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PREFACE 

"!:n this pa p e r , I at tempt to con dense into a f e \!' sc or e pa ges 

a topic t hat has filled many v olumes. In orde r t o a c complish t h i s , 

I hav e been compell ed to s et limits upon myself at n ea r ly ever y 

tur n . 

I have , unwillingly , presumed much upon the r eader , t rust i ng 

that ni s own knowledge o f t h e s ubject \vil l fill a't least the mor e 

obvious gaps in spec i f i c i t y . I have severa l time s been f or ced t o 

offer a mere tan tal i zing peek into an aspect o f my topic be f ore 

dismissing it a ltogether t o attend t o some more pert inent aspec t . 

iUld too often I hav e had to allow a def inition to s uffic e where 

a full explanation with examples would , I know , have be en more 

satisfactory. 

I mention this vrith s orrow but n o shame . This paper was not 

meant to be all- encompassing nor a conclusive t r eatment of the 

subject ; rather it was merely intended to pr esent an overview of 

the historical , psychological and pb.i.losophical infl uences upon 

educa~ional objective s , meth ods and e valuation. This much I trust 

it does do . 

I must here express my i n debtednes s to my t wo r i chest re

cources : 11Developroent as the Aim of Educa t i on , " by Kohlberg and 

,ayer ; and Models f or Teaching, by J oyce and Wei l ( c ons ult bib

liography) . I quoted lavisnly from bo~h a nd many o f t he ideas ex

pressed in my paper found their r oo t in i deas exp r essed i n t hese 

two sources . Both were invaluable to me and I am grateful . 

This pa per has b een my most ambitious , and laborious , un

dertaking todate . It ha s also be en one of the mos t profitable 

learning experi ences of my college car eer and i s , therefor e , a 

fitting pr oject t o mark t he cul mina tion of my undergradua t e stud

ies . 

~eade r , be kin d •• . 

i o sanne Fae Goad 
Lindenwood Colleges 
Mar ch 1980 



EDUCATIONAL OBJECTIVES , METHODS AND EVALUAT!O~ ces 
fJ.tle!l 

The Historical , Psychological and Philosophical In 

and 

Of the many education- r elated questions which 

re- asked by educators and those con cerned wi th 

at least thre e are central . Specifi cally : 

1 ) Nhat should the goals of education be? (obje 

. ..,,es) 
C tJ. 

nods) 
2) How can these goals best be realize d? (met red? 

111ea.stl 
3) How is the attainment of t hese goals t o be 

(evaluation ) icsl , 
•s tor w one 

This paper shall attempt t o examine some o f t he h~ 6 ~o 
infJ.llenc 

psychological and p hilosophical factors whi ch 

answers the questions j ust posed . 

Ob j ectiv e s J. aJld 
f l). 

In addressing the f irs~ question , it is both us~s of edu-

necessary to t ake a backward look to see bow t h e goa tl6 st
1 0

n 
· • . . roaPY q t that 

cation have been a r rived at historical ly. While f~c 

whether such a thing is prudent , it is none t hele65 8 
t , nave 

t pa..:r -
throughout history educational goals , for the mos P (cor 

d cat!0 y •s 
been highly society- related . That is to say , e u ~et 

d soc 
riculum and emphasis) have t raditionally refl ecte . 0ea15 

. the J.. 
needs and values , rather than society r e fle c ting 

t o 500 B. C. , .,. and concerns of education . j.O_. 

This was true of e d uca tion in Ancient Greece • prd8 ~e1opment 

Greek education was direc t ed toward t hree goals : 
th

e ~~e de-
e.Pd first 

of social skills , the development of civic skills , t ~e 
signifi cant t h8t et"'ation velopment of military skills . It is 

obS ·c 
was a cc omp11e hed at home , the second through civi 

1 11 need 
and participation , and only the t h ird in 11 s cboo • j.J"llo.:rY 

h p:r d pre-
The reason for this was obviou s , howe v e r . T 8 eP 

iPg 
at this j uncture of Greek history ,aas the condi t i O.ll 



paration of youth for war ; thus , during this early period , the 

pr imary "curriculum" consisted of jumping , running, wrestling, 

javelin- hurling and discus- throwing, and "schools" were r eserved 

for the teaching of these necessary skil ls . By 500 B. C. , however , 

war no longer loomed so imminent a t hr eat; so Greek s chools began 

t o concentrate more on t he previ ously secondary concerns of i n

tellectual and civic developmen t . 

And American education seems to have followed the example of 

Greek education in allowing society to 11 dictate " what its educa

tional emphasis wi l l be . For inst ance , because of the 17 th- cent ury 

Puritan emphasis on religious , pr ac t ical and moral_ concerns, the 

major thrus ts of 17th- century educa t ion we r e teaching students 

to read (so they could read the Bible f or thems elves) , plying them 

with continuous 11 mor al lessons " (s o the Puritan way of life would 

be perpetuated) , and s tre ssing the pr a c tice of practical skills 

like ciphering , spell i ng and writing (so s tudents would be able 

to function adequately i n the Puri tan wor ld) . 

I n the 18th centur y , of course , Americans wer e more concerned 

with philosophical i ssues like freedom and democracy . Thus , oy this 

time , Thomas J effers on fe lt compell ed to describe t he pr imar y ob

jectives of s chools a s being "the pr otection of s ociety f r om the 

s pectre of tyranny . 111 I n o t her words , since society ' s largest 

need (from his per spective ) was protection from tyranny , the meet

ing of this need shoul d be educati on ' s largest emphasis . 

The 19th ce ntur y in America wit nessed the negative effects 

of "urban blight , 11 br ought on in part by mass exodus from the farm 

to t he city and by mass ive influxes of Eur opean immigr ants to urban 

areas . Three men i n parti cular , Nilli am Holmes McGuffey , Horace I-Jann 

and Henry Barnard , de cided the best and perhaps only way to counter 

act the negative for ces a t work i n America ' s ci ties was to point 

schools i n the direction of (1) emphasi zing personal morality and 

(2) finding s olutions for the nation ' s social problems . 

For four generations of students , McGuffe y ' s Eclectic Reader 

(first published in 1836) became a vessel for deriding the deadly 

e vils of lying, cheating , idl eness , dr inking , stealing , disobedi

ence to authority and the like , while promoting the virtues of 

promptness , goodness , bones~y, thrift , hard work and staying out 

of debt . And together , Mann and Barnard :promulgated the notion of 
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the "common s chool, 11 provi ding t uition- f r ee education for all s tu

dents , withou t t h e previ ous dis tinctions of s ocial class . In the 

now f amous words of Mann ' s Twelft h Annual Report , educati on was 

to be ,, ••• the great equali zer of ~he condit i ons of men--the 

balan cewh~el of the social machinery. " Barnard , t oo , saw the 

worst abuses in the American social system as due , l argely , to 

the negat i ve i mpact of cla ss an t agoni sm , which was itself a 

r esult of class pr e judice . 

The " Common School Movement " whi ch evolved from the liberal 

stance thus assumed by Hann and Barnard and t heir associates \11as 

in direct response t o the nati on ' s anxie t i es about the era ' s vast 

populat ion i ncr ea ses and too r api d soci a l change . As s uch , the 

education of t he day became a mi r ror i mage of i mplicit na tional 

a ttitudes regar ding busi ness , moral ity , class and r a ce . 

By the end of t he 19th cent ur y and i nto the beginning of the 

20th , the goals of educa t ion had shif t ed again, t his t ime dic

tated by "Bi g Bus iness. " School a dminist rators f ound t hemselves 

a ttempt ing t o emulate prominent business men of the day , l ike 

Rockefeller , Carnegie and Morgan . Te r ms l i ke "effi ciency" and 

"productivity" wer e be coming (alar mingly t o s ome ) s t andard class

room verna cular . I n f a c t , one of the expres sed goa ls of i nst r uc

tion dur ing this period was to " maximize the ef fi c i ency with which 

all s t uden ts a chieve specified ob j e ct i ves . 11 2 To say the least , 

s chool s , l ike business , were more a nd more bur eaucra tized. Cur

r iculum wa s organized , planning supervised , t eaching met hodized , 

testing standardized and r esults analyzed . Schools , it s eemed , 

had begun t o t ake of t he very char a cter and nat ure of a "peda 

gogi cal factory. " 

As bad been t he case in past eras , educa t i onal va lues in t his 

era re f l ected Ameri can values in ge neral . One o f the outcomes of 

t his materialistic mindset in education was t ha t , while the per

pet uat i on of ethics and ae s t hetics was s t ill valued by some , in 

t he main t hose s ubjects not dir ectly t r ansl a t able i n to s ome mone

tary , s ocial or practical 11 pa y- off 11 had di f ficul ty maintaining 

t heir status in the Amer i can cur r iculum. Gains were made in stu

dies l i ke ma t h , s ocial s tudies , hozne economics , i ndustrial arts 

and ps ychol ogy ; whereas subjects like musi c , art , biol ogy and 

histor y were maintained primari ly for t hos e s tudents who had 
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Nor was this trend reversed until the days of the Great Depression . 

At that time , Americans seemed to s uddenly lose their earlier faith 

in the omniscience of Big Busi ness ; and schools , char acteristically , 

reflected this change in attitude . 
This marked the beginning of t he federal government ' s influ

ence in schooling. 11/here business and industry had failed , gov

ernment must fill the gap and ves pond to the educational crisis of 

the day. It is not surprising, t hus , that governmental policy and 

educational policy since 1930 have become almost inextricably en-

twined . 
This is not to say that government has set all educational 

standards and goals in the decades since the ' 30 ' s ; but it is not 

diffi cult to point out the broad, often sweeping , influence gov

ernment has had upon education since t hat t ime . For i nstance , 

through the Na t ional Defense Training program of 1940 (just prior 

t o WWII) , the government prepared f or possible militar y confronta

tion Ydth other nations by offe ring s t udents incenti ves to enter 

defense- related occupa tions . 
Another example of government ' s i nfluence upon educational 

goals was the pass a ge of the National Defense Training Act of 1958 

(just subsequent to the launching of Spu tnik) . American educators 

had been suddenly shaken out of their educational rocking chairs 

by loud accusai;ions from the populace that the American curriculum 

was too 11 soft . 11 So, curriculum was "hardened"; that is , t here was 

a strident march 11 back t o the basics " i n ma th and s cience , with a 

concentration on s cientific investigation and discovery. Reading 

and writing skills were given new emphasis and the study of lan

guage on the whole was vastly influenced by progress recently 

made in the linguisti c a ppr oach. Foreign languages were suddenly 

favor ed subjects . History, on the other han d , lost some of its 

force among the social sciences ( t h e new emphasis , a fter all , was 

on l ooking forward , not backward) ; but studies like sociology , 

anthropology and economics sprouted new gr owt h in both elementary 

and secondary s chools . 

Houever , not even this strong new sur ge in t he emphasis of 

education was to l ast indefinitel y . Never static for long, socie ty 

(and , with it , American education) had swun g full circle by t he mid 

6o •s . In reaction to the materialism of ear lier decades , in re-



sponse to the alienation brought on by life in a 11 cold war" world , 

and perhaps more significantly , in protest of an immoral(?) war 

in southeast Asia , human rights became the larger emphasis of 

the 60 ' s . This was as true in American s chools as in American 

streets . 
social injustice was decried everywhere , it seemed, and schools 

5 

were blamed for much of it . Here again , big daddy government stepped 

in vlith the passage of the Equal Rights Amendment of 1968 and schools 

(and other institutions) felt its impact . 

Under the duress of extrinsic pressur e brought t o bear by 

federal courts , schools began the move toward f orced desegregation 

and integration across lines of social class , geogr aphical loca

tion and race . Nhether or not the purpose of t he move was fully 

served is one that may yet have to be answered; but the f a ct re

mains that schools of the 60 1 s , like schools of previous decades , 

were not forming society but being formed by it. 

If strides have been made i n the ?O ' s , and if education in 

this decade has , in any way , been more leader than follov,er , it 

must be in the newf ound emphasis on speci ali zed and individualized 

education. Vocational- technical s cbools--for everything from diesel 

mechanics to data processing, from computer programming t o airline 

flight attendant trai.ning- - are readily availabl e nationwide. Auto

tutorial , independent study and mass adult education programs have 

mushroomed on college campuses. As never before , adult continuing 

education is being emphasized . And perhaps not since Rousseau ' s 

imaginary pupil, Emile , has so much attention been paid by educa

tors and education t o t he needs , priorities and choices of the in

dividual . 

At least , never before has the i ndividual had such a broad 

range of educational choices . But it may be that , even so , much 

of the impetus for making this "broad range of choices" available 

stems from society ' s diverse demands on the individual today. It 

may well be that education is merely being compelled to attempt to 

keep up with society ' s enlarged expectations. 

Of course , it is still too early to take the educational pulse 

of the 80 1 s but there is little enough reason to expect this next 

decade will do more than follow the unbroken pattern of the pr evious 



200 years of American educational history. That is , if education 

has been the mirror ioa0e of socie ty ' s needs and values for the 

past 200 years , what reason has one to anticipate a change in the 

routine now? 
Indeed , why? It is one thing to say that society , in the past, 

has categorically dic tated what education must be ; quite another 

to assess the worth of this tradition . Is society really the best 

barome~er for education? Or , adversely, should education shape 

society rather than merely reflect i t? 

If yes to the latter question , can education justly be ex

pected t o be so far- sighted , crea~ive , i nnovative and omniscient 

as to know what future directions all of society should take? I s 
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it even the proper business of education to attempt to shape soci ety? 

This final question , of course , takes one back to the original 

problem: how should the underlying val ues of American education be 

arrived at? Naturally, anytime a ~uestion is value- related , t he 

issue is likely to be highly controversial , simply because each 

communi-cy or group or individual is likely to have divergent vie\7s 

concerning what is and i s not of value in education . 

As histor y ha s shown, education in any society is inextricably 

woven around what that parti cular society holds to be of value . An 

excellent chart provided by Johanna Lemlech and Merle B. Mar ks in 

"The American Teacher : 1776- 1976" shows t his relationship in the 

various eras of American education for ~he past 200 years : 

EBA 

Colonial Period 
to 1776 

Revolutionary War 
t o Ci Vil .,ar 

Civil Nar to 1890 

1890 to Close of 
World 17ar I 

DOMINANT THEME 

Religious 

Political- Business 

Practical- Labor 

College Preparatory 

DISTINGUISHING FEATURSS 
OF POST ELEMENTARY 
CURRICULUM 
Latin , Greek , Bible , 

Arithmetic 

Mathematics , Histor y , 
Geogr aphy , English 
Grammar 

U. S . History, Znglish 
Composition and 
Literature , ~odern 
Languages , Physical 
Sciences 

English Literature, 
Composition , Grammar 
and Rhetoric, Hi.story 
and Geography, Bio
lo;.:ica] ;:inrl D1,,,,,_, __ , 



,,orld ,:ar I to 
,iorld , ar II 

I•.ass Education 

Close of \1or ld 1.'ar II Comprehensive 
to Bicentennial 
Year 
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Social Stuaies , ~nglish , 
Science, Foreign Lan
guages , Mathematics , 
Industrial Arts, 
Vocational Education , 
Business Educati on , Home 
Economics , Arts , Music , 
Health and Safety 

Consumer Education , Career 
Education , World of Wor k , 
Ethnic Studies , and 
Human Rela tions3 

s o , 1;hen, it goes without saying that a society will teach 

what it values, just as it will not teach what it does not value . 

For instance , an atheistic nation is little likely to include Bible 

stud.:__es in its daily curriculum; whereas a parochial school would 

make Bible studies a major part , if not t he focal point , of its cur

riculum. nascd on inferences drawn from this observation, the next 

consideration must be wha t primary 11values11 exist in contemporary 

American education. 
In!\ pape:- ent itled 11.)evelopment as the tim of Education, " 

Lawrence hohlberg and Rochelle f,1ayer of harvard University deal with 

the varying values o: what they see as the three major educat ional 

ideologies in contemporar y American: namely , romanticism, cultural

transmission and progressivism. Their paper goes on to establish 

tho connection between each i deology ' s values and the str ategies 

of each for defining their objectives . The strategics described 

are , respect.:vely, the "bag of virtues , " or desirable t rait strategy 

(:::-omantic) ; the "industr ial psychology, " or prediction of success 

strategy (cultural transmission) ; and the "development- philosophical" 

strategy (progress i vism) . * 

In the opinion of !{ohlberg and Mayer, the latter is the only 

"theoretical rationale which withstands logical criticism and is 

consistent with, if not ' proved ' by current research findings . 114 
As such , it is (in their es t imation) the only logical choice as 

the oasis f or det ermining educational objectives . 

Before summarily dismissing or embracing any parti cular educa

tional ideology , however , it is only fai r to offer at least a per

functory discussion of the major beliefs and characterist ics of each . 

?or ~ts part , ro~anticism in educational theory commenced with 



3ousseau , was later influenced by Freud and has lately been re

presented by A. s . Neill in his SUJlllllerhill school . Romantics hold 

t.ha t : 

••• what comes from within the child is the mos t im
portant aspec t of development ; therefore the peda
gogical envi ronment should be permissive enough to 
allow the inner 11good" (abilities and social virtues ) 
to unfold and the iJlner "bad" 'to co:::ie under control . 5 

a 

Cultural transmissionists , on the other hand , are deeply rooted 

in 'Jlestern tradition and believe their primary task must be to pass 

on to t he current generation what has been learned in past genera

tions. In their view, " •.• educating consists of transmitting know

ledge , skills , and social and moral rules of the culture . 11 6 The be

havior modification school of thought is a natural subscriber to 

and example of -che cultural transmissionist i deology. 

The third ideology , progressivism, is emerged from what Kohlberg 

and r.ayer describe as "the pragmatic functional- genetic philosophies 

of the late nineteenth and early twentieth centuries . 117 As s uch , 

progressivism is the s-cepchild of Piaget and the godchild of Dewey. 

For those who accept Piaget ' s notion of development as the progression 

from one to the next highest invarian t or dered sequential stage , ed

cational development must be accomplished by supplying for the stu

dent those conditions \'/hi.ch will best enable him to accomplish t his 

psychical progression. Specifically , the student is confr onted vrith 

both cognitive (mental) and affec t ive (emotional) conflicts , the 

solutions of which require hir. t o do -che work of "thinking. " One ' s 

cognitive abilities are developed by the mental exercise o! problem

s olving , just as one ' s biceps are developed through the physical 

exercise of we..:..ght- lifting. 

In a paper of this na ture , it is impractical if not impossible 

to do more than present a mere outline , or general overview , of the 

respec t ive emphases of romantic , cul t ural - -cransmis sion and pro

gressive ideologies ; therefore the foregoing is admi t tedly brie f 

and overly simplistic . However , -it would be unfair to dismiss the 

topic of strategies for defining educational goals without at 

l east peeking into each ideology ' s underlying psychological and 

philosophical bases . This is so because , naturally , what one be

lieves about how learning actually takes place (the psychological 

component ) and what one considers valuable in education (the philo-



sopbical component) combine to form the basis for defining educa

tional objectives . Succintly stated, Kohlberg and Mayer rega r d th.is 

psychological/philosophical interrelationship as " • •• the problem 

of relating psychological statements about the actual characteris

tics of children and their development t o philosophic statements 

about desirable characteristics , the problem of relating the na

tur al is to the ethical ought . 11 8 

Dealing first with t he psychologi cal component , each ideology 
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has embraced a s eparate theory of cognitive and affective development . 

Romanticism accepts the 11maturationist11 notion that development oc

curs by 11 unf olding through prepatterned stages . 11 9 This , of course , 

is somewhat akin t o the Freudian concept of stages that are inborn , 

hereditary , and biologically- linked. 

Langer (1969) provides the metaphor of a plant or animal grow

ing as an aid t o understanding the maturationist theory. Specific

ally, just as a flower , f or instance , is nourished and stimulated 

to growth by sun and rai n, the mind and emotions are s i milarly 

''nourished and s timulated II by their environment . Growth itself 

is genetically p rescr ibed , in a child as in a flower ; but the 

enviroll.lllent can influence development , parti cularly by arres ting 

or frustrating i t . In other words , too much or t oo little sun and 

r ain has a physi cally devastating effect on a flower just as i m

proper environment bas a devastating effect 6nental ly and emotional

ly)on a child . Built into the value system of any maturationist , 

therefore , is provisi on for the "natural" growth of the student . 

The me t aphor for cultural- transmissionists, on t he other hand , 

is that of the machine . They view the " output" (be havior) of the 

organism as a natural response to the " input '' (information ) pro-

vided by t he environment . By its very nature , this 11associat ionistic 

learning" or "environment - contingency" school of thought is closely 

aligned with the environmentalistic , stimulus - response concept of 

learning psychology fos tered by B. F. Skinner . Nhjl e Skinner and 

other "behaviorists" recognize the impact of heredity on learning , 

they emphasize environment as the mos t significant factor . 

In contrast to the romantic belief in mental structures based 

on innate patterning , ass oci ationists see "bot h s pecif ic concepts 

and general cognitive structures as reflections of structures t hat 



exist outside the child in the physical and social world . 111 0 I m

plicit in this edu ca t ional i deology ' s psychol ogi cal basi s i s the 

belie f that n ot onl y can a s tudent ' s men t al and social behavior 

be externally s ha ped , but , indeed , i t must be t he business of edu

ca t ion to do exactly tha t . In a ccor dance wit h t hi s belief , edu

ca t ional ob jecti ves for t he cultural - transmissionist must include 
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the provi s ion of an env ironment t hat will bo t h f oste r a nd produ ce 

mental and s ocial behavi or a cceptabl e t o and compa tibl e with s oci e t y . 

The metaphor for progres sivist psychol ogical theory (somet i mes 

referred to as "cogni t i v e - development al" or "inter a ctionist" ) i s 

perhaps no t a me taphor a t a l l . Ratner , the student is p e rce ived to 

be neit her plant nor machi ne , but " phi losophe r or ••• s cientist- poe t . 11 11 

The ps ychological f oundation f or t he i nteractionist is the wo r k of 

J ean Piage t and his theor ies of cognitive development . 

Br ie f l y , Pi a ge t recognizes four unique s tages : sensor imot or 

(birt h t o 2 yea r s) , pre- opera t i onal (3- 6 year s ) , concret e - ope r a tional 

(6- 12 years) and formal opera t iona l (12 a nd up) . These stages are 

invarian t , ordered and s equent i a l ; in other wor ds they are t he same 

f or ever yone , one progres ses logi cally f r om one stage t o t he ne xt 

higher , a nd one ma y not skip stages i n progr ession . Fully ac cept i ng 

Piaget ' s theori es of devel opment thr ough t his s eries of s tructural

hie.rarchi ca l s t ages , interac t ioni s t s believe structural 11 c ha nge 11 

(or 11transforma 1;i on , " or " pr ogr ess ion" ) i s the psychologi cal fac tor 

which must be manipula ted f or l ear ning to occur . I n est a bl i s hing 

their objectives , allowance for s uch 11 manipula t 1 on11 mus t be made . 

Be fore departi ng f r om t he topic of psychology as a basis for 

educati onal obj e cti ves , it should be s t ated t ha t progr es sivism is 

sometimes viewed a s a l ogical compr omise between r omantici s m a nd 

cul t ur al- t r a ns mis sion . As Kohlberg and Mayer point out : 

Dis carding t he di chot omy between ma turation and envi r on
men tally deter mined l ea rning , Piaget and Dewe y claim 
that matur e t hough t eme r ges thr ough a process of develop
ment that is neithe r biological ma turat ion nor direct 
lea rning , but rather a r eorganizati on of psychol ogica l 
s tructures r esulting from orga nism- envi ronment i nter
a ctions . 12 

The philosophical component , a s previously stated, als o plays 

a lar ge part in d eter mini ng goals i n education . Th ese philosophical 

considerations mus t be s ubdi vided i nt o the epistemJ l ogi cal con cerns 

(wha t i s edu.cation? ) and t he e thical concerns (what is good i n 



Epistemologically , romanticism sees knowledge as being highly 

"self- related" ; specifically , s elf- awareness and self- insight . 

Cultural- trans missionis ts , on the other hand , hold a much mo r e 

"objective" view of knowledge ; that is , they "str ess knowl edge ••. 

which can be pointed to in sense- experience and meas ur ement and 

which can be culturally shared and tested . 111 3 In contrast to both , 

progressivism equates knowledge with 11 
••• an equilibrated or re

solved relationship bet1een an inquiring human actor and a pr o

blematic situation. 11 1 4 The key word here must be "relati onship , 11 

as knowledge , for progressivists , is not ultima tely the exper ience 
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the learner bas but the relationship bet. een exper ience and situation . 

On t his philosophical basis , romanticism emphasizes the intern-

al (states) in establishing its goals ; whereas cultural- ~raosmissi onists 

emphasize the external (behavior ) . Progressivism , as might logical -
ly be expected , pre fers to integrate both . That is : 

It takes inner e xperi ence seriously by attempting to ob
serve thought process rather than language behavior 
and by observing valuing processes rather than rein
f orced behavior . 15 

1/hile there are obvious and perhaps irreconcilable epistemo

logical differences between iaeologies , it is upon the introduction 

of the ethical side of the philosophi cal problem that tempers erupt 

soonest and unbreachable chasms yawn widest . Actually, this is un

derstandably so , be ca use to provide answers to ethical questions 

in eaucation , the assignment of values is required ; and values vary 

widely from ideology to ideology , from culture to culture , even from 
individual t o individual . 

For their part , romantics cnoos e to think of themselves as 

"humanitarian" where educational va lues are concerned . That is, 

the student is allowed to determine his own standar ds of conduct 

and values and it is merely for the educator to simultaneously 

respect and not inter f e r e wi~h the student ' s ethical choices . While 

some question the practicality of this and others question the pru

dence of it , romantics steadfastly hold t hat a child (or, i ndeed , 

any human) has the i ntrinsic r ight to answer the ethical ques t ion 

for himself , without t he imposition of societal or cultural va l ues 

to sway him in his decisions . Pressed to describe bis~ values , 

however , the romantic educator might reply in general terms , l ike 



"freedom for the individual , " or "mental heal t h ," or "happiness , " 

or possibly 11growtb . 11 

The ethical basis f or cultural- transmissionists is social 

rela t ivity. Values are seen to be both extremely arbitrary and 

highly relative to the indi vidual group , society or culture from 

whi ch they are derived . Neither arbitrariness nor relativity par

t icular ly disturbs the cultural- transmissionist , however. As 

Kohlberg and Mayer remark, the cultural- transmissionist approach 

essentially says : 11Since values are r elative and arbitrary, we 

might as well take the given values of a society as our starting 

point and advocate ' adjustment ' to the culture or achievement in 

it as the educational end . 11 1 6 Indeed , Skinner and others carry ~he 

idea of social r ela tivi t y even further , t o embrace t he notion tha t 

values are "relative to , and based upon , the standar ds of a par

ticular culture and cannot be ques t i oned or further justi fied . 11 1 7 
The specific value of cul tural- transmissionists , then , is "cultural 

survival" ; and , to the cultural- transmissionist , t he question some 

mignt wish to ask--11 vrhy should this or that cul t ur e survive?"--is 

superfluous , unworthy of no~ice and undeservi ng of r eply . 

The third ideology , pr ogressivism, derives its values f rom 

ethical liberal ism. Progr essivism is ethically pragmatic and its 

values highly r e l a ted to nature and intelligence . Specifically, 

those values have been categori zed and expressed thus : 

1) such interactive principles of conduct a s intrinsic 
and i nstrumental and personal and social values ; 

2 ) a philosophy of art t hat stresses rhythm of esthetic 
expression between doing or mediate phase of experi
ence and the undergoing or immedi ate phase ; 

3) the supreme value of democracy both as critique of 
shortcomings o: our culture and as nor m of the pos
sibilities for growi ng and sha r ing richly i n t he 
creative opportunities of natural and cultural life . 18 

Like the romantic , the progressive is much concerned with the 
11 freedom" of tbe child and with the child ' s right to choose ; but 

the progr essi ve does not vi ew i t educationally criminal for t he edu

ca t or to assume an ethical stance of his own , so long as tbe stu

dent is ult i matel y al lowed a "democratic" fre e choice in deciding 
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what values he wi ll himself embr a ce . Like the cul~ural- transmissionis t , 
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the progressivist i s anxious to preser ve and perpetua te the worthy 

values of the culture; but the ~rogressivist does not choos e to 

accomplish this through the highly structured, highly regimented 

"indoctrination" tactics often employed by cultural- transmissionists . 

Rather, ~rogressivism provides for communication to the student of 

e thical principles (like democracy ~ for ihstance) thr ough methods 

based on s cientific reflection and inqui.ry. The student is thus 

naturally stimulated (both intellectually and morally) along the 

path to Piaget ' s highest stage of l ogical reasoning , formal oper a 

tions . The at tainment o f this stage is progress ivism ' s ultimate 

value . 

With this essential f oundation l aid , it is now possible to 

return, as promised , to a discussion of t h e actual objective- de fining 

strategies of each of the three prevalent educational ideologies . 

To r eit erate, the strat egies are: 

bag of virtues , or desirable t r ait ( romanti c ) 
industrial psychology , or prediction of success (cultural 

transmission) 
developmental - nhilosophical (progressive) 

Kohlberg and Mayer defi.ne romant i cism' s " bag of virtues" as 
11a set of t raits characterizing an ideal healthy or fully- functioning 

personality . 0 19 The allur e of s uch a strategy is obvious . Who would 

dare pr esume t o argue vii. th t he fostering of traits like " pride , 11 

11honesty , 11 "independence , " "responsibility ," etc ., as the a im of 

education? The problem with this approach arises , of course , when 

one considers j ust how vague and inspecific such a list of "virtues" 

really is . As one t ext notes : 

Although the notion of teaching virtues such as honesty 
or integrity may arouse little controversy, the vague 
consensus on the goodness of these qualities may conceal 
s ome disagreement over their defini.ti ons . What is one 
man ' s "determination" may be another man ' s 11 stubbornness" ; 
what is one man ' s "honesty in expressing true feelings" 
may be another man ' s " insensitivity to t he feelings of 
others . " The activities of student protesters may be seen 
as exhibiting the virtues of altruism, idealism, awareness , 
and courage--or the vices of irresponsibility , immaturity , 
petulance and disrespect . 20 

The second approach defines its ob jecti ve s in terms of the 

predict ion of later success and evaluates the success of its methods 

in terms of the realization of its ends. Short- term , t he cultural -



-~ssionist aLms for specif ic s tandards of learning and be-t r ans........ -
h.avior in s chool ; l ong- term he aims for education that allows 

students the great est chance of eventual 11success11 wi t hin the 

existing social system. 
Naturally, t his strategy r elies very heavily on evaluation , 
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particularly t he evaluation provided by achievement testing. Kohlberg 

and Mayer see t wo basic problems i n t rins i c therein . 1) "Unless a 

predictor of later achievement or ad j ustment is a lso a causal de

tern oant of it , i t cannot b e us ed to define educational objectives . 11 21 

That i s , they recognize a hi gher correlation be tween arbitrary con

cerns l ike I Q and s oci al class and l a ter achievement scores than 

they do between early and lat er achievement scores . P. 11 bright" 

child , in their view, may learn in school better but this , in it-

self , does not n ece ssaril y make t he child br i ghte r or indicate 

that he will conti.nue to learn material faster . And 2) "Achieve-

ment tests ... fail t o pr edi ct to success in later l ife ; in fact , 

l ongitudinal studi es i ndicate that school achievement pr edicts to 

nothing of value o t her than itself. 11 22 If it is t r ue , as studies 

s eem to indicate (Kohlberg , Lacr osse and Ricks , 197 1) , that drop-

out s and students with poor grades in high school and college do 

essentially no wor se in ter ms of fu ture job success t han graduates 

and students with bet t e r grades , t h en achievement test s have not 

performed even t heir most basic task--that of pr edicting futur e 

success--and are as much as or wors e than useless . 

In defining their obje ctives , progressivis t s follow a developmental

philosophic stra tegy . They rejec t the notion that what comes later is , 

of necessity , better and attempt to adjudicate t he t win considera-

tions of i nternal standards of adequacy and the nature of t h e devel

opmental process itself . The validity of a belie f i n t he existence 

of " i nt ernal s tandards of adequacy" i s indicated by "studies which 

show t bat the child pr efers thinking at t he next highe r moral or 

logical stage to thinking at his own s t age (or at lower stages) 

(Rest , 1973) , and that he moves i n that dir ec tion under normal 

conditions of stimulation . 11 23 

Fully a ccepting the validity of Pi aget ' s t heory of de velopmental 

stages, pr ogr essivist s see their pri mary task as being t he provision 

of the educat ional oppor t unity f or students t o develop along lines 



which lead to great er "differentiat ion , integration , and adapta

tion. " Or: 
Cognitive- development psychological theory postulates that 
movement t hrough a sequential progression represents move
ment from a less adequate psychological state to a more 
adequate psychological state . 24 

This , then , i s the historical , psychological and philosophi

cal foundation on which modern American educators base their edu

cational objectives and these , as briefly described above, are 

their objectives . Bow educators set about to accomplish their ob

jectives , once determined , must be the second major concern of 

this paper . 

Methods 

The de termination of educational methods t o be used , while 

of a more tangi ble na ture than t he determination of educational 

objectives , is still somewhat subject ive . Methods , like objectives , 

have their basis in history , psychology and philosophy . The his

torical aspect will be discussed at some length in the next para

graphs ; the psychological and philosophical as pects will be dis

cussed in relation to specific t eaching models . 

Historically, the traditional methodology of America ' s earli est 

education (lat e 1700 ' s - early 1800 1 s) was "old- fashioned , routine , 

dognatic, precise and forma11125--in a word , confining. Order and 

regimentation were the rule , not the exception ; s eating was fixed 

and unchanging, and the teacher ' s most dependable "motivating 

device " was likely to be something cut from a hickory tree . Rot e 

memorization , writ ten a nd oral drills , recitation and copy exer-
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cises took up mos t of t he student ' s time during school hours ; and 

"homework" filled many of his hours after school. As for the tea cher , 

he or she was expected to conduct himself or herself in a highly 

disciplined , brisk and formal manner . Naturally , mos t classroom 

lectur es and acti vit ies took on those same charac terist ics . 

During the middle 1800 ' s , schools did begin t o change some

what with the changing temper of tbe times . What change did come , 

however, came slowly a nd laboriously. Drill, memorization and 

recitation were still being relied upon heavily in the c lassroem. 

Additionally, students learned arithmetic by rule; gr ammar was 

learned through the diagramming of sentences ; spelling bees and 



However , progress was being made through the innovative l ead-

h . p and educational imaginati on of men like Cyrus Peirce . iie ers 1. 

introduced role- playing as part of teacher education and, at the 

Massachusetts normal school where he was principal , he gave a 

weekly lecture on the art of t eaching. He had very progressive 

ideas on what teaching and t eachers should be and do and helped 

lif t teaching out of its place near the bottom of the "professi onal 

heap" to a place of some s t atus much nearer the top . He wrote t o 

his friend Henry Barnard : 
rt ,·1ould be my aim to make better teachers for the 
common schools •.. teachers who would understand and 
do their business bet t er : teacher s who s hould know 
more of the nature of children , of youthful develop
ments , more of the subjec t s to be t aught , and mor e 
of the true methods of teachin g ; who would t each 
more philosophically, more in harmony wi th the na
tural development of the young mind , with a truer 
regard to the order and connection in which the 
different branches of knowledge should be presented 
to it , and , of course , more successfully. 26 

The four str ategies used to accomplish t hese aims at the normal 

school were : lec t ures , modeling of appr opr iate teaching proce

dures , peer t eaching , and t eaching in the model school . I t was 

largely the innovati ~.re thin.king of Peirce a nd t•lann and ot:iers like 

t hem 'that brought about t he 11educat ional awakening" o f the years 

between 1820 and 1860 . 

This spirit of change did not extend to all American s chools , 

of course . There were loud complaints from many quarters dur ing 

the peri od ending with the Civil War that schools were providing 

only s uperficial education . Now- r etired t eacher D. s. Domer , in 

recalling his firs t cl assroom experi ence , r elates that school each 

day opened wi t h Bible reading , the Lord ' s Pr ayer and singing. The 

beginners were first ; then arithmetic , reading , elementary and ad

vanced grammar , ge ography , history , physiology and three or four 

spelling c l asses daily . Domer r ecalls : 11 The beginners recited 'thxee 

or four times a day . Altogether thirty- t hree classes were heard in 

about 3 10 minutes , an average of l ess t han ten minutes to each . 11 27 

I t was at about this per iod that those concerned about educa

tion began to seriously question whe t her a large part of the pr o

blem students had in learning might not be related to the problems 

teachers had in teaching. To this point in hi s tory, there had been 
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little if any theoretical and pedagogical preparation for teachers 

and what most teachers learned of methodology came whlle "under 

fire" in the "Bootstrap School of Self- Help11 --through common-

s ense , tria l - and- error , and oftentimes by sheer accident and painful 

experience . 

Often , t oo , t he experience was equally painful for student s . 

Not strangely, therefore , i n this era (early 1900 1s) of child labor 

and inhumane factory conditions , many children a ctually preferred 

working in the factories t o going to s chool. nelen Todd , a Chicago 

f actory i nspecto~ recalls a conversati on she ha d with several child 

laoorers in an attic cane f a c tory . She herself was almost overcome 

with the hea t and fumes . 

" How can you stand it here , children? 11 ••• Why don ' t you 
l ittle girls go to s chool? " 

"School!" cried one who had given her name as Tilli e 
I s akowsky, aged fourte en years and three months , shaking 
her head unt il her red bows trembled. "School is de 
fier cest t 1 ing youse kin come up ~gainst . Factori es ain ' t 
no cinch , but schools is worst . 11 2 ts 

Fortunately, help was on its way . I n 1904 , Dewey published an 

articl e in whi ch he advocated a five- poin t teache r preparation 

progr am : 

- - The teacher candidate s hould have s cholastic 
a tta i nments. 

--The teacher candidat e should have a period of 
observation to facilitate t he teacher candidate ' s 
ability to perceive ps ychological development 
and r5flec t upon the educational program of a 
school as a whole . 

--The teacher candidate should 11assist 11 the r egu
l ar teacher t o t r anscend theoretical and psycho
logical insight wi t h practical management tech
niques . 

--The t eacher candida te shou1d pr a ctice teach in a 
regul ar s chool (not a model school) . The candidate 
should be r esponsible for the consecutive develop
ment of a sub jec t f ield . Depth in one field vs . -
pract ice in a number of subject s is desired . 

--The teacher should have a period of probationary 
teaching t o weed out persons unfi t for the pro
fes s ion . 29 

Though progress was laborious at firs t , instructional methods 
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did move forward . Teachers began to be more adept at skills lik~ 

asK.ing sequential questions in order to help their students develop 

thinking abilities. As much as possible , t eachers began to prepare 

in advance for each lesson and f ocus on the "object teaching" o;f 

11practical experiences . " This was the beginning of emancipation 

from t he textbook for many t eachers . Motivation techniques were 

also studied and employed in t he classroom to help keep students 

active and interested. I n addition , teachers were influenced by 

the Pesi;alozzian notion that teaching should be done with "love , 

patience and understanding" and learning should be from 11objects 
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and firsthand exper ience--not frorn abstractions and words . 1130 From 

being primarily misfits and mocnlighters earlier i n American history , 

teachers had now come to be pr ofessionals t rained in the nuances 

of pedagogy. 

Since the earl y and mid- 1900 •~ methodology has cont inued to be 

less routine , less dogmatic , l ess formal . Zducational end.s are s pe

cific , but means are not static . Learning is more and more student

centered ; and t eachers a r e seeing t hemselves more as "facilitators" 

than "instructors. " Memory dr ill and mental discipline are not ex

tinct but in the shadows , and the contemporary emphasis i s on 

problem- solving , demonstrations and projects conducive t o student 

involvement . 

This burst of energy i n the area of methodology has naturally 

produced in recent years t exts devoting themselves entirely to the 

subject . One of the most excellent , perhaps , is Models for Teaching , 

written by Bruce Joyce and Har sha Weil . These authors divide t heir 

topic into four maj or categories , each having one or several re

presentative s ubcategories . They are : 

SOURCE HODEL 

Social Interaction--- ----Group I nvestigation~ 
Jurisprudential 
Social I nquiry 
Laboratory 

I nformation Processing---Concept Attainment 
Inducti ve 
Inquiry Training 
Biolo5ical Science Inquiry 
Advance Organizer* 
:Jevelopmental 

Persona l --- ----------- - - - Non- Directive Teaching 
Classroom Meeting* 



Synecti cs 
Awareness Training 

Behavior Hodification- ----Operant Condition:Lng~ 

While it is important fer a pr ospective teacher to be familiar 

\'Tith the vaxious teaching models at his or her disposal, it is ob
viously beyond the scope of t his pr oject t o deal individually or 

at any length With each . r herefore , t his paper shall discuss only 

one model from each source category and elucidat e it by applying 

it to a typical classroom situation . 

The first is group- invest igation , from the social interacti on 

category. The major theorists of this model are Herbert Thelen and 
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John Dewey , and , as might be expected , the model its elf is "Progressive " 

in bent . Progressives have , since their inception with Dewey in the 

early 1900 ' s , hel d the philosophy that schools s hould be the models 

of an ideal society, and that education ' s l a rgest role should be 

that of producing reflective thinkers--problem- solvers , able to im-

prove society while preserving their own uniqueness and individualis m. 

Of course , as t he progres sive rati onale goes , the perpetuation 

of the democratic process and the consequent "improvement" of soci 

ety must be a ccomplished t hrough " social interaction . 11 For worth

while social interaction to occur , individuals must be aware of and 

attuned to t he dynamics of groups --how groups reflect and affect 

individual r esponses , for instance . Then, and only t hen , can "in

terpersonal f lexibility and the ability to respond to change ••. be 

incr eased and the possibilities for effective social membership 

enhanced . 11 31 

The group- i nvestigation model accompli shes this objective i n 

six phases , as outlined by Joyce and Weil : 

Phase One- -Encounter wi t h a puzzling situation (planned 
• or unplanned) 

Phase Two--Exploration of reactions to the situation 

Phase Three--Formulate study task. Or ganize for 
s t udy (problem de finition , role , as
signments , etc . ) 

Phase Four--I ndependent and group s tudy 

Pha s e Five--Analysis of progress and process 

Phase Six- - Recyling of activity32 



. plementation 01 the phases of ~he model in the classroom 
The :i.m 

setting might be thus : 
Phase one--The t eacher has chosen to discuss a r ecent magazine 
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article dealing with "street people 11 --those thou

sands of individuals in New York and other massive 

American cities who have no home exce pt the street , 

no f r iends except their own kind , no food or clot hes 

except what they find in garbage cans and alleys , 

and no income except what they beg. They do not \'/Ork , 

do not collect welfare , and are angered by cameras , 

reporter s and "do- gooders. " The i nterest created by 

learning t hat such people actually exist in so affl uent 

a society a s Ameri ca ' s and the fas cination that some 

huoans could actually choose such an eY.istence will 

probably provide motivation enough for the i nquiry 

process to begin . 

I n order to acquaint the students with the 
topic , the teacher should o b tain magazine pictures 

and ar ticles for their perusal and review. (The pro

blem must t ake on 11reali ty 11 for the students i.f they 

are to be expected to inquire into it and its solu

tion. ) Also , it might be well for t he teacher to 

for m a circular seating arrangement with her students 

:ci t he discussion . Not only does this facilitate 

rev iew and discussion of t he reference articles the 

teacher bas pr ovided , but it also lends an aura of 

interpersonal "unity" to t he group- - an absolutely 

essential element if the model is to do its j ob 

properly. 

Phase Two--Here t he teacher must not be i nstructor , but facili

t ator. The teacher might ask for the students to 

expr ess thei r react ions to the topic . 

Phase Three--During this pnase of the process , it i s necessar y 

to decide wha t aspect of the problem this class 

will f ocus its a ttentions on-- the r easons why the 

problem exists , for inst ance . Several s tudy ques

tions might be proposed (hopefully by the students 

themselves) : Do street people exist exclusively 



in large , urban population cent ers and , if so, 

why? ,hy would any hUI:!an actuall y choos_ such a 

s ubhuman eXistence for himself or herself--or is 
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it really a choice , after all? What f i nancial , 

psychological , social, emotional or ot her f actors 

might be involved in such a choice? Is the existence 

of street people a "blight" on society? I s soci e ;;y 

itself responsible? Nhat , if any, are the l i mi

tati ons of society ' s responsibility to such people? 

Do and should stree;; people have the right to choose 
such a n existence: (etc . ) 

~he group :night be divided into committees 

for the discussion of the pr oblem and the possible 

answers to the ~ueetions posed . As a further as

signment for each student , to compel him to f ocus 

on the problec ' s s cope and implication , the teach

er might instruct the oem~ers of the class to go 

home and make a l.ist of things they would have to 

give up if they wer e to choose to become stree't 
people . (no nome to "F"o home to , 11 no family , no 

tel ephone calls from friends , no mail , no eating 

out or entertai?l.I!tent , no TV , no c l osetful of clothes 

t o change into at will , no warm meals or bathin& 

and bathroom facilities , etc . ) Here , again , the 

pr oblem is being !!lade "real" to the students. 

Fhase f'our--Ti me t:iust be given :.n class for the " committees" 

to discuss the questio~s for which they are re

sponsible , so a report can be made t o the entire 

cl ass later . A "captain" might be assigned to di

rect the .:.ndiv.tdual discussion group, and a "s,.c 

retary" a ,Pointed to keep a written r e cord of points 

discussed and conclusions arrived at . The role of 

the t eacher , hero again , should be that of facili

tator , perhaps going from gr oup to group, providing 

encourageoent or prompting more specific discussion. 
I base ?ive- - •• fter t he alloted tir..e has elapsed , all groups should 

re- form the lar Jer c.:.rcle and each captain report 

the findings of his committee . Reaction f rom the en-



tire class would be eli cited thereafter and the 

class as a whole might take a consens us of agree

ment on whet her or not the questions had been an

swered adequately , to the sati sfaction of the 

~ajority . This , of course , is the democratic 

pr oce ss at work. 

Phase Six--Here t he t eacher might question the s t udents t o see 

if there is stil l interest enough i n t he to~ic to 

pursue it further . I f yes , students could t his time 

be encouraged to regr oup f or discussion of possible 

solutions t o the problem. The process would then 

begin again . 

The ultima-ce value of any particular methodology, of course , 

lies in its collective i nstructional and nurturant effects. In the 

case of the group- investiga tion model , Joyce and Weil see the i n

s t ructional effects as being "constructionist view of knowledge , 11 

"discipli ned i nqui ry" and "effective group process and governance"; 

the nurturant effec ts as being "respect f or di gni ty of all a nd com

mi t ment t o pluralism, " "independence as a l earner , " 11commitoent -co 

social inquiry" and "interpersonal warmth and affiliation. " 

Using any of the other models in t he social- i nteraction group 

might have pr oduced the same instructional ends as the gr oup

investigation model ; however , where the instructional effe cts of 

any two models are essentially the same , t he prudent ins t ructor 

will choose that model with the greater nurturant pot ential . It 

may even be that this model ' s excellent and unique 11nurturant po

t enti al" is its chief value . 

The second category ment ioned by J oyce and .'/eil is that of 

information- process ing . The representative chosen for examination 

here is David Ausubel ' s "advance- organizer" model, a deductive 

teachi ng strategy. The model ar ose out of Ausuoel ' s Theory o~ 

Meaningful Verbal Learning and is primarily limited in application 

to the domain of information- proces sing. 

Drawn , Ausubel ' s t heory might be s haped like a pyramid . The 

base consi s t s of perceptual data--details , spe cifics . Ascending , 

one passes through var ying levels of abstr a c tion to the top, where 

the most abs tract concepts are to be f ound. I t is important to th e 

success of t he model , however , that progress always proceed from 
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the top of the pyramid to t he bot t om, f rom t he most abstract to 

t he most specifi c , rat her than from the bottom to ~he top. 

The psychological basis for this is Ausubel ' s beli ef that 

for the best absor J>t i on of informati on , nevr data must be relat ed 

to information (concepts) a l r eady avai l abl e within the or ganis m. 

·rhe more highly r elatable the new information , the greater t he 

r a tio of information abs or bed and :. e tained . Joyce and \1/eil sta te 

it thus : 

The informat i on - pr ocessing system of the human being 
is a set of ideas which provide anchor s for ne,•r i nfor>ma
tion or ideas as thes e are receiv ed and which provide a 
storehouse when new meanings are a cquired . ils t his infor
ma tion processing s ystem ac quires new i n for mation and new 
ideas , i t r eor ganizes itself t o a ccommodate t o those 
ideas , and t hus it is in a perpetual s t ate of change . 
However, new ideas and informa tion ca n be useful ly 
learned and r et ained only to the exten t that t hey are 
relatable to a l ready available concepts or propositions 
which pr ovide ideat ional anchors. I n other words , al
though a new set of ideas can be incorporated into the 
existing cogni tive s tructure and i n fact must be s o 
incorporated £or learning to per si st , if new mater ial 
conflicts t oo stron gl y with the existi ng cognit ive 
structur e or is s o unr elated and no linakage is pro
vided , the i n f orma tion or i deas may not be absorbed . 33 

To pr epare a student f or t he pres ent ation of new mater ial , 

t hen , Ausubel says one must have an "advance organizer . 11 In 

Strategies for Teachers , Information Processi ng Models . in the 

Classr oom, author s Paul D. Eggen , Donald P. Kauchak and Robert 

J . Harder , make sever a l per t inent statemen t s about t his devi ce : 

.• . an organizing stat ement called an advance organizer 
presented at t he beginning of the less on acts as a 
connection be t ween t he material to be learned and t he 
lear ner ' s cognitive str ucture . 34 

••. an introductor y statement called an advance or
ganizer ••. i s designed t o int roduce the material whi ch 
follows and is broad enough to encompass this inf orma
tion . 35 

An advance organizer is a s t a tement preceding the lesson 
that is designed to help tQe learner s t ore a nd r etrieve 
material which is learned. ~6 

The organizer does its work in two ways : 1 ) i t pr ovides a 

link between what is bei ng lear ned and what t he learner already 

knows ; and 2 ) it pr ovides for the l earner a way to organize new 
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mater ial to be l earned . 5peci fically, the Strategies t ext recog

nizes three categories into whi ch organizers may fall : concept 

definitions , gener alizations , and analogi es . 

Before offering an example of the organizer at work, it is 

important to understand two other phrases employed by Ausubel . The 

first , "progressive differentiation , " refers to the process where-

by an abstract s t atement is f ollowed by the "differentiation of 

content into discrete categories . 1137 This implies , again , that 

informa tion i n the human brain is organized by means of a hierar

chical structure; t hat is , t he most abstract concepts are the "pegs" 

on which one "hangs," at varying levels , t he more and more highly 

detailed and s:pec fi c data which relate to that concept . 

The other phrase Ausubel uses if "integrative reconciliation. " 

This is t he process by which one 11:lnvestigates similarities and 

differences in the data , 1138 relating and comparing different parts 

of the hierarchy. Thi s means that new information and ideas s uc

cessively presented t o t he learner are consciously and delibera tely 

related by t he i nstr uctor to what has already been learned . Under 

s tanding and retention are thereby aided . 

There are two phases in this model , accordi ng to J oyce and 

Weil. Phase One i s "presentation of organizer" and Phase Two is 

"presentation of verbal materials to be l earned . 1139 Unlike what 
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the instructor does in gr oup- investiga tion , the teacher here pre

sents in an expository manner the material to be learned ; the teach

ing situation i tsel f is highly structured and controlled by the 

t eacher . 
Phase One- - The inst r uctor has decided tha t the purpos e of 

the lesson rrill be t o teach students about para

graphs . In organizing a str uctured overview of 

the material to be covered , the instructor chooses 

to devise an explanatory diagram or other gr aphic 

ai d . (The use of s uch device s often provides an 

invaluable visual 11 cue11 to the learner . It ••• enables 

the Lie arne£7 t o fit his'past exper i ence into a 

conceptual frameworth so that a point of contact 

is developed between the Liearne1:7 and the content . 1140) 

An example of one such diagr am follows : 



Paragraph 

1 • De finition 

2 . Purpose 

3 . Structure 

A. Topic Sentence 

B. Support ing Details 

c. Clincher Sentence 

4. Kinds of paragraphs 

A. Des criptive 

B. Explanatory 

c. lfar r ative 

D. Ar gumentati ve 

This outline shows how the dis cussion of para

graphs wil l be structur ed and helps "or gani ze " 

t he material for t he s tudent s . 

Phase Two--In t his pha se , the t ea cher ac t ual l y uses the 11 or

ganizer" as a teaching t ool and verbally presents 

the mater ial to be l earned . Foll owing Au sube l ' s 

directive f or begi nning t he exposit i on with the 

broades t , most abs t ract concepts , t he inst r uctor 

first pr ovi des t.he defini tion of "par a graph . " 

Fr om there , she goes on to explain t he function 

of a paragr aph- - bow i t helps a reader es tablis h 

r elat i ons hi ps between idea s expressed in wri ting , 

how it hel ps divi de pages into rea dable "chunks" 

for t he r eader , etc . Her e t he expos i t ion begins 

t o t ake on mor e specifi city than be f ore , point 

t wo of Ausubel ' s dire cti v e. 

The next point to be covered is t he ac tual 

structure of paragraphs . A definition, or explana

tion , o f each s t ruct ural part s houl d be giv en , f ol 

l owed by a ctual examples , so t hat s tudent s have a 

:pr a c t i cal exper ient i al ac .,_uaintance w':Lth t he material. 

It i s important t hat s tudents be allowed suff i cienc 

wor king ex posure with t he topic , once the conceptual 

founda t i on i s l aid. To a ccomplish t his , t h e t eac her 

might wi sh t o hav e students label t he var i ous par ts 

of sample paragraphs in order to make sure they have 
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correctly and sufficiently 11anchored11 the informa

tion just presented . 
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Fr om there , the f i nal point is the discussion 

of various ki!,~s of paragr aphs . This , too , is high

ly specific material and should be accompanied by 

some examples to solidify the informat ion in the 

minds of the learners . I t might prove a useful exer

cise in this regard to have students decide which 

among t he sample paragraphs provided by t he t eacher 

fall into ,vhich category of paragraphs--whether they 

are descr iptive, explanatory, etc . 

This model can be used by anyone wishing to pass on verbal 

information for 11 processing. 11 In the words of Joyce and V/eil , the 

instructional effects of the advance organizer model are the ab

sorption of " conce ptual structures" and the "meaningful assimila

tion of information and ideas . 1141 (Ausubel himself makes no claims 

about t he potential nurturant effects of his learning model . ) The 

moae1 would not , however , be particularly useful in a discovery 

learning setti ng, since the advance organizer itself relies heavily 

on a highly structured lesson plan and the expository presentation 

of mater ial by the teacher. 

Some f rom the Progressive "faith'' would object to the model f or 

.,ust those two reasons . The objections would arise from an unfortu-

nate extrapolation of Dewey ' s belief that , to grasp abstractions , 

children need a concrete , experiential background of the sort pro-

vi ded by experimenta:ion , discovery- type projects and similar student

centered activities . ~Jhile Dewey originally intended this specific-

ally for application to e lementary school practice only , some of 

his disciples carried the belief beyond its intended bounds , ra

tionalizing that expository- teaching/recepti on- learning s hould not 

be applied even to s e condary or adult education . Thus , as Ausubel 

and Floyd Robinson remark in School Learning , t hese disciples of 

Dewey "helped perpetuate the seemingly indestructible myth that , 

under any and all ci rcumstances, abstractions cannot possibly be 

meaningful unless preceded by direct , empirical, discovery experience . 1142 

Ausubel rejects this notion , stating , first , that it is often more 

"economical" within the classroom to present new material in a more 



or less final form ; and , second, that r e ception l earning and rote 

l earning need not be synonymous . A car e ful l y planned , logically 

str uctured lesson , \'/ell pr esent ed by an i nstruct or can , i n Ausubel ' s 

view , be quite as meaningful as any int uitive , di s covery learning 

exercise . ~hose negat i ves t o be guarded against by a teacher em

ploying receptive methods are : 

... premature use of purely verbal t echniques with cog
nitively immature pupils ; arbitrar y presentat ion of un
relat"d facts witl.ou t organizing or explanatory princi 
ples ; failure t o integr ate new lea r ning t asks with pr e
viously pres ented ma terials ; and the use of evaluation 
procedures that merely measure abilit y to recocnize dis
crete facts or to repr oduce ideas i n the s ame words or 
in the contex t originally en counte r ed . 43 

By avoidi ng these pitfall s , an instruct or s hould be able to make 

the advance organizer teachin.; model an i nvaluable ass et in any 

information- process ing task . 

The third s our ce ca tegory into which Joyce and le i l separ a te 

their models is t ha t of the "personal s ources J' The model t o be dealt 

with f r o~ this cat e gory will be t he cla ssroom meeting model , drawn 

from a stance t owar d mental health . Therapi st Wil liam Glasser i s 

its major thoorist and Glasse t herapeutic innovation, Reality 

Therapy , is t he model ' s primary conceptual basis . 

Reality Tnerapy s t r esses the i dea t hat in order to function 

at one ' s peak, a cademically , s ocially or other wise , an individual 

must bot h love and be loved . ~s Glas s e r states i n Reality Therapy , 

"To eit her love or t o allow ourselves to be l ove d i s not enough ; 

-:e must do bot h . 1144 Equally impor t an t , one mus t f eel worthwhil e 

both t o himself and t o others . "Toget her , love and self- worth form 

the pathways to a successful ident ity , man ' s single basis need. 1145 
As Glasser s ees it , individual s feel they are not worthvthile , 

in many caoes, not ,ecause standar ds are too high ( t he traditional 

idea) but because perf ormance is t oo l ow. The t a sK Reality Therapy 

sets , then , is no t t o lower standar ds but t o raise pe r for mance . 

~his 1s accomplis hed by helping the i ndi vidual to do ~hat is 

1) r eal , 2) responsible and....,) ri0 b t . "Rea l i t y , 11 in this cont ext , 

is closel y akin t o r elevance ; ~o j udge an ac t ion t o be r eal ist ic , 

one must conside r both i ts immediat e and ultimate consequences . 

"Responsibil i t y" is defined as 11 the abilit y to ful f i ll one ' s needs , 

and to do so in a way that does not deprive others of the ability 
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to fulfill their needs . 1146 Doing \':hat is "responsible!' nelps one 

to acquire a s ense of self- worth , making him at once mor e loving 

and l ovable , thereby f ulfilling his innermost needs . "'Rightness , " 

or morality , within Reality Therapy is based on giving and receiv

ing and doing what:. makes t he individual feel worthwhile both to 

himsel f and others. I t is imperat ive that a person lear n t o main

~ain a standard of behavior--a s tandard acceptable to the person 

himself , and one which he sets and evaluates for himself. 

On the whole , Reality Therapy does not concern itself \1li.th 

why s omet hing was done i n the past but what is being done at pre

sent . Thus , "in raising ••• performance Reality I herapy relies not 

upon insight or understanding but upon the individual ' s commitment 

~o act i on . 1147 '.:'his being so , the crucial e l ement within ~he class

room must be what Glasser .. er ms "involvement . " 

I nvolvement , of necessity, requires that a teacher reject t he 

traditional convention of remaining emotionally detached from and 

objective with her students. Inst ead , she provides for her students 

a richl y supportive emotional environment '!Tithin the classroom 

se tting . r/ar mth , opennes s , honesty a r e trademar ks of the " involved" 

1:eacher. J udgment , v,ben it must come , comes always from the s 1:udent 

and never from t he ~eacber. In this regard , it is important to the 

s uccess of the model that students lea rn that they must bear the 

responsibili~y for and consequences of their behavior. 
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Studen t s must also be made aware tnat t he teacher genuinely 

cares about t hem, and "accepts" them explicitly . •rhis does not, 

however, eliminate the element of dis cipline , for, as Glasser s tates , 

involvement itsel f is a combination of love and discipline . 11 I n es

sence , we gain self- respect through discipl.ine and closeness t o 

others through lov e . 1148 
The three broad requir ements of this model ac cording to Joyce 

and ,/eil are : 1 ) intense personal invol vement ; 2 ) fac i n g real ity 

and re ject~ng irresponsible behavior ; and 3) learning better ways 

to behave . The a ccompli shment of these requirements wi t hin the model 

itself is divided into six spec i fic phases : l ) establishing a c l i -

mate of involvement ; 2) exposing the problem for discussion; 3 ) making 

a personal value j udgment; 4) identifying alternative courses of 

action ; 5) making a commitment; and 6) behavioral follow- up. The 



fol lowi ng wi ll be a discussion of the workings of t hese sta ges in 

~he clas s room of a secondar y level r emedia l r eading i nstructor. 

Pha se One--Befor e s uch a teacher can begin to e s tablish a 
11 c limate of i nvol vement" with her s t udents , s he 

must win t heir confidence and begin Wi t h an ab

solute , unequivoca l a cceptance of "where t hey are11 

academically and per s ona l ly. She must f i nd a wa y 

t o let tnem know that this classroom wi ll operat e 

on a non- j udgmental, non- evaluati ve basis , except 

f or what judgment and evaluation t hey bring t o it 

themselves . 

The tea cher with ampl e time f or establishing 

t his kind of climate will be a bl e to find more 

s ubt le ways of l e t tin g he r s t udent s know t hese 

things. She can begin by learning each student ' s 

name , s ome of his familial and educat i on ba ckgr ound 

and a t leas~ on e o f his or her interes ts out side 

of class . She can gradually lift the student ' s 

opini on of hims e lf by f inding ways to pass on sin

cer e compli ment s t o him. Or she can simply maKe i t 

a poi nt t o greet student s individually and by name 

daily a s t hey en ter t he classr oom. 

For ~h e t ea cher who cannot afford t he luxury 

of t aking her time i n getting to know her s t udents , 

i t may be necessary t o take a less subtl e , more 

forthright approa ch . For i nstanc e , she may have 
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to state outright--warmly , not col dly, and since r ely , 

not perfunctor ily- - what the pur pose and nature of 

t hi s class rrill be . at is i mportant , of cours e , that 

the ins t ructor live up to all t he precept s and ob

s e r ve all the rules she s ets down for t he students , 

i f she i s to sai n and maint ain t heir t rust . ) 

It might be s t a ted here , too , that perhaps the 

sin gl e gr ea test asset a r emedi al ins tructor can 

have is ent husi asm. As with any kind of energy, the 

energy gene rat ed by en t husia sm cannot be destroyed 

or dis s iplat ed ; it mer el y changes f orm on ce expended . 

Ideally in a cl ass room, particularly in a r emedial 



classroom, it is passed on from teacher to student 

and shows up again in improved performance or be

havior on t he part of the student . Academic and 

personal improvement are , of cour se , the foci of 

both the remedial cl a ssroom and of the classroom 

meeting model . 

Phase Two--The act of exposing ~he problem for discussion may 
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be initiated by ei"ther the students or the teacher . 

If the teacher bas properly est ablished a supportive 

atmosphere in the cla ssroom , an atmosphere pr operly 

conducive to student initiative , one of them may 

well pose the conf r onting situation or question. 

I f not , the teacher herself may pr esent a s uitable 

topic for discussion . For ins tance : ''What can you 

do to improve your ability to read? 11 'l1he a.lm of the 

ensuing discussion would be to clarify the question , 

i dentify the factors i nvolved and react t o the pro

blem. 

The teacher might first ask the students to 

commen t on why (or whether) they feel an i mproved 

abilit y to r ead is important--on the whole and per 

s onally, as well . Can a poor reader get as good a 

job and/or make as much money as a better reader? 

Are there positive l i fe experiences one is likel y 

to miss out on by being unable to read well? If so , 

what? If not , why? Is coming to know tbe s i mple 

enjoyment of readi ng for i ts own sake an experience 

worth striving for? 

The next part of the discussion might center 

around the rea sons why the students are poor readers . 

What fa ctors have contributed to each student ' s 

inability to r ead? Physical bandicaps- - vision ; 

visual perception ; eye movements ; hearing ; audi -

tory perception ; general health? I ntellectual ban.

dicaps-- IQ, poor memory; poor vocabulary; inability 

t o conceptualize , follow dir ections or s olve pro

blems? Emotional handicaps--poor or negative selI

concept ; self- consciousness ; anxiety , disorganiza-



tion ; sense of social isolation ; impulsi veness ; 

instability; short a~tention span ; lack of moti

vation ; timidity or aggression ; nervousness; 

apathy; i mmaturit y ; withdrawal ; hyperaction or 

hypertension? Language handi caps--underdeveloped 

or immature language- speaking abilities ; dialect? 

Home handicaps--parental indifference or criticism; 

poor or no communi cation with parents and others ; 

poor nutrition; inadequate rest ; unstable environ

ment; family moves frequently or speaks nonstandard 

English; cultur al or experien tial deprivation ; 

few reading materials available witni n home; reading 

as an activity not considered valuable or impor-

tant by parents? Educational handi caps--over exposure 

to educational programs which do not appreciate or 

accommodate individual dif ferences ; rigi d curricu

lum and/or social promotion (by age rather t han 

achievemen t ) ; no practise in development of study 

skills or content reading skills ; i nsuff icient 

reading e xperience in school , especially after t he 

sixth grade ; inabilit y of teachers to recognize or 

cope with reading needs of students?* 

The third part of the discussi on would revol ve 

a roun d t he students ' reactions to the ideas jus t 

posed . How many and which of these handicaps have 

I been vi ctim of? 

Tnroughout the discussion , of course , the 

teache r must not point any 11accusing fingers" at 

her students or make s weeping decl arations of her 

own opinion s . J.!.,Valuation and j udgment , again , belong 

to t he students and are the focus of phase three of 

the model. 

Phase Three--Here the teacher attempts to get t h e students to 

form their own value judgments relative to the 

ideas e xpl ored in pha se two . Can I blame my r eading 

disabilities on external factors and other people 

or am I in some measure responsible for my own 

'l1hese are the specific topics covered i n Reading Instruction in the 
~-- ~• --~•--~ On~~~ 



learning difficulties? If so , in what way and to 

v1hat extent? 

Phase Four--Having identified the source of their problems , 

students now need -co begin, with the teacher ' s 

assistance , to form ideas on alternative courses 
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of action . It is imperative t hat students recog

nize a change , an improvement, is really possible 

for them . The emotional support lent by ,he teacher 

and the rest of the class should provide a sound 

basis for this exciting realization. It might be 

a good t ime here for the teacher to interjec t the 

aims of this classroom for this quarter , semeste r , 

etc . , so that students have a clear understanding 

of what £gB be done and what needs to be done . 

The teacher should be very specific in this : 
11ive will learn to read faster and with greater 

comprehension so that you will be able to study 

better a11d , subseouently , perform better on tests 

in your other classes . We will learn to read in 

a manner and at a speed appropriate to what you are 

reading. le will learn to read books for our ovm 

enjoyment and pleasure and profit . We will learn 

to critically accept or reject what we read on the 

basis of its goodness , rightness , appropriateness , 

t ruth, etc . We will learn to read and understand 

everyday items like newspapers , magazines , road 

signs , maps , product labels , want ads , travel folders , 

application blanks , order forms , etc . , so we can be 

better informed , more independent citizens cf our 

community and society . ~le will improve our reading 

and critical abilities and thereby improve our-

selves a.nd our opinions of oursel ves as a ,,hole . 11 

Phase Five--This ~s the most critical step i f the model is to 

,.,ark . 1.ere the students, lmowing the al te:-nati ve 

courses of action available to them, actually commit 

themselves to change and improvement . Students must 

not be forced or shamed into some half- h9arted , in

sincere "com.mi tment, " and thei r decision \'lhether to 



act or not must be r espe c ted ; but with strong emo

t i onal suppor t from t he teacher and the group , 

such measures should not be necessary. 

33 

I t is also i mportant to ensure that the stu

dents ' commit ments are lasting ones. To serve this 

purpose , the ac t o f commi tment should be accompani ed 

by some overt act on the part of t he stuaents . For 

instance , they might sign a paper expressing t heir 

commitment . 

Phase Six- - As a follow- up to phase f ive and to further ensure 

the ultimate success of the model , the teacher might , 

first , r egularly find an inobtrusive , sup por tive way 

t o remind the students of their pledges . She might , 

for instance , periodically r efer t o the 11 commitment 

documents" and review t hem with the students . Second , 

she might also provide " feedback" of their progress 

on a regular basis. Third , the teacher might en
c ourage s t udents t o e valuate thei r own progress . 

This i s impor tant because knowledge of success often 

perpetua t es success and , in ter ms of the overall ob

ject i ves of the model , 11success11 is essential . 

For this model t o work optimally , several elements must be pre

sent . First , the s tudents must know beyond doubt that the teacher 

i s committed to helpi ng them fulfill their commitments . This reas

surance that the teacher really cares about their success comes 

t hr ough both in her attitudes ana in her actions--or s hould . Second, 

the teacher ' s role in the class is to become invol ved and i nteract 

per s onally wi th her students. To accomplish this , she must start 

wi~h a warm , open personallty and be skilled in discussion tech

niques . Third , she is r espons ible for guiding the model through its 

phases and must be equipped to handle he r classroom and provide for 

the academic and personal needs of her students ; but she must not 

l ose sight of the f act that the responsibility for the ulti mate 

success of the model lies with the students themselves . Last , the 

tea cher must r emain steadfast l y non- j udgmental where deci sions and 

moral judgments mus t be made . 11 \'Jhile l eadershi p remains with t he 

t eacher , moral authority r ests with t he students . 1149 
This nodel , of course , is applicable in classrooms other than 



the purely remedial . It is applicable , in fact , anywhere the need 

is for the furtherance of personal functioning . As Joyce and Weil 

state: 
The model is specifically designed t o help individuals 
understand themselves and t ake responsibility for their 
own development . This would obviously have latent bene
fits for all kinds of social and academic functioning , 
were it to t ake placa . 50 

The effects of this model are generally more nurturant than in

structional . Instructionally, the model snould enhance one ' s abili-
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t y to set goals and evaluate success . Nurturantly , Glasser •s Classroom 

~.eating model promotes independence , self- direction , openness and 

integrativeness . Combined , these nurturant and instructional benefits 

in turn nurture academic growt h . As Glasser sees it , the single most 

important aspect of learning is the "abilit y to fulfill a commit -

men~ t o behavioral change~5 1 ; and , properly done , the use of his 

model should fulfil l man ' s t hree most primary e mo~ional needs--self

worth , love and i dentity. 

The bes t r epresentative of the final model source--Bebavior 

~odification--is B. F. Skinner ' s Operant Conditioning . The model 

is based on Stinner ' s own Theory of Operant Conditioning, which 

outlines the process by whi ch behavior is "shaped11 by external for

ces--that is , how one ' s a c tions are conditioned by and often depend

ent upon one ' s environment . 

For Skinner and bhose who advocate t he princi ples of behavior 

modification as a t eaching strategy, the j ustification of use of the 

Operant Conditioning model i s t heir belie f that by mani pulating a 

student ' s actions , one may i ncrease mental development or , a t least , 

accelerate it t o a degree that would not have been possible wi t hout 

this manipulation . 

The t wo major oper ations o~ oper ant conditioning are reinforce-

ment and stimulus - control . Rein forcement occurs in consequence of 

an act and results in increasing the likelihood of the act reoccur -

ring. Educationally, students can be reinforced with money or other 

purchase tokens , recognition, praise , approval , a t tention , better 

'.P'ades or merely by knowing they have behaved (res ponded) correctly. 

Jhe ther a r einforcement i s positive ( something desirable added to 

the situation) or negative (something aversive removed from t he si-

tuation ) , the end must be increased likelih ood of behavior reoccurrence . 



funishment , on tbe other hand , is meant to reduce the probability 

of a response reoccurring, and may be either tho introduction of 

aversive stimuli or the removal of some positive element in the 

situation. Corporal punishment is one example of thls kind of 

" reinforcement , " as are bad grades , disapproval , etc . Unfortunately , 

such behavior modification tacti cs are used all too often in many 

classrooms. It is the belief of behaviorists that , at best , behavior 

thus controlled will disappear only temporarily--until the punish

ment or the student ' s fear of it disappears ; and , at worst , it can 

generate escape or_defense mechanisms , the desire to retaliate , 

or negative feelings like disassociation , alienation and general 

anxiety in the student . 

Reinforcement of whatever nature , to do its job optimally , 

must be appropriately "scheduled . 11 V,"hile uninterrupted , continuous 

and immediate feedback or reinforcement pro vides the swiftest ac

quisition of behavior, research shows rein forcement of a behavior , 

once establishe should be irregular , variable . The r etention of 

a learned behavior , if continuously reinforc ed , is much more likely 

to become dependent on that reinforcement than is the case when re

inforcement is irregular. 'l'o illustrate this point , one text pro

vides the example of a man who has two lighters . 

•. . one lights immedLatoly every timo (contjnuous rein
forcement) , wheroao the other must be fllcked four or 
five times before i libhts (intermittent , or partial 
reinforcement ~. Next suppose that bolh lighters stop 
lighting comple t ely ••.. \'Jhlch lighter will he give up 
on first? ~ost likely , he will discard the former 
because it is now funct ionine; differently than hls ex
pectations for it . But he will probably not consider it 
at all unusual for the first five or six times to fail 
with the second lichter . 52 

'rhe 11 ro tent ion potential II of a behavior , then , is highly re

lated to one ' s reinforcement expectations . If extinction , or the 

cessation of a loarned response , comes about through a complete 

lack of r einforcement , then , logically , the less freouently 

r einforcement is expected , the less dependent one will be on 

it and the more resietant one ' s behavior will be to extinction 

by reason of nonreinforcement . 

The second operation in Skinner ' s theory , as previously men

tioneu , is 11 stimulus- control . " In the classroom, the stimulus is 



deliberately manipulated in such a way as to pr ac tically ensure 

the correc~ responses f r om t he students . Producing t his correct 

response unfailingly is , in fact , t he ideal f or a behavior modi fi

cation classroom; so learning material s are struc t ured in s uch a 

way as to aid the student in optimally di scriminating , or dis 

tinguishing between , va rious sti mui i . 

Within the general category of "stimulus- cont rol " are t wo very 

important subca t egories : generalization and discrimination . Gen

eralizati on is the proje ction of a response learned in one situa

t ion int o a si t uation with , perhaps , highly similar circumstanc es . 

For instance , i f a child bitten by a German Shepherd were t o de

velop a fear of all other breeds of dogs as well , he is experienc

ing generalization. On the other hand , if he feared only German 

Shepher ds, this would sh ow discriminati on ; and if he feared only 

the particular German Shepherd who had bitten him, this would show 

even greater discrimination . 
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Both pr ocesses are valuable in the classroom. For inst ance , a 

teacher might wish to t ea ch a first- grade class about plants , birds , 

and animals. She might produce several pi ctures of ea ch and have 

the s tudents decide which pictures belonged in which categories . 

This i s at once discrifilnation and generalization- - discriminatton 

between vari ous sets and generalization bet ween objects within a 

given s et . 
Cognition, or t hinking , as a proces s i s unimportant to Skinner, 

taken as a whole . One cannot successfully mani pul ate some broad, 

s weeping , complex mental process whi ch cannot e v en be obs erved; but 

in Skinner ' s view , one can analyze and control the component parts 

of thinking. First , one identif ies t he particular learning task to 

be performed; next , analyzes how the pr ocess works (isolates i ts 

various components) ; and, finally , provides appropriate s timuli for 

each component part--stimuli t hat will eventual ly ensur e the desi r ed 

terminal behavi or fro~ the s tud ent . 

These stimuli are provided in the form of highly structured, 

or ganized and l ogically sequenced (progr am.med) instructional ma

terials . The three most essential features of such materi als are : 

1) an ordered sequence of items , either questions or 
statements to which t he student is asked to respond ; 

2) t he student ' s r es pons~ which may be in the form of 



filling in a blank, recalling t he answer to a ques
~i on, selecting from among a series of answers , or 
s olving a problem; and 

3) provision for immediate r es ponse confirmation some
times within the program frame itself , but usually in 
a different l ocation as on the next page in a pro
grammed text book or i n a separate wi ndow in a t each
ing machine . 53 

Behavior modifi cation procedures work in interactive (social) 

J.earning situations , as well as in instructional learning situa

tions . Of neces s i ty, while t he same general principles and ideas 

are involved in both settings , the interactive situation is much 

more spont aneous a nd varied, and , therefore , more complex and dif

ficult to 11 progr am11 or control. Reinforcement must be relied on 

more heavily t han s timulus control to ac complish t he "shaping11 

designs of the instructor ; and success (establishing the desired 

terminal behavi or) usually takes longer where t he task is social 

rather than i ns t r uctional. 

Regardless of whether the behaviors to be dealt with are aca

demic or nonacademic , however , the Operant Conditioning model wor ks 

in three phases , as described below: 

Phase One-- (For the purpose of this paper , only an a ca

demic learning situa tion s hall be examined . ) 

If a freshman English teacher chooses to use 

behavior modification strategies , she must first 

pr esent the stimulus to her student . Next she must 

specify (be very specific about) ~be form of response 

r equired . ~hen, as t he terminal behavior becomes 

es tablished , she gradually r educes t he "prompts" 
provided. 

There are , o f cour se , special programmed in

struction texts and study materials available to 

instructors . Or , with some modification and impr o

visation, even a traditional text may be transformed 

into programmed instructional materials. 

For instance , t he sub j ect for the day ' s lesson 

is adjectives • .i'he "ordered sequence of i'tems" es

senti al to programmed instruction might begin with 

a broad definition o f t h e ter m "ad jective , 11 des crib-
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ing it in t erms of either its function or proper

ties. As : "lm adjecti ve is a word used to modify a 

noun or a pronoun . 1154 Or : 11A word which is inflected 

wit h - er and - es t and which i s capable of forming 

adverbs with -11 and/or nouns with -ness is called 

an ad jective . 1155 
Fr om this begi n ning , the teacher p resents 

(or ally or in written form--v.rritten preferred) a 

group of s equentially explana tory statements or 

questions to which the student must respond. As : 

"Modify means change . If an adjectives modifies 

another wor d , the meaning of that word is ----· 
(Her e the student is expected to supply t he word 

11 

" chan ged . " Or : "Bigger and biggest are examples of 

-----•" (Here the student mus t supply the word 
11ag jecti ves . 11 ) The latter quest ion continues : 11\/hat 
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i s another example of this t ype of adjective?" (The 

stuc.ent , of course , provi des a wor d of his own ; and 

whe t her or not he is able to supply a correct example 

i ndica t es whether or not he has grasped t he principle 

he i s bei ng taught . ) 

Several general rules will govern the way a 

teacher will prepare her str uctured mater ials when 

employing this model ; 

1) Steps should 11 overlap" ; that is , each successive 

s tep should be related to some prior information 

given or some recent "pr ompt . " The student re

s ponds only to s timuli offered ; be is not herein 

expected to make "discoveries" on his mm or spon

t ane ously respond to an 11 empty environment" ; t hat 

is, one which has not been manipulated or in 

whi ch no stimuli has been provided . 

2) Steps must be ordered and orderly ; that i s , eacb 

must l ogically follow t he other . The student is 

not to be expected t o perform some mor e diffi

cult learning t ask for which he h a s not been pre

pared by a less diffi cult , prerequisite learning 

task. 



3) Ste9s should be somewhat repetitive ; that is , 

the same s tatement should be made several t ime s 

and in several different ways to ensure that 

each student has suffi cient basi s for compre

hension. 

4 ) St eps should be small enough , parti cularly at 

first , to ensure that there will be no gaps i n 

the student ' s comprehension . A foundation for 

understanding must be provided in order to re

duce t h e possibility of frustration and/or in

correct t erminal responses on t he part of the 

student . In general , for advanced students or 

after the initial learning foundat ion has been 

laid, the size between steps ma;1 be increased 

somewhat . 

5) Steps should contain successively fewer prompt s , 

or cues , as t he desired t erminal behavior begi ns 

to be establi shed . Whi le prompts are likely ne

cessary to t he i nitial instruct ion , students 

should not be made dependent upon them; rather , 

as students gain confidence and a b roadened 

background i n the subject mat t er, t hey must be 

compelled to apply what they have "l earned . " 

Thus, retention is enhanced and response is 

based on s omething mor e than mere rote memoriza

tion and r epetition . 

6) St eps s hould a l l provide an opportunity for spe

cific student response ; t hat is , either a ques

t i on must be answer ed , or a statement responded 

to . The for m which this response takes (filling 

in the bl an.ks , ) supplying the missing letter(s) 

or word(s) , choosing the r i ght answer(s) or 

example (s) among several provided , ci rcling or 

crossing out some item(s ) , pr oviding example(s ) 

of one ' s ovm , etc . ) is far l ess impoi·tant than 

that t ime , space and opportunity are consistently 

provided f or the student ' s respon se . 

Phase Two- - rt 1· s "11· tJ..-- thi 
' ll.l..D s ph ase that the student actually 
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makes his response . As mentioned , it is essential 

t hat active l earning and recall (not mere recog

niti on and repet ition) take place here . The materi

als must be prepared in such a way as to ens ure 

that t he learner must "work upon and with11 what 

he has learned . 
To accomplish this , the teacher (still using 

her traditional grammar t ext ) may pres ent exercis es 

to be completed by the student. Such exercises 

s hould be simpler a t first ; then increasingly di f 

f icult after the s t udent has had time and pract ice 

e nough to become suf fici ently orien t ed to his task . 

The following are samples of the kinds of exer

cises which might be used : 

40 

Copy the following sentences ... and fil l in the blanks 
with adjectivee . Answer the questions : What kind? 
Which one? tlow many? Draw an arrow f rom each adjecti ve 
to t he noun or pronoun modified . 

1 . The ____ car had ____ accessories . 
2 . ~ --~ca

6
ts s eem ___ _ 

3 . Zetc~_7 5 
Or: 
Fill in the blanks as follows : first column, - er 
form; second column , - est form ; ~hird column, -11 
adver b form ; f ourth column, - ness noun form . Under
line those wor ds which are not adjectives by this 
test . 

- er - est - ly - ness 
1 . close 
2 . icy 
3. [ etc.!_757 

The teacher is responsible for de termining t he cor
rectness a..~d acceptability of responses. 

Phase Three- - I n t his final phase of Skinner ' s model , rein

forcement f or correct responses is provided by 

the instructor . In particular , the student is 

reinforced by feedback of results . This can be 

provided ei ther by the teacher or by t he materi

als themselves . 
In Skinner ' s view this reinforcement should 



be immediate and continuous; but many who advo

cate the behavior modification strategy as a 

whole , disa gr ee with t his notion . As was no t ed 

preViously in this paper , it is incontestable 

that indefinite schedules of reinforcement en

sure the most las~ing behavioral changes . From 

this lt may be extrapolated that , when applied 

wi thin the classroom , t he varied reinforcement 

schedule is mos t likely to maximi ze retenti on . 

The decision about how t o s chedule reinforcement 

in order to obtain t he most favorable results 

within her classroom mus t rest, ultimately , with 

t he teacher hersel f; after all , she knows best 

what she wishes most to accomplish . 

As for the effects of this model in the broad , overall sense , 

all bene fits must be inst ructional , not nurturant . I t is in~rinsic 

to the model t hat all effects will be determined i .n advance and di

rectly provided for within t he workings of the model . Whi le s ome 

t heorists choose to contend t hat behavior modification is nurturant 

i n the sense that "nurturing" and "shaping behavior" are equiva

lents , the model canno~ be said t o be nurturant i n the same s ense 
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that other models discussed herein have been nurturant . The nurturant 

effects of tbose other models have been inci dental , unplanned- for , 

almost ac cidental , by- products of the methods used and leaTning 

environments created; there is no r o om f or t he i ncidental or acci 
dental in t he behavior modification strategy. 

For some this would seem a great loss , but advocates of operant 

conditioning pre fer to believe the "los s '' is more than compensated 

for by the instructional s cope of the model. To quote J oyce and 
Weil: 

The model is extremely versatile . It can be directed 
toward goals in every domain and can be employed by 
teachers or used ;g gUide the development of instruc
tional materials. 

These 11 domains 11 may , of course , include the social , t he intellectual , 
and the personal . 

Despite its obvious benefi t s , behavior modification as a source 

anti operant conditioning as a classroom teaching model have stirred 



much con troversy . Some object t hat programmed instruction is un

sui table f or very abstract or very subjective kinds of studies . 

1.lso , in many cases , programs would have to be so lengthy or com

plex as t o be unwieldy and , t herefore , impractical for use in the 

classroom by most classroom t eachers . Others object that programmed 

instruction makes very lit tle or no provision for creativity or 

discovery l earning . The largest objection to behavior modification , 

however , is a philos oph1-cal one . Many view the ideas of " condition

ing, 11 "shaping, " "environmental manipulation" and "external control" 

as threatening to individual choice and personal freedom • 

.Proponents of Skinner ' s theor ies , however , see the failings 

and limitations of t he model more as the failings and limitations 

brought t o the model by those who are unskilled in its use . Fur 

ther , behaviorists do not view conditioning and discovery as mu

tually exclusi ve and have devised progr ammed- i n s tructional materi

als to s peci ficall y pr omote discovery- type learning. Al so , they 

contend that by having students use self- instr uc t ional materials 

or 11 teaching machines , 11 a teacher can free hersel f for the more 

difficult learning t asks , thereby measurably increasing "efficiency11 

within the classroom. Too , in this regard , a student using pre

programmed materials can proceed at his own pace , a particular boon 

for the very qu i ck or ver y slow student . As f or t he f inal contro

versy , behaviorists ar e just general l y untroubl ed by charges that 

controlled i nstruction and per sonal freedom ar e antithetical . 

. .• programmed instruction may provi de for i ndivi dual 
choices - - si tuations in which the student can freely 
choose f r om among several programs. Programmed instruc
tion is s t udent- oriented i n the sense that he controls 
his own pace ••• • In t raditional educational strategies , 
the teacher grades student ; he is at fault ; i n pro
grammed instruction the s t udent grades ~he teacher. 59 

Many believe the best use of the behavi or modification str a

t egy may be in combination with other strategies . As they s ee it, 

where t he behavior modification process ~ worK, it may well work 

bette r than any alternate model or process . Where it cannot work 

or where it may not be the most efficien t model to use , it s hould 

be supplemented with or supplant ed by that model which wi ll provide 

the best instruction . 

Perha ps that is the r ule v:hich • should govern the choi ce of any 
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model : Determine what the learning objective i s (individual develop-



ment , information- processing, etc . ) ; take into account what factors 
or condi t ions must affect one ' s choice (c lassroom size , number and 

matur i t y of students , t he instructor ' s own special abili t ies , han

dicaps or pre ferences , the amount of time needed vs . amount o f 

time available to cover the subject adequately , e tc . ) then choose 

the method which will provide the most/best instruction with the 

most/best nur turant effects , if any . 

Of course , in order t o define "most" and "best , 11 a teacher 

must have a means for e valuating the processes at work in her c lass

room and the outcomes of those processes . Evaluation , t hen , must be 

this paper ' s next consideration. 

Evaluation 

Ln the 1700 ' s and 1800 ' s in Ameri can schools , "evaluation" was 

not a major concern, for the most part . \Afhere i t did exist , it was 

almost sure to be highly subjective , based on the teacher ' s own 

somewhat arbitrary decisions about a student ' s per formance and/or 

improvement . As Lemlecb and Marks state regarding grading a nd pro

motion as late as the 1870 ' s in Amer ica: 

... nei ther a grading syst em nor a pr omot ion system ex
i s ted. Students were assigned to a textbook and stayed 
with t he t ext until they complet ed it a nd t he teacher 
considered the student ' s performance perfec t . Some~imes 
the student would read tgB same book several years in a 
r ow to reach perfection . 

Then , early in the 1900 ' s , Amer i ca ' s "national heroes" were 

men like Morgan, Rockefeller and Carnegie , and t he main concerns 

o f education were suddenly the same as those of industr y--namely, 

efficiency , pr oductivity and usefulness . Perhaps it was inevita

ble , in keeping with t his industrial model of education , that more 

specialized , objective methods of educational measurement begin 

t o emerge . 

One of the pioneers in this area was psychologist and educator 

Edward L. Thorndike (Teachers College , Columbia University) . In 

particular , he is remembered for promoting the use of tests (as 

opposed to arbitrar y "speculation" ) in evaluating educati onal 

processes . 

Testing, particul arly IQ t esting and student differentiation 

by ability , is rooted in the ideals of scientific management and 
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social efficiency. While sucb ideals are phi losophically controver

sial , it can scarcely be contested that evaluation and measurement , 

of both curriculum and s t udents , are necessary parts of education . 

It is not the purpose of this paper to examine curri cular 

evaluation , except to say that Ronald C. Doll defines it as : 

... a broad and continuous effort to i nquire into the 
effe cts of utilizing educational coijtent and process 
accordi ng to cl early defined goals. bl 

Specifically , curr icular evaluation asks the questions , what 

should be taught, to whom , how and when . Evaluation may be forma

tive (prospective--performed while the cur ricular program is on

going) or summa tive ( retrospective--employed at a predetermined 

terminal date) . Par ticipants in th.is evaluation process should in

clude f aculty , students , school board , administrative staff , citi

zen advisory committees and professional consultants . 

The c r iteria f or curricular evaluation should include a vari

ety of elements , such as : 

1 ) classroom tests--to evaluate the achievement of specific 
objec t i ves and to give schools a picture of t hemse l ves 
as they stack up against the state , regional or national 
picture ; 
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2) measurement instruments- - to evaluate progress toward 
student s ocial development , interests and values 
through the use of checklists , rating scales , inven
tories , questionnaires , observation , interviews , 
anecdota l reports , polls and like devices; 

3) norm- and criterion- referenced data--the first to evalu
ate the effect of curriculum based upon local , state 
and/or national norms and obtained by the use of stan
dardized tests; tne second to evaluate the amount and 
degree of student achievement of specific , prestated 
learning objectives , accomplished through the use of 
specially constructed tests . * 

Before leaving the topic of curricular evaluation altogether , 

it should be reiterated that such evaluation is an obvious necessity 

in American education. Scbools- - program designers , policy- makers 

and administ rators--are accountable to taxpayers and society at 

large for the curriculum they prescribe for students . This accounta

bility demands that schools be able to justify (show the success of) 

their cirricular content , goals and methods . And this " justification," 

*These are items identified and discussed at- length in Introduction 



-co be satisfactory, must be demonstrable and s cienti fic--not mere

ly arbitrary and s ubjec-ci ve . This much is obvious . 

Evaluation wi thin t he classroom is , however , still a highly 

c ont rovers ial issue . Rousseau would have hot ly contested t be no

tion t hat an individual ' s performance or improvement need be 

measured ; and Rousseau ' s romantic counterparts t oday woul d doubt

less a gree , at least in part . Ot hers , part i cularly cul t ural 

transmissionists and proponents of behavior modification , would 

f lat ly insist upon mea surement . 4nd, of cour se , there are t hose 

who see student testing and grading as necessary to the educational 

proces s but who are also aware of -c he abuses intrinsic to any sys

tem of evaluation. 

This last stance is that assumed by many , if not most , con

temporary educators . It is not enough (so the bel ief goes) to 

aver that our aducational process works ; we must be able to see 

it wor k and be a ble to demonstrate it at work, to t he satisfac-

tion of ourselves , students , parents , taxpayers , s ociety and all 

those concerned with the success of the American educational system. 
The implication for t he classroom is that ther e must , fi r st , be 

some cr iteria f or studen t progress and the meeting of specif ied 

educational objectives ; and , second , ther e must be reliable in

strument.a by which to obtain data f or measurement against tha t 

criteria. 

Li ttle enough can be said conclusively about cri teria in a 

paper of this scope and nature . This is because cri teria for any 

curricular program i s intimately and inseparably related to that 

program. ADY school or school board adopting an i nstructional 

package automatically adopts the standards of performance that 

are intrinsic to it . I n general , these criteria are fully out

l ined and stated i n t erms of the level of a chievement a s tudent 

is expec t ed to attain before moving up to the next higher (more 

complex ) uni t or set of activi ties . 

In many cases t he criteria themselves are a rrived at through 

massive testing of students on local, state and na t ional levels . 

Norms or averages are calculated from the colle ctive results of this 

t esting , and this becomes the basis for expectations of achievement . 

Leaving -che area of criteria, it is important t o this paper 
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that t hose " r eliable inst r uments" previ ously ment i oned be dis

cussed a t s ome gr eater length . Instrument s , or mediums , of evalu

ation can fall int o one of thr ee gener al categor ies: 

1) ob j ective- -testing , e t c. used to determine performance , 
bas ed on some pre- established standard ; or 

2) s ub jective--observation of amount and degr ee of i mprove
men t , ba sed on the perceptions of the teacher 
and/or student ; or 

3) bot h 

Which method of t he three is employed , o f course , depends on 

what is being measur ed and what one ' s objectives are ; that is , 

the nature of the learning activity its elf (cognitive , affective 

or psychomotor) and what kind and l evel of achievement one is at

tempt ing to produce . I f , for instance , one is conducting a class 

r equi r ing t he developmen t of motor ski lls (typing, dancing , gym

na s tics , etc . ) , it woul d be highly inappropria te t o s ubmit stu

dents to oral or wri t t en examinations , at l east exclus ively. what 

one needs to know , of course , is h ow well t hi s student can nerf orm ; 

so a practical demonstration of skill is r equired. Affe ctively , 

the more subjective medium of observation must be employed more 

freely , since evaluation of that which belongs t o t he affective 

domain of learning (personality , f or i nstance) is , by nature , 

mor e i nspecific , intangible , arbitra r y and rel a tiv e. (Befor e this 

paper proceeds to the rather lengthy discussion of evaluati on with

in the cogni t i ve domain , it should b e s t a ted that , par ticularl y 

where one wants a valid overall pic tur e of the student , both the 

objec tive and subjec t ive methods s hould be appl ied . ) 

'Nhere cognitive evaluation is concerned , this , too , can be 

either objective or subjectiv e . "Objective" t est ing refers t o the 

use of tests which require br ief, specific ans wers which are gen

erally eit her " r ight " or " wr on g. '' "Subjective " t esting , on the othe r 

hand, requires a lengthier , more explanatory type answer whi ch it

self requires a 11value- judgment 11 on the par t of the person s coring 
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it . crhes e will be discussed more in- depth lat er . ) The choice between 

the use of one or the ot her of these measur ement devi ces must be made 

based on t he nature of the learning task being examined and the pur 

pose of the examination. 



~\orris L. Bigge, in Learning Theories for Teacher s , i denti

fie s t hree levels of teaching, learning and testing . The level 

of teaching , the learning t ask intrinsic to it , and t he kind of 

testing done f or i t must ha rmonize wi t h , or be appropriate t o , 

each other. Bigge devised the following formula t o help explain 

his ideas on the sub ject : 

1 ) Leve l of Tea ching--;1emory 
Nature of Learnings- - Factural materials 
Nature of Appronriate Tests--Factual essay or short 

answer completion 
Basis f or Appropriateness of Test Items--Recall of 

r e tained memori es 
Method of Test Evalua tion--Check student answers against 

list prepared at time test is made 

2 ) Level of Teaching- - Understanding , insightful 
Nature of Learnings--Understandings , insights , principles , 

relationships , concept s ., generalizations , rules , laws , 
'theories 

hature of Anpropriate Tests--Fac tual and explanatory 
e ssay or short- answer, true- false , selection , or com
pletion 

Basis f or Appropriateness of Test I tems--Recognition , 
explanation , or use of unde r standings , insights , prin
ciples , generalizat ions , r ules , laws , or theories 

Method of Test Evaluation--Check student answers against 
prepared answers , but credi t student for " r ight" an-
swers even though he uses words other than instructor ' s-
if answers are correct 

j) Level of Teaching--Reflection , problem- centered , explor a
tory 

Nature OL Learnings- - Purposely a cquired understandi ngs , 
insights, principles , relationships , rules , laws , 
theori es , plus enhanced i ndependent thinking and sci
entific outlook 

Nature of Appro priate Tests--Refle cti ve , or problem- centered 
essay 

Basis f or Appropriateness of Tes~ Items- - Essay questions 
which are real problems for the students and pertinent 
to tbP s tudy having been pursued ; real problems in
volve both generalization and tool - use of ideas 

Method of Test Evaluation- - Check answers on basis of cri
teria agreed upon pr ior to the test--probably adequacy 
of pertinent data applied to t he solution and harmony 
of the data , problem , and answer62 

This very excellent outline needs little further elaboration , 

though it mignt be noted that the k i nds of testing Bigge advocates 

are : for memory- level learning, objective ; for understanding- level 

learning , objec t ive/subjective ; and for reflection- level learning , 
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subjective . The next portion of this paper will deal with the ne

cessary qualities of any effective test , the basi c differences 

between objective and subjective tests , some indivldual proper

ties of both , and t he potential advantages and disadvantages im

plicit in both. 

ties : 

First , any test , to be truly effective must exhibit five quali-

1 ) validity- - it must measure to a satisfactory degree that 
which it purports to measure ; 

2) reliability--it must yield consistent scores (within a 
standard error of measurement) upon subse
quent testings ; 

3 ) representativeness--it must test an adequately repre
sentative r andomly drawn sampling 
of the entire content in a given 
course of study ; 

4) dis criminating uower- - it must be able to siffi ciently 
distinguish between individuals 
,,ho vary wi th respect to what is 
oeing measured ; and 

5} f easibility--it must yield significant information ; t hat 
is , it should diagnose strengths and weak
nesses and suggest remedies ; it s hould be 
appropriate in form and content to those it 
is testing ; cost and amount of time required 
by the test should be r easonable and not 
prohibitive ; etc . 

Thus , by these criteria , objective t est s are often more effective . 

By objective t est ing , one implies that no matter who grades 
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the test , the final s core will be the same . Multiple- choice , true

false and fill- in- the- blank instruments are examples of objective 

tests. To many , this very objectivity is their largest value . rhough 

more time- consuming t o construct , s uch tests are easier and less 

time- consuming to administer. Answers are generally e i ~her right 

or wrong and may, therefore , be checked against a s coring J.ey which 

has been prepared in a dvance--obviously a much faster scoring method . 

Answers are also briefer , so a much more representative sampling of 

items may be tested .,:or . In addition , it is simpler to tell wi th an 

objective test whether the test or any portion of it was too hard 

or too s i mple . If , for instance , nearly everyone (lesser as well as 

better students) got the right answer on some item, then i:.hat item 



was too easy to have discriminating power and should be either de

leted or revised in futur e t es t ing. The converse holds true ; if 

all or nearly all students miss certain items , those items were 

likel y too hard . 

Criticism of t he objective test include the accusat ion that 

it tests relatively trivial facts and disconnected particles of 

knowledge and cannot effectively determine the comprehension of 

conc epts , principles, and relationships or t he ability to inte r -

pret information and apply what has been l earned. Fur t her , such 

tests ofte!l enc ourage and facilitate "guessing" on the part of 

students . Often , too , students bring "to a test individual quali-
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ties which may aid or penalize them in a testing situation. For 

instance , an impulsive , less thoughtful student may arrive at the 

correct answers -chrough his indisposit ion to caution or deep- thinking, 

whereas a more advanced or sophisiticated s tudent may all ow his 

superior understanding of the subtl,eties involved in t he questi on 

to draw him to \'trong conclusions and wrong answers . 

These , among other criticisms~ have bean levelled against 

objective testing in r ecent years . It i s obvious , however , that 

the potential benefits of this kind of testing far outweight its 

limitations . Too , much of the problem with objective testing is 

due to the lack of expertise with which it is administered and 

with which its r esults are interpreted. As an analogy, if a traf

fic officer is so poorly trained in the use of radar that he man

abes to clock a "tree at 60 mi les an hour , one cannot rationally in

dic t the radar system for the officer I s O?m inadequacies. 1;ei ther 

should one summarily oismiss objective testing on the basis of the 

fact that sometimes it is used improperly. 

Before leaving the topic of objective testing , it should be 

noted that these t ests may be either teacher- devised or standard

ized. Both have distinct advantages . Teacher- devised tests may well 

be more r eflective of tue learning, abilities and backgrounds of 

her particular s tudents . s tandardized tests , on the other hand , 

ensure comparability of score~ as they set clear standard for ad

ministration of the test, give explicit instructions for completion , 

establish specific t esti ng time limits and delimit the amount and 

kind of tea cher a ssistance to be allowed , etc . Also , since mos-c 



standardized tests have been previously administered to large num

bers of s tudents , norms and tables for converting raw scores into 

percen tiles or grade equivalents are often included . Thus , a 

teach er may determine where her students are academically in re

lation to similar students elsewhere in the nation. 

Subjective tes ts , like oral , essay and behavior- rating tests , 

require a value judgment on the part of ~he listener , reader or 

observer . Some criticize them on this very bas is ; but in those situ

ations where they are applicable , they may well be the only kind of 

test which will do • .As one text states : 

They are particularly useful (1) where spontaneous recall 
of infor mation and spontaneous gener a tion of hypotheses 
are important aspe cts of the competencies being measured . 
(for exampl e , formulation of diagnostic hypothesis , dif
ferential diagnosis) , and (2) in less well- established 
areas of knowledge where there is no single "right answer . " 
In addition , they test a student' s ability to organize 
ideas cri t ically , and to express himself clearly and con
vincingly. Essay- type questions also provide greater scope 
f or original and independent thinking , and give some in
sight into the cognitive styles , problem- sensit ivities , 
and _problem- solving strategies f or students . On the \'lhole , 
they are be t ter suited than short- answer questions for 
measuring students ' grasp of the s t r ucture of a disci
pline . 63 

The mos t obvious objection to the subjective test is that it 

is "s ubject 11 to the private biases of the scorer , and likely to 

be dependent on his personal attitudes , opinions , preferences or 

moods . Thar; this point is well- made is pointed up by an exper i -

ment conducted some yea:rs ago by educational researcher J . D. Falls . 

tle sucmitted a part i cular composit ion to one hundred English t each

ers and asked them to grade it . The composition was scored 60- 64 

by 3 teacher ; 70- 74 by 6; 75-79 by 8; 80- 84 by 22 ; 85- 80 by 20 ; 

90- 9u by 24 ; and 95- 99 by 17. 64 Perhaps even more signi~icantly, 

gradi ng of essays on two separate occasions by the same teacher 

has been found t o result in sizable discrepan cies in the marks 

awarded. 

Another significant criticism of subjective tests is that, 

since answers must be longer , there must be fewer questions . Thus, 

the sampling of questions may not be very comprehensive or r epr e

sentative . Scori!lg of long , involved answer s is also more labori

ous and ti!lle- consuming for the teacher , whose time is doubtless 
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alr eady severly limited by t he requirements of her j ob. 

Too , subjec tive tests , like objective tests , tend to favor 

certain students mor e than other . In this case , students who 
11write neatly , excel in the mechani cs o f English compos i t ion 

(spelling , punctuation , diction , and style) , and echo the views 

and biases of their teachers1165 are l ikely to s cor e bett er than 

other s-cudents . 

This by n o means i ndicates that the use of s ubjective test

ing should be el i mina ted , however . As previously stated , there 

may be no mor e e ffective way to determine a student ' s underst and

ing of some problems or situations or concepts . Also , subjective 

tests like the essay can r eveal much more about a s t udent than 

merely his knowledge of subject matter . 

• .. they enabl e the teacher to appraise the s t udent ' s 
ability t o express himself clearly in writing , his 
ability t o r ecall and or ganize r elatively large amounts 
of materials , and his abil ity t o evaluate. 66 

And , for their part , oral examina tions can enable a teacher to 

probe more deepl y i nto areas where he is unsure of the s tudent ' s 

knowledge or meaning . 

As is the case with objective t ests , s ubjective tests can be 

improved upon by a knowledgeable user . First , one may r educe vague

ness and ambigui t y in answers by making questions more explicit 

and/or by l nssening tneir s cope . Second , one may subs~ant ially 

decrease subjectivity by substantially incr easi ng (where feasible) 

the number of people performing the scoring on subjective t ests . 

Third , explicit cr i teria for grading (substantive content , quality 

of expression , or ganization, logic ,, clarity, fluency , etc . ) should 

be deci.ded upon and specified in advance . And fourth , the "halo 

effect" can be reduc ed by gr a ding all ques t ion #1 ' s , then all ques 

tion # 2 ' s , etc . instead of gr ading all questions on one paper be

for9 going on to t he next paper . I n these ways , subjective tests 

can be more useful and effective parts of any tea cher ' s testing 

repertoi r e . 

It is at this point , however , that one must face t he philo

s ophical issues in tes ting. Though a t est i nstrument or procedure 

might be superbly de sign ed and t hough it might be highly r eliable , 

valid , repre sentative , discriminating and feasible , some would still 
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ask if the potential abuses of testing as a procedure might not 

outweigh any pot ential benefits . 

First , an apti tude test can be bene f i cial in establishing how 

well a person might be expected to perf or m i n a given profession 

or a t a given job. However , is it not equally possible that such 

a t es t , if n ot as valid as it s hould be , could short- s ightedly dis

courage an individual from eve n at1;empting so.r:e worthwhile pursuit 

he might otherwise have chosen? r he ultimate ques t ion here mus t be : 

is i t more psy chol ogically distressing for an individual to fail a 

t est and be denied entrance to an institution or oc cupation of his 

choice or t o be given the liber ty to enter that inst itution o~ oc

cupation and chan~e f ail ing in it? Such a question , of course , can

not be answer ed glibly or l i ghtly overlooked . 

Sec ond , testing can be a useful means of ga thering data to use 

in compi ling compar at i ve s tatistics . Yet , one must guard against 
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the t emptation t o make broad , sweeping gene r alizations based on such 

test data. J us t as one cannot fairly compare unlike objects like 

houses and apples , one cannot make judicious compar isons be tween 

groups o f students with i ncompatibJ e s ocial , geographic , economic 

or academic backgrounds . 
Third , by i ndicating a studen~s potential , intelligence tes~s 

and the like can aici. a teacher in deciding ,,hat and bow to teach a 

given student . Test r esults of this kind , however , mu s t not be 

"over int erpreted . " The danger lies i n viewing the results as con

summately dependabl e and accurate or indicative of things t he tes ts 

were never desi gned to measure at all . "Label ling" a student, based 

on s uch an invalid i nt erpretation of tes t r esul t s , can be ver y 

damagi ng to t he s tudent and may hinder or even prevent f utur e pro

gr ess f or him. To quot e one text on the s ubjec t : 

'l1o laoel a per son by identifying his i ntel lect with 
a number tends to put him in a ni che t ha t he may 
never have deser ved and might o therwise s urpass . 
The interpret a t i on of test results as absolut e or 
immutaol e characteristic s is t o be avoided a t all 
costs . 67 

Fourth, incont es tably, t esting s tudent s over ma terials they 

have studied can positively contribute to retention . This is es

pecially true if tests a r e reviewed with s tudents as soon as pos 

sible after r esults are a vailable . But what of the hapless indi-
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vidual who is par alyzed at the mere thought of taking a t est? Cer

tainly a teacher can he l p ease the anxiety f or all her students by 

telling them i n advance what t he test will cover , what items will 

be i mportant to study , whether t he test will be objecti ve or sub

jective (so t hey will know v,hether to study facts or broad con 

cepts), some of the kinds of questions that will be asked , and per

haps even how many ques t ions t here will be . I deal l y , the t eacher 

should take i nt o consideration , 7/hen drawing conclusi ons from t ests , 

how well individual student s bear up under t he additional "st rain" 

and anxiety of t es.t - taking . 

Fifth , while tes t i ng can provide numerous invaluable services 

for s chools and students alike , the ob t aini ng or use of test results 

by those f or whorn t he r esults 11ere not int e nded is an i nvasion of 

t he legitimate pr i vacy of the t es t ee . Such data , i n most ca ses , 

s hould be made avai l able only t o t hose whom it intimately a."ld 

dir ec tly concerns--teachers , students and parents . Obvi ous ly , 

schools s hould f or mulate s t rict pol i cies gover ning who has ac-

ce s s to ~uch rec ord s , under what con d~t~ons and for wha t purpose s . 

\Tlhi l e it may not be strictly ca tegor i zed a s a n "abuse , " t here 

is another area r egar ding test i ng and evaluation which has s tir r ed 

quite s ome philosophical cont rovers y . This i s t he a r ea o f " minimal 

competency" as a basis for pr omoti on in s chool s • .Simply stated , it 

implies that students woul d have to "demonstrate " ( through testing, 

actual performance , etc . ) a minimum a mount of ability i n t wo spe

c i fied areas : 1 ) the "basics , " like r eading , wr iting and computa

t ion ; and 2) what might be t ermed "J.i f e - coping" abilities . The ne

ces sity for t he first is obvious ; of the latter , Superintendent 

William M. Kendr i ck of Salem , Or egon , states : 

Our soci ety, with its credi t cards , installment 
purchasing, high- speed a ut omobiles , and television , 
r equires different individual skills than the society 
of the 1920 1 s and 1930 1s . Today a s t ude nt needs to be 
able to per form r eal- lif e tasks such as: r ead a news
paper , compute gas mileage and i nt er est rat es , balance 
a checkbook, make change , know first-ai d procedures , 
compl ete -cax forms , unders tand credi t , know t he v oting 
process , use safe working pr ocedur es , wr ite letters f or 
employment , and prepare job a pplications . 68 

The language of oost stat e legisla tion regardi ng minimum com

pet ency is no t nearly so br oad nor encompassing as Superi nt endent 

Kendrick ' s , however . A Virginia statute states , rather simplist ic-
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ally, that students must demonstrate functional litera cy , includ

ing ability to r ead , write speak and "work with decimals and _per

cent ages to the extent that they can effectively participate in 

society a s consumers. 1169 While the a c1;ual requirements are some

what more inclusive than this Virginia s tatut:e would indicate , 

they are still suff iciently nebulous as to make actual implementa

tion and assessment a difficult t a sk. 

The move toward minimal competency was a c't"ually started in the 

mid- 70 ' s when massive numbers of constituents in state after s tate 

began t o press tneir legislators for minimum competency l.a\·1s to 

ensure that future graduates of Ameri can schools would enter soci-

e ty as efficient producers , prudent consumers , informe d citi zens 

and capable, employable adults . Florida and Cali fornia led the na

tion in the _pass age of such la\'fS ; by June of 1 977 , ten states had 

enacted similar legislation; by t he end of the year , "some thirty-
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two states had taken l egislative or state board i nitiatives to in

stit ute minimal competency requirement s i nto the schools . 11 70 Some 

predict that by 1 984 all states will have minimum competency rulings . 

There are still numerous questions to be answered relative to 

minimum competency , however. For instance : Who should have the re

s ponsibility for deciding what mini.mum compe:tencies will a pply? Row 

s hould perf ormance standards be establ ished and by whom? Should 

competenci es be stat e or federally instituted and controlled? How 

feasible a re minimum competencies when one considers that a fast 

changing American society will doubtless r equire a regula r overhaul 

of standards? Does the "silent majority" really favor minimum com

petency standards? Should minimum c ompetencies be the same for all 

students? What is to be done with and for students who fall short 

i n minimum competency testing? How heavily can educators r ely on 

minimum competency tests and how will their use and assessment be 

governed? ~/ill (indeed , should) minimum compe t enci·es eliminate the 

need for "soci al pr omotion" of a student along \Yith his peers? ,, 
J 

While these are all., weighty matters t o be considered by legis-

lator s , educators and ot ·hers , the l argest quest ion must r emain : Is 

t he "minimum" i n danger of becoming the "maximum?" Or : "Will the 

trend eventually produce a ' med.iocracy,' in which students will 

s ay , ' If that i s all I need to know to get a diploma , wny try hard-

er? ,/hy try for anything e l s e? ' 117 1 l'hese and all other pertinen t 
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questions must certainly be thoughtfully considered and workable 

answers provided if the goal of equal opportunity and equal educa

tion for all ci t izens is to continue to be realized by future gen
erations of .1merican students. 

I n summarizing the i mportance of the role evaluation plays 

in the educational pr ocess , one might devise three gener al cate

gori es : 1 ) ~lacement , 2) feedback and 3) reporting. Each must play 

its part if the very best education is to be made available to all 
Amer ican students . 

First , through testi ng and the use of various measuring inst r u

ment s , a teacher can discover "where a student is" academically , 

what atmosphere he learns best in ( "controlled '' vs . " f r ee") , and 

where he functions most effectively (in a group or inde~endently. ) 

Ar med with this knowledge , a teacher can optimally match a student 

to an i nstructional program and lear ning environment , placing him 

with his mental peers , and bet ter ensur ing that t.he student will 

be involved with study on a level that is neither too hard (frus
trat ing) nor t oo easy {boring) for him. 

Seco;1d, i .f a student is to monitor his own learning progress , 

an.d if he is to correct his own learn.ing inadequac i es , he must have 

a means for arriving at realistic conclusi ons about how he is doing. 

One of the oest means for providing the student with this essential 

f eedback is through tes~ing . Knowing what one ' s performance is in 

relation to the performance of others , or in r e l ation to the ex

pe c t ed l evel of performance , or in r elation to what one ' s past per

formance has been , can provide the basis for future progress . There 

is of ten a kind of self - perpe tuating ''energy" to knowing one ' s 

performance is s uperior ; just as there may well be a motivating 
11 for ce" intrinsic t o knowing one has fallen somewhere just short 

of the mark . ~his kind of energy , this kind of force , facilitates 

learning progress in a student and also helps the t eacher diag

nose pr oblems , identify weaknesses and str engths and determine ho\·.r 

best to pr oceed . ~dditionally , as Wilhelms states ( 1967) : 

In the broader terms of the learner ' s development 
as a person, it is essential that evaluation help him 
steadily toward a valid and healthy image of himself. 
I t is especially importan~ for him to learn about his 
strengths and resources , in a way that genuinely leads 
leads him to incorporate these into his self- concept . 
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:tis also essential that evaluation should enr ich his 
concep~ion of the life- space he has to oper ate in , by 
expanding his vision of the opportunities and the 
choices that can be open to him and by enriching his 
back~round perceptions of purposes and values to judge 
by. 7 

And , finally , letter , number or percentage grades , pass- fail 

designations and , perhaps more importantly , a tea coer ' s personal 

evaluation of student progress as she vi ews it are necessary be

cause of a school ' s 11accountabilityn for what its students learn • 

. /here s peci f i c evidence of a student ' s level of performance or 

amount of impr ovement is needed , complete r ecords of grades , 

scores and l uc.:.d teacher descriptions provide this "evidence . " 

These records become particularly important where de cisi ans must 

be made about continuing or discontinuing a giv en curriculum, 

adopting or rejecting classroom methods , or "pass i ng" or r e

taining a student within a grade l evel for a second year. ~1so , 

specifics about a student ' s perf ormance can be i nvaluable when 

a teacher is in conference wi th a student ' s parents about what 

t he studen~ is being taught, and how , and why. To say the least , 

a parent is likely to be dissatis f ied wi th the s omewhat nebulous 

statement : "Your son seems to be doing about average . " Such an 

evaluation is inadequate wi thout c oncrete , qualifying data for 

the parent to see and evaluate for himself. 

I t seems a sad injusti ce to the s cope of the topic to at

tempt to treat it in s o few pages . Yet , it is hoped t hat what 

has filled these pages bas provi ded , if not r eal insigh t s , a t 

least an overvie\'I of the historical , psychological and philo

sophical influences upon American education . In the summary which 

follows , I attempt to Give, very briefly , my own opinions about 

what Ameri ca ' s educati onal objec t i ves should be , what c l assroon 

methods might prove most ueqful in meeting those objectives, and 

what forms or evaluation should be implemented to best determine 

and assure the suc cess of tbe American educational system. 
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Asked to consolidat e my own idea s concerning educational 

objectives , methods and evaluati on , I would have to labe l myself 

a 11 :progressivist . 11 This I would do unashamedly, as I believe 

pr ogr essivism ofSers t he bes t compromis e between t he legi t imate 

needs of the i ndividual and the legitimate needs of society. 

Pr ogressivism sees the i mprovement and preservation o f soci 

e t y a s a wortny pursui t in education- - but it does not advocate 

t he sacrifice of the needs o f the individual in order to a ccom

plish t his aim. Rather, by confronting t he student with pr a cti cal , 

everyday , r ealistic probl em- s olving expe r iences i n school , pro

gressive educators are preparing him to be an i nsi ght ful , problem

s olving adul t an.d citi zen . Progressivism also provi des the stu-

dent pra ctice i n gr oup- i nteraction , whi ch perfor ms at least two 

vital f unct i ons ; 1 ) i t helps the s tudent f eel l ess a l ienated and 

more i nvolved; and 2 ) i t allo,,s t he s t udent i n s igh ts i n t o the work

ings of group- interac tion , which may well oe an invaluable aid t o 

him v1hen he is called upon to i nteract wi t h others a s a me mber of 

society . 
I do not altoget h er condemn romant ics , since 1 f eel t he in

dividual is of great consequence and his needs and desires should 

be provided f or i n education . n owever , I do not bel ieve students 

can or should be left entirely to t hems elves t o deci de wha t their 

education will be . This fosters not health, but ana rchy, in educa

tion as vrell as in s ociety . Di s c i pline , of t he mind as well a s the 

body, may carr y with i t its own inertia once it is set in motion , 

but it scarcely comes easily or nat urally , and it usually must be 

foster ed . I believe students , part i cularl y_ the y oung , can bene fi t 

gr eatl y f rom guidance , direct i on and the wise counsel of mature , 

caring educators . I do not see this as an imposition on their 

right or their freedom. Rather , proper ly done , i t can ac tuall y 

promote t he "nealth11 of the individual student by fostering in 

him a sense of s elf- worth : 11Soneone genuinely cares about me ; 

I must be of importance . " Students should not be deprived of tilis . 

I also do not a l together conde mn the well- meaning cultural

transmissionist for his stance in education . If our society ' s 

ideals are in any mea s ure worthy , as I bel ieve they are , what is 
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wrong wi t h using educati on to help per petuat g them? Perhaps nothing- 

unless one begins to use the "needs of society" as a blanket justi-



fication for the unnecessary sacrifice of individual f r eedom . It 

is one t hing to offer "guidance " to a student , still leaving his 

educational options and freedom of choice intact ; quite another to 

offer him a stale , unmeani ngful , i mpersonal "take- it- or- leave- it 

kind of education . To do so is to say to the student , in essense: 

"Never mind i;hat what you will learn here is t otally irrelevant 

to you ; t his is the only way for us to impr ove and pres e rve the 

culture i ntact and our end justifies our means . " I beli eve it is 

good to s trive for improvement and 11achievement , 11 but I also be

lieve it can be very destructive to divide students int o categories 

of "Success" and "Failure"- - which is the effect the unbridled , im

prudent use of 11 industrial psychology" can produce . 
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What we appear t o need most , in my view , is an educational 

system capabi e of ensuring s ociety an educated populace that is 

ma ture and well- r ounded , motivated and committed , informed and en

light ened , able to aarry out the de mocratic ideal , sufficiently 

discriminating to perpetuate what is good from the past while sys

tematically eliminating and replacing what is bad. Too , this edu

cational system must allov- fo~ t he unhamper ed self- f ulfillment , self

enrichment and self- development of t he i ndividual wi t hin socie~y. 

Or , stated more simply , I see the two- fold task lying before educa

tors as being the provision of a balanced educational program which 

will : 

1) allou for the most compr ehensive possible development 
of the individual--mentally , socially , morally, e mo
tionally, spiritually and physically ; and 

2 ) address itself to the existing needs of society , 
while foreseeing tomorrow ' s needs , -chereby helping 
to shape a better society for the future . 

As f or methods , I believe a t eacher shoul d employ whatever 

method "works best . 11 What "works best , '' of course , is highly r ela

tive to the situation and is something which must usually be left 

up t o the teacher I s own j udgment . For this r eason , a teacher should 

be well- acquainted with the various "sources" and '' models'' availa

ble to her and should also be skilled in their application wit hin 

the classroom. 

Certainly, the model , or method , employed must be suited to 

the task a t hand. One cannot 11lecture11 students if discovery is re-
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quired ; "inquiry" must be employed . teither can one turn students 

loose in a s cientific laboratory and expect t hem to absorb factual 

information ; this probably requires "expository- teaching/reception

learning. 11 Al so , if one is attempting to foster creativity , students 

need 11 freedom , 11 no t " confinement . " A.nd if one wants students to 

learn t o solve problems in a democratic way as a group, then give 

them a 11 problem, 11 place them in a setting where the democratic 

process can opera t e and let them work with others to find solutions . 

I believe t oo mucb of any 11 good thing" in a classroom is just 
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like too much of any good thing anywhere el se ; it tends to be counter

pr oductive . So a teacher should vary her routine . If the class had 

rote learning -c o do yesterday, let them "role- play" today. If the 

teacher lec tured yesterday , let the students discuss today. Learn-
' 

ing r equir es discipline , certainly , but it need not be a dull ac -

t i vi t y ; it is the teacher ' s responsibility to ensure this. 

I personally favor "student- centered" activities , as they 

get the student directly involved with his own learning process . 

And while I r ecognize the potential benefits of behavior modifi

cat ion tacti cs within the classrooo , I believe they must be used 

judic i ously. After all , students are not mere 11ma chines 11 to be 

" progr ammed" at will ; they are human beings with special pr oblems 

and s pec ial needs that require special help and special a ttention . 

This a "good 11 teacher must be able a nd wi lling to give . 

I n summary, I believe any teaching method is viable and use

ful so long as i"t is used properly , produces the desired effect , 

i s a ppropriate to the subject matter , r elates favorably to t he a ge 

and mat urity of the student and is in keeping with the instructor' s 

O\'Jn talents for instructing. I consider "immoral " and t otally un

acceptable any classroom method or procedure which tends to deteri

orate a student ' s positive self- concept or stifle , r ather than en

nance , his creativity, uniqueness , i magination and valid self

expression . 

~Jhere evaluation is concerned , I first recognize the fact 

that no test can actually measure what a child knows --only what 

he can demonstrate t hat he knows . I bPl ieve this fac"t must ·oe 

taken into consideration if a student i s to be fai r ly evaluated . 

This can, in my estimation , only be accomplished through a com-



bination of objecti ve/subjective measurement and the personal 

evaluation of the student by the teacher . 

I have discussed here tof ore the relative merits and short

comings of botn objective and s ub·ective tests , as well as t be 

general need f or "formal measurement" within a classroom (for 

stude nt eva luation) and within the s chool (for curri cular evalu

t ion ) . So I will say he r e only t nat "test::..ng" of the sort just 

described helps provide tne student with a sound perspective of 

"where he is" academica lly . rhis , iu1d tne fact that test r esults 

help a teacher t c provide the best possible instruction , is suf

ficient reason to maintain it as a procedure . 

::owever , just knowing •.1here he stands academically may not 

be all the motivation a student neeas for improvement . Likely not. 

I believe students also need individual encouragement , a fostered 

sense of accooplishment and the reassurance that their teacher is 

genuinely concerned about theo. For this r eason, I feel it ex

tremel y import ant that a student ' s performance and achiPvement be 

explored wi th him one- to- one , teacher- to- student , on a r egular 

basis during the school year. _his particularly applies where there 

is a special problem to be resolved . Not only does this provide 

an excellent opportunity for improved student- teacher rapport , but 

it can be an irreplaceable motivating tool , as well. 

The instructor can point out areas where the student is weak 

and a reas wher e he excels , encouraging him on the one hand and 

congratul ating him on the other . What a large positive impact 

this can have on ois performance in the future scarcely neea be 

discussed . Too , the teacher s hould use this interview as an oppor

tunity to encourage student self- evaluation and coomitment t o im

provement . 

In summary of al l the f oregoing, I recognize the fac~ that I 

have lef"t ouestions unanswered and issues unresolved . 1or this I 

beg the r eader 's indulgence . Perhaps , at least , some of the ques

tions and issues were brought into focus and if the reader has in 

any way ooen informed or challen6 Pd , then I have accomplished my 

ai:n. 
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