>>> have set
up a more general system with similar aims. In our own work™ ® we
have identified such a long list of important talents that it is impossible
to believe that any one person could develop more than a few of them:
different people must possess different talents.

Further evidence that the range of tests traditionally used in schools
measure —and focus attention on—only a tiny fraction of the talents
which schools could be identifying, fostering, and recording comes from
studies of what happens when people get to work. Bachman and his
colleaguesz'57 not only found that 80% of the young adults they inter-
viewed said that they had been able to identify and develop their talents
at work (compared with 13% at school): they also found that the expe-
rience of work led to the most significant developments in competence
and changes in personality that had occurred in these young people’s
entire lifetimes. We?>® found that one of the things which young people
liked about work was that they were able to do things which they were
good at and not the uni-dimensional boring things—which they were
not good at anyway —which they were obliged to do at school.

The conclusion is inescapable: human talent is extremely varied and
diverse and its varieties bear little relationship to the types of talent
required to do well at school. We therefore do an injustice to most
students by failing to help them to identify and develop their talents.
As Flanagan2'59 has shown, the cost— in terms of personal suffering and
loss to society —is enormous. Teachers are not only not helped to im-
plement multiple-talent programs by the tests which are currently avail-
able: they are actively prevented from doing so by the need to goad
pupils to obtain high scores on tests which will buy entry to courses of
further or higher education and good jobs. If we are to tackle these
problems, if we are to help schools and individual teachers to pursue
their educational goals, if we are to enable schools to foster our children’s
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talents and recognize those talents once they have been developed, we
need a very different measurement model.

4. Construct Validity: Most tests measure neither “academic”
nor “intellectual” ability.

Her Majestg s Inspectors of Schools in Scotland (whose work I men-
tioned above) , Goodlad>®! and Raven et a/*®? have shown that most
school days are fllled with boring, non-cumulative, routine activities
which rarely involve analysis, evaluation, judgment, critical thinking,
reconciling different points of view, communicating, or developing new
insights into historical, literary, scientific or social issues, let alone iden-
tifying or solving new problems. There is little sensitive, respectful fa-
cilitation of the development of students’ particular talents. In Goodlad’s
words, “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, reassuring, leading,
working with others, or developing their own understanding of how
society works and taking the steps needed to influence it. There is even
little writing of continuous prose, let alone prose which is revised and
re-written over an extended period of time in order to convey something
which is important to the originator to an audience which he or she
wishes to influence, or to a recipient who needs the information. Langu-
age teaching mostly involves students underlining words in sentences
and learning teacher-generated “rules” of grammar. Arithmetic mainly
involves applying mechanical rules without understanding. These, of
course, are the operations measured and rewarded by the tests currently
in use: the effective teachers whose work was mentioned above gand
which is portrayed in more detail in Opening the Primary Classroom '63)
pointed out that such things as the ability to use context and structure
to locate desired information, the ability to discard most of the material
which crosses one’s desk because it does not relate to one’s purposes,
the ability to use material one reads—even if it is not directly relevant
to one’s purposes—to stimulate lateral thinking about problems one is
trying to tackle, and the ability to use innuendo, layout, and gestures to
convey a message, does not show up on traditional tests. Nor does
possession of the strategies which will be required to perform arithmetic
correctly once mechanical associations (eg 7x9 = 63) have been lost—
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and, make no mistake about it, the IEA’s research>%4 demonstrates that
such associations are ragidly forgotten once they are not practiced daily.
Conversely, the HMIs’ 65 and Cockeroft’s work?% shows that many
students cannot even use their knowledge that 7x9 = 63 to calculate in
a shop what 7 objects, each priced at 9c, will cost. Thus, not only do
most of the available tests not measure the ability to undertake any form
of academic or intellectual (or even practical) activity worth the name — ie
they lack construct validity —but they also trap teachers and students
into activities which mean that it is inappropriate either to describe most
schools as academic or vocational institutions or to describe the activities
which take place in them as intellectual or practical.

This conclusion that most tests lack construct validity in the sense that
they fail to measure academic, intellectual, or practical competence, is
reinforced by analyses which show that they measure only temporary
mastery of small and arbitrary samples of low-level information drawn
from the vast domains of knowledge which exist in each disciplinez‘67.
50% of the information which students have memorized has been for-
gotten after one year and 80% after two year52'68. The low-level, non-
specialist knowledge which is required to do well on the tests is out-of-
date when it is taught, is non-cumulative, and is unlikely, even if
remembered, to be of value to those concerned in the future. When
people require knowledge, they usually need up-to-date specialist knowl-
edge —which frequently did not even exist when they were at school.
While half of the middle-class adults we interviewed in one of our stud-
ies”% said that their education (ie their exam grades) had helped them
to get a job, only 13% —even of this group—said it had helped them
to develop useful skills. Working-class informants were, understandably,
even less positive. Their “education” did not even enable them to get
a good job. When one gets beyond the “3Rs”, the tests currently avail-
able have even less construct validity. There is no sense in which tem-
porary knowledge of a smattering of out-of-date scientific facts can be
said to be a valid index of scientific knowledge — for such a label gives
the impression that the knowledge assessed is in some sense a representa-
tive sample of the whole domain of scientific knowledge. Still less can
a score on such a test be described as an index of the ability to think
scientifically, the ability to keep up to date in a specialist field, the ability
to find information relevant to problems one encounters, or the ability
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to make observations which aid in solving those problems. Actually the
problem is even worse than that because, as Taylor and his colleague:sz'70
have shown, there are at least 12 different types of outstanding research
scientist (never mind scientists in general). These all possess different
concerns and patterns of competence. Furthermore, rnone of them is the
sort of person who gets high grades on traditional achievement tests. It
“is therefore misleading to describe the tests which are commonly used
as measures of “scientific knowledge” —still less as measures of
“scientific ability”.

This is a convenient point at which to draw attention to one more
implication of the data which have been presented. We have seen that
vocational competence demands high-level competencies, including in-
tellectual and academic competencies. We have also seen that any form
of intellectual or academic activity worth the name also demands many
of these competencies. Thus, contrary to common assertion, there is no
tension between the goals of general education and vocational education.
The achievement of both demands high-level, professional, educational
activity which is conspicuous by its absence in schools. The real tension
is between educational goals, personal development needs, and vocational
needs on the one hand, and the sociological need to have a clear and
unarguable criterion for legitimizing the rationing of privilege on the
other. It is this tension which resulted in the previously-mentioned
recommendations of the Waddell Committee —“that the results (of a
plethora of attainment measures based on different syllabi, levels, and
modes of assessment) should be expressed on a single scale of seven
points in a subject area” —finding itself in competition with an explosion
of “profiling” systemsz'71 which, it is (vainly) hoped, will make it possi-
ble for schools to give students credit for their talents.

Although 1 have said enough to discredit the whole testing enterprise
as it is currently organized, I cannot resist rubbing salt in the wound.
Many traditional academic attainment tests lack both reliability and the
ability to discriminate: Spencer found that 60% of the variance in non-
multiple-choice grades arises from variance between examiners; only
40% is due to variance between the students>’2. The raw score differ-
ence between an A and a D grade is typically only 8 raw score points.
Most of this small difference is attributable to differences in presentation,
not differences in knowledge of the subject matter. Wolf>"? has shown



Educational Testing 39

(1) th