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Abstract of f R

. A Model foxr the Illumination of Participant

values in Educatidnal Goal Setting

N

There is evidence for increased public participation
in educational goal settlng Public participation has
strong support in the llterature on educational plannlng

Ihcreasmngly, the publlc is being.seen as both source and

‘processor of data that is used in planning.

Current practice in' the use of the public in educa-

£

tional goal setting reveals two thlngs. Emphasis is. still

on the use of the publlc as a source of data.//Where the

I
-

public 15 used as processor, part1c1patlon is carefully
structured and confined to prescribed tasks. The concern
seems to be that unless- thls is so, result§ of goal set-
tlng will be of llttie use to pollcy makers aﬁa program
planners. Contention among alternative value positions
among participants is thus largely avoided.

As a consequence, there has been little reason to de-
velop strategles in goal settlng for the explication of -
participant values, or to structure the models w1th1n whlch
such strategies might be best.developed, explalned and
evaluated.- - '

1

The purpose of the present study. then, was to



. ix
structure such a model and Eo‘suggest its utility by
developgné a procedure illustrative of a model which had

as its inéent, the i;lumination of participant values in
educatibnal goal setting. | )

The method in the structuring JEa mbdel was itera-
tive. Review of the iiterature identified the educational
context within which the proposed model waS'expeétéd to
have validity. A paradigm outlining a possible pattern
by which participant values might be illuminated emerged.

Further literaﬁure review allowed for extension of
theory thought to be germane to thewstructuring‘of a néw
.model. The role of judgment in ﬁublic goal setting and
a theory explaiﬁing possibilities for restfucturing of
participant values were examined.

!

Criteria for a new model were posited.

‘Preliminary design of a model was attempted. Jakbmf*
features were derived from the criter%g. The design rep-
.resented but one of mény possible iterations in concép—
tualization of the new model. The process of model:-design
proceeded in an awareness of March's_"technblogy qf fool-
ishness" (1972).

The model in its final form was displayeé and its

design components explained.



X

" The model's dynamﬁg was suggested through an elabora-.
tion of a three-phase cycle which began with identification
of Qartiqipanf value differences within an educational
spaéé, and concluded in the emergence of a set or of sets
of goals. '

Activity at -thé core of the model provided for the
proper function of the dynamic-cycle:' It was thére that
restructuring of participant valﬁes was conceptualized.

The incidence of participant value restructuring became
the measure of ‘growth within the model.

’besigqation(of an edugational authority to provide for
definitionf in a‘particulérhgbal setting eﬁercise‘madg up Fhe
third modelfcémpongnt.>“The designated authority was con=
ceptdalizeé as thérouter'shell oflwhat‘became a spiral
under circumstances of growth at'the'core.

The heuristic import of the model was illustrated
through the design and implementation of a procedd}e.
 thought to be consistent with the model's intent.

‘The Department of Education of Manitoba was identified
as the designated authority. Participants from among stu-
dents,’ their parents and teachers, of five_representative
ééhool divisions were surveved. The data thus acquired,

in the form of multidimensionally scaled responses to a

paired comparisons protocol, allowed for a graphic displax/MJl
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of subject salieqces‘whichrwere inte;preted as participan?
.valuénﬁositions vis-a-vis education in Manitoba.
. ; _

. An isomorphism between the design of the procedure and
the model was demonstrated, and, in ﬁhis sense, the procedure
was said to be relevant to the model. Proposals were advanced
as to how the procedure could be extended. -

The promise of the model lay in the‘ppssibility that,
with information specific to participant values, the publip,
as procesé‘iiain a goal setting exefbise,'miéht_make progress
toward accepsance of a value pluralism as the basis for educa-
tional planning. 1In time, it was hoped thap‘there.would be
gradual impravement in the quality of the public's participa-
tion in planning by virtue of residuals of goodwill.toward,
‘alternative values left as a result of the, goal settihg.,
experience. . . LT

The model thus proposes a concérn for qdality which is
to be found gt the core, and whicﬁ then radiates out to a more
complete recégnitioﬁ\of the maﬁyocontrasting wayf education

might be made better.
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LY

INTRODUCTION

Over the past decade theré have been repeated calls
for greater public participation in educational decision
making (Green, 1968; Educational Policy Research Center,
1969; Allen, 1971; Joint Committee onlEducatidnal Goalé
and Evaluation, 1972; COECD External Examiners, 1976).
Tyler (1949,-1966) had earlier recognized the wisdom of

s
having the public participate. Young (1971), at the same
time that he drew attention to curriculum as tﬁe social
organization of knowledge, pointed out that a more active
and direct participation of the public in educational
affairs‘was a matter of some urgency. Kirst and Walker
(1971) in an analysis of curriculum policy making note
the "demands for community control" {(p. 507).

~ Faure (1972} states the case for public participation

[}

in unequivocal terms.
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Education, through its instruction, practice and
commitment, should contribute to a project which
is very typical of our time, that of replacing a
mechanical, administrative type of authority by 2
lively, democratic process of decision making.
Farticipation of the greatest number exercising
the highest responsibilities is not merely a
guarantee of collective efficiency, it is also a

s pre~condition for individual happiness, a daily

assumption of power in society and over things,

a.way of: freely influencing fate. The citizen's

job is no longer to delegate his power but to

wield it, at all levels ofwusociety and stages

of life. (p. 151) ’

Pu} in the most general terms, public participatioq-is
se;n as integral to maihtenance of a demgcratic society
({Economic Council of Canada, 1971; Callahan, 1973; Can-
adian Teachers' Federation, 1974; OECD Committee on
Educational Statistics and Indicators, Note 1).

The process of goal setting appears to be an area of
educational decision making that is especially appropriate
for public participation. In the past decade attention
has been repeatedly drawn to the need for goal statements
in education (Educational Policy Research Center, 1969;
Foster, 1971; Tripodi, 1971; Rossi, 1972; Greenfield,
1975). The assumption that the public would be involved
in the formulation of goals has been concomitant with éhe
expressionsiof that need.

Procedures have been developed as guides to goal

setting in education (Greenfield, 1975; Northern
13
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california Development Center, Note 2). Models dealing
with group processes, whether in education orfin.some
related field of applied behavioral science, have been
developed to provide frameworks within whiph to organize
for goal setting (Deibecq & Van de Ven, 1971; Leithwood,
1976) . | | | ‘ |

The procedures and models place stress on careful
ﬁlanning for participation Jf the public. Greenfield
{1975) notes the impor?ance of task étructpre if the like-
lihood of conflict among participants is to be avoided
(p. 18). Delbecq gnd van de Ven allow for more exchange
among participants but exercise control over the nature of
the exchange by use, in the first instance, of nominal
groups (p. 472).

Caréful-planning for participation seems to enhance
the likelihood that participants will accept the nec-
essity for task completion and forego "evaluation of any
particular problem dimensién and distraction of elabor-

" ating comments" (Delbecqg & Van de Ven, p. 474) . Iﬁ

effect, there appears to be a deliberate attempt to_avoid
the occasion fBr exchanges among participants which might
bring value differences into contention:rand, n%?ﬁnithout

cause, for, as Greenfield notes, when goals are set in an

atmosphere of conflict it is "difficult to use goals for



policy-making and program development” (p. 18).
Howevér, thé;e is a cost associated with the advan-

- .
tage gained'byunct,b;inging value differences into conten-

tion in goal setting. The cost is not direct; it is none-
theless important. Where value issues are typicéily

'évoidéd, there is no reason to develop models which take
values into agcoﬁﬁt, and yet, it is recognized that values
are intimatelj“related to goals (Kluckhohn, 1951, p. 429)
and, pfesumably; should be recognized in some explicit
" manner when goals are being considered. There is evidence
that frames of reference which incorporate values into
their structures are being developed for the more general
area of educational evaluatibn (Morriéon, 1977): What
.appears to be required is a somewhat comparable frame of
reference, a model, that is_appl%cable to goal setting.
The purpose of the present study is to develop a
model for setting goals in education. The model is to
provide for specific acknowledgment of ways in which
participant values might be brought intc contention as
part of the goal setting procéss.
The model is limited in its conceptualization by
four guestions thouéht to be proper fo; the study of goals

in education. First, for what purpose should the public

participate inh setting educational goals? Second, what



are the issues to be fackd 1f a participating public is to
be informed for participation? Third, why set. goals for
education? Fourth, what is the relationship between goals
and values? ‘

Attempts to address these questlons' and in.turn,
to proceed to develop the model, &are dellmlted in several
ways. 'Only problems in setting goals for pubtlc sahoollng
are considered: It is here that the public is a stake-
holder. It is assumed that there are educational admin-
istrations, whether at provineial, divisional, or school
level, who, from time to time, are committea to the im—.
portance-of having the public participate. It is also
assumed that budgetar& allocations would be made to fin-
ance the expert help anticipated for the model (such
expert help will be identified under the rubric "curr-
jculum worker" for the balance of the report).

The grounds upon wtich such a model is developed are
dealt with in two stages. The remainder of chapter one
attempts, further, to,establish the need for the model;
and concludes with a summary statement of the purpose
for the study. In éhe\ter two theoretlcal considerations

germane to 1dent1f1catlon of criteria for the model are

reviewed.
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Public Participation in Education

Public participation, ‘for some, is seen as part of the

answer to resistance tQ&educational innovation. derch,
o M

Carroll, Donaldson, Kiesling, and Pincus (1972) regard
"real innovation" in education as depending upon leverage

L ]
from outside the system, that is, leverage exerted by the

"federal government or by citizens" (p. 151). Foster -

. {1971) argues the necessity of including representation

from groups external to formal administrative structure
if educational bureaucracies are going to be able to

overcome a tendency to react to societal pressures rather

'than being able to anticipate forces for change by ac-

tively working toward a rational assessment of situations
(p. 21).:

Anotﬁer reason given for having the public participate
in decision making, and more especially decisions aff-
ecting curriculum, has to do with the pefceived need to
limit the influence of experts. Tyler (1949) anticipated
the problem of delegating too much comtrol to experts.
Although he acknowledged that expert help is necessary
if decision makers are to be provided with reliable and
valid information about education, such data, whether of -

individuals or of groups, do not of themselves develop



purposes and objectives (p. 22). Egpefﬁ help»is essential
if decisions are to be fdunded on an adequate data base,
but experts inlthe interpretation and use'bf_research
findings possess no special wisdom for deciding the value
of:thosé findings in a particular setting'(Bross, 1953).
In the final analysis the public must bg willing to ex-
ercise its pregogative to influence-éecisiqnsﬁaffecting
society, including those which affect education for
"although you and I cannot comprehend the technlcal as-
pects of these spgclalltles, . . . We can tell whether or
not‘the consequences are to 6ur liking" (p. 30}.

The public is not reluctant to cpnyribuie’to de-
cision making when opportunltles are provided (Baker, 1972)
The public, as represented by parents, teachers, and pupils,
is not only willing to participate but also capable of -
making responsible contributions (p. 411). 1

Not all the discqgsion respecting public partic-
ipatién ié covered in £erms of the opinions of those who
directly advocate.participation. There are those, who;
by their analyses of some of the problems which attend
public participation,'infer the des;rabi}ity of such
activity.

Biddle (1964) gives cloée attention to a problém

which emerges'when groups within the jurisdiction of an



Iorganization_attempt ﬁo influence deqigiqns. In his view
each of the competing groubs develops stéreotypic views

of outsiders and ascribe to the outsidé grioups motivations
which are ftequently a distortion (p. 168).- This so-‘
called “plufalistic ignorance" seems to result }rom a

lack of any substantial intergroup experiehce; whether

in terms of a sharing of eséoused group aspirations,'or

of information about the deepex value positions which

give meaning'to those aspirations. Biddle proposes that

-
’

plurafistic ignorance is especially likeiy when organiz-
ations are in the public domain and they have "poorly

stated purposes" (p. 169).

Identification of pluralistic ignorance as a problem
associated with participation of éroups in the decision
making of én'organization does not lead Biddle to concluQe
that such participation should not be attempted, rathef,

. he proposes that the problem of intergroup stereotyping
must be anticipated and, where ppssible} amelioraged.
creenfield (1975) notes a j'likelihood of conflipt} among
groups who set out in an uncoordinated search for edu-
cation goals for a school sysﬁem (p. 18). Lack of oppor-
tunities for groups to overcome the pluralistic ignorance
of which Biddle speaks would be a logical outcome of

uncoordinated group activity. Greenfield recommends



careful structuring of paéticipﬁnt tasks to reduce inter-
group cbnflicts ;hdéto ensure ffuitf;l outcomes.

Maguire (1968) does not address the problem of plural-
istic ignorance direct but he does recognize the Slg;
nificance of developing information about the grbup value
components which provide contexts within which educational
judgments are made (p. 84). Presumabiy, the availability
of information about differences in group values would be
a first step in avoiding the onset of intergroup stereo-
typing, and, in time, might provide for the resolution of
value differehces. -

“Another problem which ultimately affects public
participation, and which is receiving critical atteption,
is the realization that many decisions affecting social
programs are political. Beauchamp and Beauchamp (1972)
state the case with respect to educational goal setting:
"Goals or objectives for schools are political decisions.
Curriculum planners must verify those they use through
political channels" (p. 162). The political nature of

educational goals is clearly recognized by Faure (1972).

McMurrin (1969) had previously put the matter this way:



The purposes of educatlon cannot be .deduced from
~ cosmic principles, nor are they established as a
body 'of absolute values laid up eternally in some
platonic heaven. . These purposes are not irrele-
vant to,metaphysical considérations and they
certamﬂ%y are intimately involved with, and in
some instances identical with, elements of moral
philosophy and value theory. But attempts to
derive them from philosophical theory will fail
to produce anything genuinely viable and rel-
evant as a body ¢f principles unless that theory
is brought into $ome meaningful relationship
with the facts of personal and social experience;
with the needs, interests, and aspirations of
.. individuals; with the failures, successes, and
& goals of society; with the established personal
" and social values and the criticism of those
. values. (p. 5)

Stipﬁ;atiqn that somé significant educational de-
cisions are political .provides a éontext for the dis-
cussion of twé related issues. One is the desirability
of encouraging an open stance toward decision making, that
is, actively seeking pa;ticipation of those affected by ‘

- the decisions. The other.is the necessity for seeking out,
and developing, modes of pubLic'discourse thch are in-

tended to take public debate beyond the confines of

confrontation and acrimony typical of political activity.

The desirability of maintaining an open stance in
decision making:rsgeives particularly strong support in
?a recent report on educational policy in Canada (OECD
External Examiners, “1976). 1In order to join the issues of
public participation and educational decision maklng,

the report strongly advocates decentralization of

4
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.educational bureaucracies. The claim is made. that bur-

eaucracies are reluctant to redistribute decision making
powers and as a result there is a notable discrepancy
‘between whaﬁ bufeaucracies are saying and what they are
doing.
This obvious discrepancy be&ween Ministry lip+
service to decentralization and a reality that
is moving continuously in the direction of less
decentrglization, lends the entire discussion about
local participation a somewhat insincere tone

and, perhaps more importantly, pushes it in the
wrong direction. . (p. 12)

fhe argument for decentralization is one of strategy.
The rebort is careful to embhasize that strategic concerns
éhould not mask the more fundamental issue of‘hhether or
‘not participation is desirable.

The question is not whether more or less decent-
ralization means more or less democratization but;

how. can it be arranged that open decision-making

be brought about in a democratic mannex? (P. 12)

The limited- exchange of views made possible-by pol-
itical acts appears to be no longer adequate for decision:
making in coﬁtemporary society. Assumptions of the con-
ventional will have to Ee Challenged and attempts will
have to be made to look beyond heretoforés accepted pol-

ot

itical solutions (Skager, 1975). Faure (1972) is explicit

on the“matter. ™~

s
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~also Green, 1969) . He is prepared to concede that it

12
¢
What is known as formal democracy--which it would
be wrong to deride, for it marked great progress—--
has' become obsoleté. '"The delegation of authority
for a fixed period had and still has the advantage
of protecting the citizen from arbitrary exercise
of power and of providing him with the minimum
of juridicial guarantees. But it is not capable of
providing him with an. adequate share of the _
benefits of expansion or with-the possibility of
influencing his own™fate in a world of flux of
change; nor does it allow him to develop his own
potential to best advantage. -(p. Xxv) :

-Callahgn {1973) is not encouraging about the prospects
of_society making tﬁg Fommitmenfs to community necessary
to counteér a perceiveé lack in formal democracy, given
the problems of a tecﬁnologically advanced society (see

may be that poligigs, in the conveéntional sense, provides

" .the best possibleé solution to the resolution of the

problems he identifies. "If that is the case then the-
best path to follow would be to attempt t0 maximize
public information and debate, éubject ve#ing issﬁés to
courts and iegislatufes'yhen necessaryf and hope for thé
best" (p. 152).

Public participation in making decisions affecting
education is being édvqcated. Innovation in educational
programs is said to -be more likely when leverage from

outside the system is employed, and is given as one

reason for encouraging participation. Others propose
‘ N

‘that participation is a necessary complement, in decision

RS
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making, to the contributions of experts. Indirect advo-
cacy of participat;on results from discussfons of some of
the problems inherent in invoking a lively public response*
to social issues. And, notwithstandihg the incidence of
"pluralistic ignofanceﬁ which seems inevitable as in-
creasing'ﬁumbers of the public aggress to make their
positions knowp, there is insistengé on the need to develop,
not fewer, but more opportunities for the public to
participate and, in the process, to affect decisi®Ons. Iﬁ
effect, what is being séid is that far from being sat-
'isfied with uéilizing extant political processes, society
nust attempt the still more difficult task of formulating
‘institutions and processes which result in more en-
lightened forms of participation, that is, forms of
parficipation which lead, not to the more efficient rule
of the ballot box, but beyond, to the evolution of a
Eommunal conscience founded on a profoundlsharihg of the
latent value positions which 'give each group its special
character and integrity.

Availability of information may prove to be critical to
the success of attempts at more enlightened forms of partic-
ipation. Whether or ‘not information is deemed to be availaﬁle
is likely to depené as much upon the form in which it is

provided as its abundance.
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A Public Informed for Educational Planning.

Insuring the adequacy of the information available
. !

to the public is viewed by some as integral to partici—
pation (Economic Council of Canadah 1971; Rein, 1971;
Riffel, 1972; Tunstall, Note 3. 'The view is expressed
that there is a positive relationship between improvements
in education and advances in the level ét which relevant
publics are informed (Rein, 1971, pp. 304-305; OECD Ex-
ternal Examiners, 1976, p. 1ll). Cchilds (1950) has stated
“that quality of the decisions made about curriculum are
seén as a function of information attainment (p. 139).

, Accessibility of information becomes a matter for
special comment. Again, thé OECD External Examiners, at
the time that they note the necessity fof an informed
public, add‘that information will have to beﬁgccessible
(p. 11). The Economic Council of Canada (1971) in add-
ressing the larger issue of improvements in sociél policy
places major emphasis upon "extending and improving the
role of individuals in the process of decision-making"
(p. 33) including providing participants with whatever
information is necessary to give them a chance to get a

grip on.the situation with which they are dealing (p. 34).

Merriam (1967) places access to information within a
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context of providing'for equity in the utilization of

social services, pointing out that equity means more than
formal availﬁbility and includes, among other things,
access to information about the service in question (p. 179).

The form in which information is to be made available
requires comment. It is now generally accepted that ed-
ucation, as contrasted with a faifly recent past, 1s a
complex social phenomenon.

The starting point for a reconsideration of the

form and processes of school governance whould be

recognition of the extent to which the school of

1975 is no longer the school of 1950. It is no

longer an institution generated by a fairly res-

tricted community, receiving from it a clear man-

date, and organizing its education around a lim-

ited set of generally accepted fundamental values.

To-day, the schools are situated at the inter-

section between the society of to-day and the

society of tomorrow—--something which does not yet

exist and which no-one can clearly define. (OECD

External Examiners, 1976, p. 11)

With education becoming increasingly complex, the
information about education begifis ﬁp reaéh unmanageable
proportions and only serves to a2dd 6 what Phenix (1964)
refers to as "this hyperabundance of culture and profusion.
of related problems" that bring about feelings of frus-.
tration and impotence in modern man (p. 37). It is in
the context of the plethora of observations which could

be made about education--and othér, related social

phenomena--that Phenix, and others, suggest the fuller
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use of tecﬁnical resources; mqre'eSPecially those re-

sources associated with data reduﬁtion. .In the face of an

overwhelming number of ogservations affecting entities

ébout which informatioﬁ is required, the comprehensibilify
: .

of the observation§ is dependent upon their reduction to

measurement scales (Coombs; 1964, p. 6). Tatsuoka (1971)

argues the advantage of being able to handle data in a

.. more parsimonious manner through the use of techniques of

multivariate‘analysis sﬁited to educational problems.

More ﬁpecifically Subkoviak (1975) suggests the use of

multidimensional scaling as an appropriate tool for use

in pecoming better informed about education "to the extent

that the resuiting summary pictures and related information

assist the user in understaﬁding the relationships among

the objects" (p. 387)

Government has a role to play in ensuring an informed
pgblic (Economic Council of Canada, }371). This is not to
suggest, simply, that all government files should becqme
available for inspection so much as it is intenaed to
convey the idea that government give priérity to "making
information usable and digestible- and in especially pub-
lishing pefiodic review procedures" (p- 33)f It is no
longer thought possible for the public- to keep abreast of

events without recourse to digests-or briefings of one
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sort‘or another. And, as the Econgmic Council notes, it is
largely a question of government policy whether or not such
digests and briefings are to be produced and made readily
available.

I1f, then, the public is to participate in educational
decision making, it seems that attention will have to be
given to how it is to become informed. Avéilability of
information pertinént to decisions will have to be assured,
as will access to the information. Large amounts of the
information will, in all likelihood, have to be presented
in the form of digests and Eriefings that have been pre-
pared by those adequately trained.in social reporting,

and who, coincidentally, are as free as possible from other

_than a commitment to see that the reporting "in its design

and procedures for collecting and analyzing information

; adhere as closely as possible to the canons of scien-
tific method" (Riffel, 1972, p. 12). Finally, governments
are seen as having a leadership role in ensuring an informed
public.

Advocacy of public participation in educational goal
setting brings with it the requirement that the public be
appropriately informed for such a task. But is there a
need for goal statements sufficient to justify the time

and expense of providing for a public that is so informed?
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The Need for Goal. Statements

' The attention given, over the past decade, to the neéd
for edﬁcgtionél goal statements was acknowleaged in the
introduction to the study. Different reasons are offered
for the need. That the need exists is a view that is k%ld,
almostlunanimously, by'those concernéd with educatiqnal:

,"\‘\..
progress. ; _ TT——

Need for Goals

In general, geal’'setting is advocated as a first step
toward improved educational planning. Becker (1970) and
Averch et al (1972) note thét setting goals is typical as
a first step'toward the development of long range manage-
ment plans. Drewnowski (1970) comments that social plans
require that goals be identified to serve as end points in
plans {(p. 20). =« .

Setting gdals is seen as a way to counteract pianning
practices which amount to little more than what ig fre-
qgquently referred to as incrementalism; that is, ad hoc mod-
ifications ma@e to existing programs with little serious
thought given‘to review of priorities and ﬁhe possible
deletion of redundant or obsolete services (Foster, 19717

Faure, 1972; Rossi, 1972). Educational systems seem prone

to linear expansion where policies and programs develop
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according to the lines of their earlier evolution. Or .
put in more general terms:

Experience has shown that public expenditures can
become self-justifying, that is, instead of ass-
essing their results in the light of previously
established objectives and intended results, the
objective is inferred from the actual results.

To - forestall this type of rationalization requires
pre-policy dialogue about the objectives, . . .

(The Economic Council of Canada, 1971, pp. 31—325
Goal setting, then, receives widespread support as a step
‘}dﬁéfa better planning. "
{—~»_~ Although it is difficult, if not impossible, to claim
a causal relationship between interest in goal setting and
support for public participation in educational decision
making, iﬁterdepen@axﬁ of the two themes is frequently
acknowledged. For example, the Joint Committee on Educa;
tion Goals and Evaluation (1972) éndorsed the following

positions. The positions are presented here in summary

form.

H

s 1. Tt is essential that the goal setting process

‘includes the extensive and inti%ate involvement of the
public with students and educators at the level of the
local educational agency.

2. The suppofﬁ of the public for such goals is

essential.

3. The value of setting goals is as much in the

A
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process of participation as in the-final outcome . . .
(p. 5). |
A contemporary program for establishing educational
goals and objectives (Northern California Program Develop-
. ment Center, Note 2), generally recognized as the "PDK
Goalsvéthdy“——the program being distributed by the Phi
*~\E\\_Delta‘Kapp; Commission of Educational Planning——makes'clear
. :;;;;ision for participation of the community. 1In a program
designated as "a model program'for commﬁnity and profess-
icnal involvement" (sﬁbtitle) the goals axe to be "community-
ranked" and the objectives "teacher-developed" (introduction).
Two educational goals' studies recently completed in Westexrn
Canada confirm the rgcommended practice of involving the
public in goal setting (Lethbridge Public School District,
Note 4: St. Vital School Division, Note 5). At the present
time there appears to be little thought of conducting goals'
studies wiﬁhout intending to use relevant publics in some
contributory capacity.

Briefly stated, goals are needed to improve planning;
without clearly-set goals-organizations tend to mgintain
themselves with little thought for renewal.STAé well,
goals‘méy be needed because they appear to provide for a
widely accepted focus for the public's involvement in

educational planning.
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Determination of Goals'

The question, then, arisés of whose goals are to pre-
vail? Burkhead (1973), in commenting on the Héed to limit
program, planning, budgeting (PPB) procedures, first, to
‘easily identifieq goals and; only then, ‘gradually applied
to others easily-idéntified (ps 200), gives particular rel-
evance to‘thg guestion that has beeh‘raiged.

The problem with PPB in education, as with all
budgetary procedures in any goveérnment, is that
"somebody" must -decide whose interests are to be
sexved by the technigue--a principal who would
like more budgetary flexibility; an accountant
who would like to "control"; a superintendant
who would like to "manage"' or perhaps students
and teachers who would like 'to cooperate in a
learning process? (p. 203)

The problem raised by the question is compounded by

the fact that there is evidence to suggest that even organ-
\

izations which are seen to be operating effectively do not
function in accord with any single, internally consistent
goal at a particular point in time (Cyert, 1964).

Instead, they exist with considerable cbnflict

and potential conflict. What they gecide at

one point in time is often apparently inconsistent

with what they decide at another point in time.

What is decided in one part of the system is

often apparently incongistent with what is de-

cided in another part. (pp. 291-292) °

childs (1950), at a time when much less attention was
paid to the goals of education than is the case at the

present, saw the problem of whose goals are to prevail in
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different terms. For him, the questién was closely re-
lated to whether ox not maint?nance of a"social status quo
was a defensible goal for edudcation. As Childs pointed out,
no- sooner is the goal of maintenance of a social status

quo proposed, than the question of what status quo and whose
interests are to be maintained (p. 182) must be réised.

The question has no easy resolution. It is one thing
to accept the logical necéssity of having to define social
goals in terms of supposedly homogeneous aggregates of
people rather than for individuals (EPRC, 1969); it is
another matter altogether to be able-to stipulate‘what, in
fact, @efines'such aggregations. What characteristics are
‘to count? What minimél number of shared characteristics _
constitutes homogeneity? 'What mechanism is to be used for
assigning individuals to differen£ aggregations? How ﬁany
aggreggtions properly define a population?

Indeed, it may well be that it is the difficulty of
the gquestion which .has lead to a prolifergtion of stra-
tegies f&r setting goaiﬁ; strategies wﬁich, in one way or
ancther, attempt to ﬁake’an‘aécommodation to diverse.views
of the desirable. Qf the many strategies wﬁich have évolved
three will be discussed to illustrate some generélly'adopted
procedures. The three approaches are briefly characterized

as follows: First, goals are derived from various
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conceptualizations of educational purpose, ;esolution of
the question 6f whose goals-arg to count depeﬁds very much
upon just what conceptualizations provide the framework
for the"derivat;on of goals; second, goals are educed

from some accumulation of open-ended responses describing
good things for schools to be doing; third, goals are
ranked from some master list of'goals thought to cover the
full range of acceptable alternatives. Both the second
and third'approacheé assume the participation of groups

in a community who hight‘have disparate views of education, :
such as parents, students, and teachers, and, in this way,
acknowledge the validiéy of the question of whose goals
are to count.

Belth (1965) is among those who view goals,'ln edu-'
cation, largely as derivatives of some more broadly based
conceptualization of educational purpose. For Belth,
educational purpose is essentially identified with "the
act of nurtﬁring'in individuals the power to think" L
(p. xii), and from this conceptualization is drawn "the )
sources of its objectives, the 6bﬁectives themselves, and
the limits of the concern: (p. 4}.

A report from the Stanford Educational Policy Research
Centey (EPRC), (1969), likewise proposes the derivation of

educational goals from some more general conceptualization,



24

in this case, a cdnceptualization embracing'contemporary
" , L
views of man, notably views expressed by McClelland, Maslow,

and Erickson (pp. 17-18).. P

el -
+

S

- The Canadiaﬁ'Teachers' Federationjf1973—1974) undex-
took to document and confirm a Can;éian vieﬁﬁoint on what
is desirable for education. The two-year stugy\produced
seven major goals for edﬁ§a£ion which are'essentialiy de-
'ri#ed firom previously published views (p. 7). ’

A Federation Task Force set about to derive goals for
education'%rom an examination of a "vaét range of documents
dealing with educatioq for the future, goals of education
and purposes of education” (p. 8). Most of the documents '
had been produced by Canadian educators. Seven bréadl?
stated goals were finally adopted by the Task Force:.they
served both to provoke and to guide discussion af "four -
regional seminars held across Canada in 1973-74, at
. Moncton, New Brunswick; Montreal, Quebec; Calgary, Alberta;
and Toronto, Ontario" (p. 7). The goais were confifmed at
the seminars and gbal impiicatidns were formulated for tHe
areas of: program, process, personnel, school organization,
and learning environment.

The "very high degree of agreement acress Canada on

matters of substance" (p. 9) at the seminars 1is wof%hy of

comment. It may well be that the ready confirmation
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afforded the goais that- the Task Force had .derived from
its review. had much to éolwith the level of generality at '
which the goals;were sﬁated. At the general level goals
-are amenable to beiﬁg derived from such broadly stated
conceptualizations as yiewé of man. The standards and
values implicit in general level ggals are not completely ™
culture specific, and, as a conseguence, acceptanqé from

a wide rénge of people becomes possible (EPRC, 1969, p. 17}.
It is when goals are set at specific levels relevant to
smaller educational jurisdictions that derivation of goals
may not be appropriate and other stategies will have to be
employed.

Educing goals, from some accumulation of open-ended
responses describing good things for schools to be doing,
provides for one such strategy. The pattern for this
strategy is to be found iﬁ a\derivati&é of the delphi
techqique, the Focus Delphi (Sandow, Note 6). |

Design featureg’ for Focus Delphi include identification
of interest group respcndéhts: involvement of respondents
in several rounds of guestionnaires, each round advancing
respondents' declared positions on the topic of interest in
the light of summaries of other respondents' positions; an
initial response that asks that each individual 1ist.ten

events they consider to be plausible projections for the

—
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tOplC' analyses qf questlonnalres whlch allow for the em-
ergence of differences in group perceptlons of events asr
they expect them to occur. 4&

Although Focus Delphi does not use goal setting term;
inology, first round instructione to participants that
they “iist ten events you copjecture might take place
duping the ﬁext fifteen years .‘. L (Sandop,lﬁote 6)
clearly place the respondent in the samedfoture—oriented

frame of mind required in goal setting. . Fint
- i

Ranking goals from some master list of goals thought
to cover the full ranoe of aoceptable‘altern;tives provides
still another goal determination strategy (Greenfield, 1975;
Northern Qaliﬁornia'Program Development Center, Note 2;

o -
Lethbridge Public School District, Note 4; St. Vital School

Pivision, Note 5). Aalthough procedures vary in detail

from one protocol to another, the procedures specified

4
in the "PDK" protocol developed at the Northern California

Program Development Center establishes a pattern which 'is,
largely replicated by other goal studies of the goal
ranking variety.

In brief, the pattern includes these steps. A goals

study committee is designated by some educational’authority,

‘whether at the state or provincial level, divisional-level,

or ‘local school level: The committee, in turn, identifies
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the goale to be ranked (generally with the help of curric-
ulum workers) and estabiishes the procedures by which a
represeneative community committee is to be formed to do
the ‘actual goal ranking: The goals are distributed to the
larger }epresentative committee for study and reflection
by 1nd1v1dual members——reflectlon which is alded by dis-
cu551ons with nelghbors and acquaintances: A community
meeting is called- Committee members independently rank
goals, members then meet in groups of four to which they
%fve been randomly a551gned group consensus on goal ranks.
is achieved and a mathematlcal_consensus for all groups

is tallied: Committee members consider the resulge of the
first ﬁeeting's effert for a week and then retuirn for a
follow-up meeting at which time they rate how well goals
are being met for the situation under review: The cohm—
"ittee's efforts at the second meeting are dupllcated by
profe551onal staff and students in what amounts to a
needs assessment survey (Northern California Program Dev-
elopment Center, Note 2).

Goal stgdies-have been cempleted for many educational
jurisdictions over the past decade. The strategies em-
ployed have varied; the studies, in one way or.another,
typically arrive at a ranked set of educational goals

which identify the priorities for each jurisdiction.
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Utilization of Goal Statements

¥
Once goal statements have been posited the problem

remains as to how the goal statements are to be used. For
some, the development of goals leads directly into setting
specific objectives that provide "easily discernible
“statements about the educational status of their schools
and students" for the community (see Note 3).

But positing goals does not have to be justified
solely in terms of whether or not the goals lead to devel-
opment of objectives. Jencks (1972), at the time he is
expressing considerable doubt about whether schools make
a difference, nonetheless acknowledges that communities
have educational preferences which should not be ignored.

But since we value ideas and the life of the

mind, we favor schools that value these things

too. Others, who favor discipline and competi-

tive excellence, may prefer schools that value

high reading and math scores. Still others,

more concerned with teaching children to behave

properly, will prefer schools that try to do this.

{(p. 257)

Schools with goal statements consistent with community
- preferences are able to provide something tangible to
which the community canagive allegiance and support.
4
For some, it is the exercise of goal setting itself

o
which has as much or more utility than the goals them-

selves. Cyert (1964) sees the exercise as an opportunity
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for "organizational learning:" (p. 297). Goals are viewed
as tentative statements of an organization's aspiraﬁions;

they are viewed as metaphors within which an organization

"3
attempts to accountnfer its activities.

‘Miller and Starr (1967) express the pragmatic nature

of aoal setting wherein "people set thelir goals in terms
9 B g

~

of outcomes that are good enough" (p. 53). Goals, in
their view, are reference points in ; continuing procéss
of organizational rehewal.

The need for goal statements has been reviewed:
Reasqﬂs are given why goals are thought to be necessary:
some stfategies for goal determination are discussed;
utilization of goal statements is considered. In some
instances the significance of utilization of goals seems
to reside more with the process of goal setting than with
the goals themselves.

And it is ‘the possibility'that a significant use of
goals is in the process of setting them that necessarily
leads back to a mention of the relationship between goals
and values because of the implications a relationship
might have for public participation in the process. The
relationship between goals and values is clearly recog-

nized (Childs, 1950; Kluckhohn, 1951; Rein, 1971; Jencks,

1972; Morrison, 1977). For Kluckhohn "wvalues are criteria
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against which gbais are selected and implications goals
have in a situation" (p. 429). This being the case a

goal setting exercise provides participants with the
occasion to attempt the difficult task of éxploring altern-
ative value contexts and to try to circumvent the "avoid-

ance of value pluralism" of which Morrison (p. 12) speaks.

Explication of vValues

Kluckhohn (1951).sees goals as subordinate to values.
Concomitantly Schmuck and Runkel (1970} and Morrison (1977)
argue the necessity to seek explanations for goals if in~
teréroup frustration arising from ambiguity about the
import of goal statements is to be ameliorated.

But explanation only seems possible within some
readily defined, more éeneral frame of reference (Kaplan,
1964, p. 331; Scriven, 1972, pvp. 120-121; Apple, 1974,

P. 26). It therefore seems. important that attempts should
be made t& wxplicate the values to which educational goals

are subordinate.

Strategies for Value Explication: Toward a Model for

Identifying Public Goals for Education

Some years ago KllGckhohn (1951) gave impetus to
discussion of some of the ways in which value explication

could take place. At that time he pointed ocut that value
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p%efexences become most neafly explicit when people are
presented with choice situations and thus have anﬁgppor—
tunity to exhibit patterns of differential behavior

(pp. 406-408). That is, through the pattern of their
ghoices, they reveal some part of the structure by which
they give personél meaning to the events which make up .

the fabric of their lives.

At that same time, Kluckhohn posited a -definition of

.a value so that progress might be made toward a theory for

action. In general, a conception of a value implies a
code or staﬁdard-which has persistence 6ver time; a con-
ception which organizeé, or gives meaning to action.
Valuing typically leads to placihg things, acts, ways of
behaving--social entities generally--on an appfovalﬁ
disapproval continuum, and, following Dewey (1916), diff-
erentiates between the desirable and the desired.

In more particular terms, a value is definea as

"a conception, explicit or implicit, distinctive of an

individual or characteristic of a group, of the desirable

which influences the selection from available modes,

means, and ends of actioq" (Kluckhohn, p. 395).
Selection is clearly an attribute of valuing and in

operational terms iﬁvolves the individual in making

choices. "The reality of choice" (p. 402) is important
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in the study of values. ”

In Kluckhohn's view, choice can be examined within
three dimenﬁjbns. First, there is the approval-disap-
provai diménsion. Put ié dramatic terms, this would
imply confrpnting people with a situation that requires
them to considér "what would you die for?" (p. 4045.

The strong emotional response elicited is usefuliin
placing individuals along this dimension. Or, pué nore
mildly, "where gossip is most current is where that cul-
ture is heavily laden with values" (p. 404) .

The second. dimension along which choice operates is
apparent in the differential effort people expend toward
the attainment of an end or goal. In contemporary survey
techniques such as Focus Delphi (Sandow, Note 6), respon-
dents are asked at one point to indicate on a positive,
zero, negative scale, the strength of their willingness
to aggress either for or against a goal. At a later round
in their responses, they are asked to specify the kind of
action that they would engage in.

A third dimension aloné which Kluckhohn states choice
behavior can be examined 1is consistency of choice. Where
"two or more pathways are equally open, and an'ininidual

or group shows a consistent directionality in its sel-

ections, we are surely in the realm of values, provided
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that this directionality can be shown to be involved in
the approval-disapproval continuum" (Kluckhohn, p. 405) . m
. 3

It is important to note that whatever the dimensions
along which choice is being examined the examination is
not of values directly but of their indicators.

Statements about the desirable or selection be-

tween possible paths of action on the bases of

implicit conceptions of the desirable are cru-

cial in the study of values. ©Neither of these,

however, "are" values. They are rather manifes-

tations of the value elements in action. One
. measures heat by a thermometer, for example, but,

if one is speaking precisely, one cannot say

that a temperature of ninety degrees "is" heat.

The concept of "force" in physical science is

comparable. No ohe ever sees "a force!; only the

manifestations of a force are observed directly.

(p- 405)

Acceptance of the possibility of group values in
Kluckhohn's definition has consequences for a study in-
volving choice behavior. It means among other things that
it is reasonable to enguire into whether or not groups
who are assumed to be homogeneous in their values demon-
strate commonality of response patterns when placed in a
choice situation. Alternately, the possibility of group
values provides the basis for assuming commonality of
response patternéAwithin groups who for reasons of accul-
turation are thought to be homogeneous in their values.

With this assumption, it is meaningful to enquire, if, and

to what extent, there is overlap between groups as
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indicated by analyses of their responses in a choice sit-
uation. .

The assumption of group values does not imply total
conformity of individuals within a group.

Values are clearly for the most part, cultural

products. Nevertheless each group value, is

inevitably given private interpretation and’

meaning by each individual, sometimes to the

extent that the value becomes personally dis-

tinctive. Furthermore, the fact that values

change and new values are invented could not be

accounted for, did we not posit idiosyncratic

as well as group values. (Kluckhohn, p. 398)
Thus Kluckhohn prepares the way for several useful kinds
of analysis of the data collected from choice situations.

Care should be exercised at this_ébint to note Kluck-
hohn's %nsistence on the discussability of values as being
"one of their most essential properties, though the dis-
cussion may be oblique or disguised--not labeled as a
considération of values" (p. 404). That is, although

> . .. . . . .. .
values may be implicit or explicit, the implicit/explicit
designation suggests a continuum of verbalizability and
not a/aichotomy. It is the varbalizability of wvalues

. ,
which' finally distinguishes a value from an instinct or

need (p. 430): "Values are eminently discussable”

(pp. 396-397).
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Not only are values discussable, but data derived from
choicg situations provide indicants of those values, which,
in turn, becpme information to be turned back upon the ‘dis-
cussion, thus establishing the possibility for increasing
refinement in the explication of éhe values.

A Paradigm

4
P

A paradigm relevant to values explication among groups
participating in setting educational goals begins to emerge.

It can be set out as follows: '

[N

Public as Survey of Analyses

Repository of ... - Choice Behavior ... Leading to

Values Among the Public Identifiable
value Positions

-

Value Positions Value Information

... Treated as Data ... about Groups Serves ...
to Tnform Part- as Check to "Plural-
lcipating Groups istic Ignorance"

Participating Groups Cycle Repeats with
... Invent Goals on the ...Each Round Producing

Basis of Informed a Residy f Tolerance
Judgments or Pluralism within .
. - a Population

"The paradigm is based on six assumptio

which serve
to summarize the discussion of public participation in

goal setting.in education.
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‘First, public participétion.in setti%é educational
goals is assumed to be desirable.
Second, the public is 'viewed as being a.more suitable
repésitory of commuhity values than experts.
Third, goals aég not viewed as direct expressions of
values but are regarded as value derivatives.
‘ Fourth,'goal sLtting in education has come to be
regarded as a political activity.
Fifth, the "pluralistic ignofance" which may be.

generated as various interest groups contend over whose

'goals are to Prevail is not amenable to political

resolution. The question to be resolved in coming to
agreement on a set of educational goals may not be so
much one of who has the power to make their goals count
as it is one of how can contending groups come to
identify with positions other thanptheifr own prior to
making decisions about goals? .
Sixth, valués are discussable and they can be
explicated to some degree. It is just such value
explication which appears to have potential for extending

consideration of alternative value positions among con-

tending groups in an educational goal setting task.

¥
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Need for a New Model

t

Tyler (1949), in the statement of a rationale for

educational planning, established fhe principle that the
process of the determination of the eduCatiénal purposes
which schools should attain include studies of contem-
porary life outside the school, including the stated and
.surveyed opinion of representative groups of society.
Public participation in setting educational goals per sé
was not advoéated; nonetheless, careful attention to the
public's views remains a sﬁrong feature of the rationale.
Goodlad and Richter (1966), in their concebtualiza-
tion of a curriculum system, recqgnize"conventional wisdom
and funded knowledge as the prime sources from which to
inform curriculum decisions. "For some decisions, it.is
desirable to seek out what the body politic or sub-publics
of it believe to be true or to be good and desirable. For
other decisions, it is desirable to seek out the viewpoints
of specialists in a éiven field of knowledge" (p. 8).
Goodlad and Richter, in their sonceptual syétem, see
no need to detail which decisions whould be referenced
to funded knowledge and which to conventional wisdbm
(pp. 8-9). They do, however, recognize the politieal

implicatibns of decisions made at the societal level and,
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in effect, placés much reliance upoﬁ~conventional wisdom
for that level (p. 37) .

Whether or not recoufse to conventional wisdom re-
quires pqplic participation is a moot.point in ,Goodlad's
work. For the most part, reference to conventionql wiédom
appears to be opérationalized through,élected officials,
principally educatioﬁ board members. If reference is made
to pubiic participation, it is made in terms of responsibil-
ié&es invested in boards "for continuously seeking con-
sensus.aé to what educational institutions are for. The
board is now--until removed from office--the controlling
agency for these institutioﬂs. It should devote its
energies primarily to maintaining a dialogue about and
promoting inquiries.designed to definefe@pcational eﬁdsf

(p. 35). | LT
Taylor and Maguire (1972), in prbposing a theéreticél
evaluation model, reiterate the neqeséity to take views
of the pubfzg.into account in curriculum planning,
particularly at the level of.séttinq "broad objeCtivés“
(p. 89). As with Tyler and Goodlad, there is a notable
lack of specifiqity—aﬁfut just how taking the publiﬁ's
views into account is~“to be done. The presumption seems

to be that,, far from actively arranging for systematic

review of the public's views through participation,



curriculum plannetrs should consider the pubiic's éont—
ributions to education as pressures from the "legislators,
PTA's, news media, taxpayer's aésociations, malc;htents,
and cranks" (p. 90). ‘ f

Provision is lacking in the above conceptualizations
of educational planning for active, cooperative, partic-
ipation of the public even though the public's right to
make its ;iews felt is clearly acknowledged. Contrastéd‘
with this omission is a grow;ng sentiment, expressed by
Kirst and Walker (1971) in a review of curriculum policy
making, thatibublic participation in educdtion is virtu-
ally certaiﬁftp increase (p. 507}, In this regard it is
of interest to note the incidence of public participation
in recent goal studies (Greenfield, 1975; Riffel, Schalm,
and Hersom and Colleagues, 1975; Leﬁhbridge School Board,
Note 4; St. Vital School Division, Note 5).

The public, it seems, is participating in educaéional
goal setting and ﬁhis in spite of the fact that models
against which the practice could be reviewed and evaluated
are typically lacking with respect to public participation;
and all this at a time wheﬁ'curriculum planning is seen as
increasingly political and reference to the public as‘a
curriculum source is accepted as mandatory in a democratic

society. What seems to be needed are additional models for

‘:-;__1.0'
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'éurficulum planning which are capable Qﬁpaccounting, more
fully, for public participétiqn, and which inédfﬁorate
into their design éssumpfions about. the centrality af
‘value explication as groups beéome accustomed to contending
for a say in whose goals are to count. Such quels wguld

allow for systematic review of current practice, so that

the public's contribution, over time, can be improved.

-

Purpose of the Study

The Prbblem

It is the pufpose‘of the study to develop a model

within which strategies for direct forms of public partic-
. S~ .

ipatioh/in education goal setting can both be developed

and assessed. A procedure thought to be illustritive of
the model's intent is formulated and then evaluated in

terms of the model.

ﬁafure of the Model

¢

The design of the model is premised on the importance
’ of public participation iﬁ educational planning and the
need to enhénce the public's role in the plaqPing process:4'~
The model sets the”puinc's participation Qitﬁiﬁla spacé
which is intended to reflect the complexity of judgmeﬁté
about education. Educational space is assﬁmed to be

)

multidimensional. The model is intended as a framework
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within which to develop strategies solthat a participating
public can become better informed about the educational
space it inhabits, as well as about the disparities of
view typical of-groups:within that space. The objecttéf
such information i$>?° provide_ for a fuller explication of
group value position$/within a public's educational s;aqe.
To the extent that values areumade'explcit, altérnative
goals are exéected to be less ambiguous. Delay in the
harden;ng of positions overlcontentioué goals is thus’
seen ;s a possibility. 1

Finally, the model is intended for the gradual im-
provement of educational planning as participaﬁts become
more fully aware, through experience, of ,the many, and
alternative, ways in which the educational good can be

justifiably construed. The hope of the model lies in a

proliferation of a view expressed by Hook (1973).



7o discover why a man comes to value what he does,
does not necessarily lead us to justify his values,
_but enables us to be more intelligent about its
<:§haracter. What is true for individual values is
rue for group values. The whole of modern anthro-
pology consists in removing the shock of difference,
when one value system is confronted with another, by
providing the cultural and historical perspectives
within which both are surveyed--not rationalized--as
responses to the same need. One of the differences
between insularity and parochialism on the.one hand,
and moral sophistication and wisdom on the other,
is that the latter is aware of the conditions out
of which values grow. We may not countenance " these
values when we have such knowledge; but we are at
least not completely baffled by them. We know what
they are an outgrowth of and'response to. (p. 192)

The Purpose of the Illustrative Procedure

A dyestion in model building is the heuristic value
of the model. What happens wheﬁ the mogel is used to
guide practice? A report of an exercise designed to an-
swer the question, in an illuéérative sense, follows the
deécription of the model. The exercise concerned public
péfkicipation in goal setting for education. The public
being feferred to consisted of students, their parents
and teachers, and was seen, for purpose of analysis, as
represenﬁative of opinion at the schépl division and
provincial levels. ,Et was to be invoived as a source for
| E;;é\ The data were to reflect a model which was to

provide for the illumination of participant values. In
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particular, a procedure is developed for generating what -
are thought to be indications of group value positions

within a multidimensional educational space.



| 44

References

Allen, A. F. Perspective on quality education. Educa-
tional Horizons, 1971, 49, 100-107.

Apple, M. W. The process and ideology of valuing in
educational settings. In M. W. Apple, M. J. Sub- .
koviak, & H. S. Lufler, Jr. (Eds.), Educational eval-
uwation: Analysis and responsibility. Berkeley.:
McCutchan, 1974. .

Averch, H. A., Carroll, S. J., Donaldson, T. S., Kies-—
ling, J. J., & Pincus, J. How effective is schooling?
A critical review and synthesls of research findings
(Prepared for the President's Commission on School
Finance). Santa Monica: Rand, 1972. '

Baker, E. L. Parents, teachers, and students as data sourxces
for the selection of instructional goals. American
‘Fducational Research Journal, 1972, 9, 403-411.

Beauchamp, G. A., & Beauchamp, K. E. Comparative analysis
of curriculum systems (2nd ed.). Wilmette: Kagg,
1972. - ‘

Becker, H. S., & de Brigard, R. Considerations on a frame-
work for community action planning. *Middletown, Conn.:
The Institute for the Future, 1970. -

Belth, M. Education as a discipline: A study of the role
of models in thinking, Boston: Allyn & Bacon, 1965.

Biddle, B, J. Roles, goals, and value structures in organ-
izations. 1In W. W. Cooper, J. J. Leavitt, & M. W.
Shelly (Eds.), New perspectives in organization_re-—
search. New York: Wiley, 1964.

Bross, I. D. J. Design for decision: An introduction to
statistical decision-making. New York: The Free
Press, 1953.

Burkhead, J. Economics against education. Teachers
- College Record, 1973, 753, 193-205.




45

Callahan, D. The tyranny of .survival and other pathol-
ogies of civilized life. New York: Macmillan, 1973.

Canadian Teachérs' Federation. The quality of education
(A CTF Conference Report). Ottawa: Author, 1974.

Childs, J. L. Education and morals: An experimentalist
philosophy of education. New York: Arno, 1971 .
(Originally published in 1950). i\

Coombs, C. H. A theory of data. New York: Wiley, 1964,

Cyert, T. M., & March, J. G. The behavioral theory of the
firm: A behavioral science-economics amalgam. In
W. W. Cooper, H. J. Leavitt, & M. W. Shelly (Eds.),
New perspectives in organization research. New York:
Wiley, 1964. '

Delbecqg, A. L., & Van de Ven, A. H. A group process model
for problem identification and program planning.
Journal of Applied Behavipral Science, 1971, 7,
466-492.

Déwey, J. Democracy and education: An introductiopar to
the philosophy of education. New York:
1916.

Downey, M. E., & Kelly, A. V. Theory and practice of
education: An introduction. London: Harper & Row,
1975. :

Drewnowski, J. Meesuring social variables in redl terms.

In J. Drewnowski, Studies in the measurememt of
levels of living and welfare. Geneva: United Na-
tions Research Institute: for Social Development,
1970. '

; ) », L. s
- Economic Council of Canada. Design for decisionr-making:

An application to human resources policies (Eighth
annual review). Ottawa: Information Canada, 1971.

Educational Policy Research Centg§\ Toward master social
. indicators (Research memorandum). Stanford: Stan-
ford Research Institute, 1969.

i




46

Faure, E., H era, F., Kaddoura, A., Lopes, H:, Petrovsky,
A. V., Rahnema, M., & Ward, F. C. Learning to be:
The world of education today and tomorrow. Paris:

UNESCO, 1972.

Educational resources management
Association of School Business

Foster, C. W.' ( Ed.}.
system. Chicago:
Officials, 1971.

. ”

Goodlad, J. I., & Richter, M. N. The development of a con-
ceptual system for dealing with problems of curric-
wfum and instruction. Los Angeles: University of
Callfornla and the Institute for Develbpment of Ed-

ucational Activities (IDEA), 1966.

Green, T. F. Work, leisure and the American schools.
New York: Random House, 1968.

Green, T. F. Schools and communities: A look forward.
Harvard Educational Review, 1965, 35, 221- 252.

Greenfleld T. B. Educational goals for a school system.

The Ontario Council for Leadership in Educational
Administration (OCLEA). Toronto: OCLEA, 1975,

Sept., 16-19.

Hook, S. The teaching of values. 1In C. J. Troost (Ed.),
Radical school reform: Critigue and alternatives.
Boston: JLittle, Brown & Co., 1973. =~

Jencks, C., Smith, M., Acland, H., Bane, M. J., Cohen, D.,
Heyns, B., & Michelson, S§. Inequality:

Gintis, H..
A reassessment of the effect of family and schooling
New York: Harper & Row, 197/2.

in America.

Joint Committee on Educational Goals and Evaluation
Education for the people (Vol. 1). Sacramento: Cal-

ifornia Legislature, 1972.

Methodology for

The conduct of inguiry:
Chandler, 1964.

San Francisco:

Kaplan, A.
behavioral sciences.

Kirst, M. W., & Walker, D. F, An analysis of curriculum
policy-making. Review of Educational Research,

1971, 41, 479-509.

7]



47"

Kluckhohn, C., & Others. Values and value-orientation in
the theory of .action: An exploration in definition
and classification. In T. Parsons, & E. A. Shils
(Eds.), Toward a general theory of action. New York:
Harper & Row, 1951.

Leithwood, H. A., Clipsham, J. S., Maynes, F., & Baxter,
R. P., 'in collaboration with McNabb, J. D. Planning
curriculum change: A model and case study. Toronto:
Ontario Institute for Studies 1n Education, 1976.

Maguire,:T. 0. Value components of teachers' ‘judgments of
educational objectives. AV Communication Review,
1968, 16, 63-86. -

McMurrin, S. M. Innovation and the purposes of education.
In H. T. James et al (Contributeors), The schools and
the challenge of innovation. New York: McGraw-Hill,
1969,

Merriam, I. C. Concepts and measures of welfare. Pro-
ceedings of the Social Statistics Section of the
American Statistical Assoclation. 1967, 179-183.

Morrison, T. What you see is what you get: An agenda for
the reform of program evaluation. In C. Walley, &
B. Levin (Eds.}. Report of proceedings: Peter
Taylor Memorial Seminar on Educational Evaluation.
Winnipeg: The Manitoba Educatlional Research Council,
1977. -

Organization of Economic Co-operation and Development
(OECD) External Examiners. Report on educational
policy in Canada. Toronto: The Canadian Association
of Adult Education and the University of Toronto
Students' Administrative Council (Joint publishers),
1976. (Newspaper, format)

Phenix, P. H. Realms of meaning: A philosophy ©of the
curriculum for general education. New York: McGraw-
Hill, 1964. .

¢

Rein, M. Social policy analysis as the-interpretation of
beliefs. American Institute of Planners Journal,
1971, Sept., 297-310. )




48

Riffel, J. A. Social reporting in Alberta: Problems and
rospects. Edmonton: Alberta Human Resources Council,
1972. :

Riffel, J. A., Schalm, P., & Hersom, N. and Colleagues.
Developing evaluation systems in schools: Organiz-
ational strategies (A report on the Interprovincial
Schools Evaluation Project). Winnipeg: ISEP, c/o
A. J. Riffel, Faculty of Education, University of
Manitoba, 1975. )

Rossi, P. H. Testing for success and failure._ In P. H.
Rossi, & W. Williams (Eds.), Evaluating social
programs: Theory, practice, and politics. New York:
Semlnar, 1972.

Schmuck, R. A., & Runkel, P. J. Organizational training
for a school faculty. Eugene: Center for the ad-
vanced Study of Educational Administration, 1970.

Scriven, M. Objectivity and subjectivity in educational
research. In L. G. Thomas (Ed.). Philosophical
redirection in educational research (Seventy-first
yearbook of the National Soclety for the Study of
Education, Part I). Chicago: University of
Chicago, 1972. '

Skager, R. Evaluating educational alternatives. In
J. I. Goodlad, and others (Authors), The conventional:
and the alternative in education. Berkeley: - McCut-
‘chan, 1975.

Subkoviak, M. J. The use of multidimensional scaling in
educational- research. Review of Educational Re-
search, 1975, 45, 387-423.

Tatsuoka, M. M. Multivariate analysis: Techniques for
educational and psychological research. New York:
Wiley, 1971.

Taylor, P. A., & Maguire, T. O. A theoretical evaluation
model. In P. A. Taylor, & D. M. Cowley (Eds.),
Readings in curriculum evaluation. Dubuque: Wm.

C. Brown, 1972. '




49

Tripodi, T., Fellin, P., & Epstein, I. Social program
evaluation: .guidelines for health, education, and
welfare administrators. JItasca I1llinois: Peacock,
1971.

\

Tyler, R. W. Basic principles of curriculum and instruc-=
tion. Chicago: OUniversity of Chicago Press, 1949
{31st impression, 1971).

Tyler, R. WL New dimensions in curriculum development.
Phi Delts Kappan, 1966.

Q

Young, M. F. D. An approach to the study of curricula
as socially organized knowledge. In M. F. D. Young
(Ed.), Knowledge and control: New directions for the
sociology of education. London: Collier-Macmillan,
1971.




| 2]
.

Ly’
.

50

Reference Notes

-~

Organization for Economic Co-operation and Develop-'
ment (OECD), Committee on Educational Statistics -
and Indicators {Working Group). Indicators of
Educational Ferformance. A report prepared for OECD,
Washington, 1971. ‘

Northern California Program Devélopment Center.
Educational goals and objectives (Administrator's
Manual). Phl Delta Xappa, no publication date.

Tunstall, D. B. Developing a social statistics pub-
lication. A paper prepared for delivery at the annual
meeting of the American Statistical Association, 1970
(Mimeographed) ’

Lethbridge Public School District No. 51. Educational
goals gquestionnaire. Lethbridge, 1974.

St. vital School Division. Educational Goals, 1975-
77 (A report). A report prepared by the St. Vital
Education Goal Committee, Winnipeg, 1977.

Sandow, S. A. The focus delphi and the cross-
purpose matrix: Two aids for institutional policy
deliberation. A paper prepared as a working draft
for research being carried on at the Educational
Policy Research Center, Syracuse, 1971.




CHAPTER TWO
, THE PQEE;C AND THE GOALS OF EDUCATION

In the introductory chapter, public participation in
education-wag examined. Calls for public pé}ticipation,
from educational theorists and governmental organizations
with responsibilities for educational leadership, were
noted. A rationale for public participation was identified.
Attention was drawn to indirect support for public:partic—
ipation which comes from those concerned with problems
associated with public participation. s well, views were
advanced concerning: politicization of educational de-
cision making, especially in tHe area of goal. setting;
conditions effecting an informed public; the need for goal
statements; explication of values: and, the need for a

v
model to provide a framework for the adequate design and

review of goal setting strategies which directly involve

the public.



52

~

Extending the Theory Affecting Participation

Yet to be explored, before positing the model called

for in the introductory chapter, are more comprehensive

_ theoretical grounds from which to derive those aspects of

the model which are thought to provide for a fuller account

of public participation.

One of the araﬂ;to.be considered is the fole of
judgment in goal setting. Public participation inevitably
raises the possibility of goals being advanced which have
different sets'df values, as criteria. If there is no
attempt at explicatign of those values "pluralistic ig-
norance" mighf well result (see Biddle, 1964). Bﬁt part-
icipants' exercise of judgmént in setting goals might

\

avoid such an impasse. If judgment were invoked, there

‘would be a demand for grounds (Green, 1973). That demand

appears to be satisfied by appeal to data yhich indicate
the natureuof the value differences creating the impasse.
Exercise of judgment thus brings into play data which
when given.consideration might provide for the measure of
wisdom Hook (1973) proposes as the outcome of knowledge
of values other than-our own. It appears, then, that a
clearer understanding of the role of judgment in goal

setting provides for progress toward improved goal setting.
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Another area to be considered in providing more comp-
- reﬁensive theoretical grounds from which to derive the
proposed model is the identification of a dynamic which
accounts for modifications among contendiné'groupé‘
values. Identification of_such“a dynamic provides jus-
tification for enquiring into differences among groups

in the first place. Except that there is some prior ex-
pectation that restructuring of group values, no matter
how minimal, is a possibility, and that some of the re-
structuring might come about as the result of becoming
informed about group value differences, mere identification

of such differences appears to be of limited use.

Judgment in Goal Setting

The extent to which judgment is required in many con-
temporary goal setting exercises is problematical as is.
seen from éhe earlier review of three extant goal setting
strategiles thch may or may'not call for judgment as part

of the process. More particuiarly, where the strategy is

that of ranking goals selected from some master list thohght

to cover the range of.suitable educational alternatives,
simple preferehce seems to play a large role, with signif-
. icant portions of the time allowed for any group consid-.

eration of goals given to reading the individual scores

I'T
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into the record, averaging scores to produce a group score,
and, only Fhen, considéring goals individually with the
o object of arriviﬁg'at“a consehsus. on the rénkidg.(Northern'
" California‘Program Development Center, Note 1).
Whether or not the process just described is -thought
to provide suffigient bpportunity fqr judgmentjyi?l depend
somewhat on'the role judgment is assumed to play wﬂen,

1

é,public participateg-ih goal setting. The role is ex-

-

amined under the folloying headings:  préference versus
judgment; knowledge as a component of judgment; and,
values as data.

Preference.vs. judgment. Although, for the sake of

clarity, it is frequently convenient:to regarq preférende
and judgmenﬁ as dichotomous terms, it is evident that -
preference can be thought of as'a position on a choice-
behavier continuum, different only from judgment, in‘fhe
degree ;o.which.the choices in quesﬁion satisfy a demand
for grounds (Green, 1973).

Indicating a preference is.generally associated with
the management of daily affairs and 1is made manifest
through the act of choosing. This shirt and tie are
chosen over that shirt and tie; this breakfast cereal is
chosen'oﬁer that breakfast cereal. "Individuals contin-

uously choose, often without knowing which alternative
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course is best" (Rothe, 1978, p. 30). The choices are
mundane and are made, by and'lafge, without reflection
and in response to ex1gen01es of the moment.

The state of affairs which evokes preferential be—
havior suggests, if not a plethora of goods, at least the
sense of plenty such as that which attends a smorgasbord
where foods are available in such varieéy and plenty, that
;election can take place sclely on the grounds of thm or
desire (Gréen, 1973, pp. 204-205).

. : #
Judgment, on thg other hand, is entered into less

L

frequently; not aévﬁért of the texture of daily affairs,
but as a point of particular interest in the management of
the daily round. There is an ébjectivity about judgments
"in the sense that they rest upon-evidence, reasons, stan-
dards, or some-othér kinds of ground“ {Green, pp. 5017202).
Rothe (1978) confirms Green's distinction between the two
modes of choice although he uses a_.somewhat different
terminology. in place of judgment, Rothe speaks of prac-
tical reasoning and notes that‘suéh reasoning produces
decisions which are justifiable within a certain light o
perspective (p. 31).

One final point should be made which is of cgﬁéid—‘
erable significance to the eventual desién of the intended

model. Judgment, in contrast to'preﬁerence, calls for some
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explic?tion of values in the sense that although prefer-
ence is typically made from among entities that are pre-
s@med to be equally available and of equal value judg-
ment presumes the possibility for differential weighting
of alternatives. Further, the weighting may not take
ﬁlace within a éingle frame of refer;nce, it being more
likely that appealé to -a frame of reference will give rise
to diéputé as to what or whose values_aie to count as

. appropriate for such a framework. Thus trade-offs will
have to be negotiated as one alternative is adﬁanced over
another with each alternative arguably hesirable, but for
different.reasons {(Green, 204-205).

Knowledge as a component. Knowledge of a situation

thus sets judgment apart from preference: The more knowl-
edge, the more judgmental the act. The knowledge may be
far from complete. Indeed, to speak of judgment in all but
an ;dealistic sense presumes the acceptance of a lack of
certitude.

The policy-maker never has all the information
he needs. He must make choices and take action
in the absence of information. In political
affairs, policy formulation, and moral decisions
as well, what is reguired is not certitude as to
the right  course of action but wise judgment in
the absence of such knowledge. (Green, p. 201}
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Judgments, then, are open to dispute; they are open,
as ‘are the formal hypotheses of 'science, to validation on
the basis of results that accrue from having completed
empirical tests.

The fact that men's judgments in relation to values

frequently differ does not mean their judgments

are beyond the reach of argument . . . . The fact

that- men differ in such judgments means only that

their appraisals are in fact judgments--having
neither the subjectivity of mere preferences, not
the certainty of knowledge, nor the insubstantial

quality of a mere guess. (p. 205)

Total knowledge of a situation, as Green infers, is
never achieved. If it were judgment would no longer be
required because selection from among available courses
of action would be a simple matter of selecting that which
is known to-be the only true course. On the other hand,
any increase in knowledge increases the likelihood that

better judgments will ensue (pp. 201-202). -

Values as data.  Goals embody values (K;uckhohn, 195L;

Kirst and Walker, 1971; Apple, 1974; Beauchamp, 1975). It

/”" is therefore appropriate that in goal setting there be,

a deep concern lest, in the aggregate, information about
‘the values of individuals is lost. One way to reduce such
loss appears Eo-be to make more direct use of data about
individual and group value positions as part of the knowl-

edge base to be acquired prior to the selection of goals..



How these data arg to be generated or made available
among participants inlgoal setting, . although a considerable
problem in its own rigﬁt, is not at issue for the moment.
What is at issue is the more general question of whether
or not cognizance should be taken of individual value
positions as integral to judgment in goal setting.

Argyris (1972) in speakinglof organizétionél change,

a process comparable to goal settigg in that the percep-
tions and values of individual participants are rarely '

consonant, reports on this view of his work..

He [Argyris] advocates what he calls 'openness'

or ‘'authenticity', which is his particular com-
bination of rational and emotional communication.
Openness does not mean that each individual

should express whatever is on his mind regardless
of any-concern for the feeling-of others. . The -
aim is to create a situation—in-which.the members
of an organization who are working together can
express how they feel -about problems in their 4
relationships in such a manner as to help those
with whom they are communicating to express them-
selves in a similar open manner. The theory is
that the emotional problems within the groups

do not simply disappear when they are not faced

by members of a group; rather they tend to ob- --
struct the carrying out of rational plans of

the members. (Whyte, 1970, in Argyris, p. 123)

" The intent of Argyris' position seems clear; if
negotiations among participants'in an organization are
to be successful, much care and effort must go into .

fashioning as high a level of interpersonal understanding

" as time and resources allow. Assuming understanding
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among individuals is effected by complementary action, and
accepting Kluckhohn's definition of value as "a conception

which influences the selectidn from available modes,
means, and ends of action™ (1951, p. 395)., thén, it seems
that any attempts to help“.participants obtain a more
complete grasp of éach other's value positions will facil-
itate the kind of communication Axrgyris has in mind.

None of which would be of too much significance if,
in spite of available value data for thehmutual enlight-
enmég; of participants, there was little prospect for
aggustments and realignments among diverse positions.

If values are indeed fixed and inflexible, it is difficult
to imagine in what sense Hook (1973) sees any hope for
increasing~"moral.gophistication and wiééom" through the
process of discove;ing "why a man comes to value what he
does" (p. 192).

It appears tﬁat if.data ébout value positions are
to be effective as part of the knowledge base’ in makinhg
judgments about goals, then, a dynamic is required which,
in a theoretical sense, provides for adjustments within
value positions, adjustments which can be hoped for so
long as conditions persist to maintain what Kluckhohn

regards as the "eminently discussable" nature of values.



60

A Dynamic for Value Restructuring |
!

A dynamic which allows for adjustmengg in value
positions, or the restructuring of values: appears to be
provided by Kelly's (1955) theory of persénal constructs.
In order to relate value restructuring to.Kelly's theory
it is necessary to recali Kluckhphn's stipulation that
a valuelis a construct. Not all of Kelly's theory .is
specific to the matter of restructuring of values; a.
brief overview of the theory is presented so that those
portions which are specific will be seen in perspective.

Before dealing with the overview, considerétion is'
given to the connotation of construct as presented in
common usage. In a direct and somewhat‘compelling'way
the connotation of construct, in common usage, is presented
in the question 'but how am I to construeiyour remarks?".
Presumably the remarks in question are literally sensible,
that is, appropriate ianguage has been used in terms of |
‘grammar and syntax. What seems to be missing is a con-
struct which is shared sﬁfgggiently between those trying K
to communicate that the senga‘of the message being de-
livered is preserved for the receiver. That the original
guestion is posed at all suggests some lack in-the sharing
of construct. Thus, in the most direct sense of common

language usage, to invoke the idea of a construct or

@
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constructs as a substratum to meaning for eveﬁ thg_common—
places of everyday seéems appropriate, indeed, hecessary.
Medning, then, inheres in the construction placed upon
expgrience and not in raw perceptionsf\ﬁlgjis this phil-
osophic position, statéd in moxe sophisticated germs as
"constructive alternativism", which undergird ‘the devel-
opment of Kelly's theory {(Kelly, 1955, 1970).

In Kelly's view, there ére‘practical limits to Ehe
construction of events. As a consequenée, there may be
frequent-appeals made to a convenient stereotype as the
basis upon which meaning is assigned to perceived e;ents.

Our ingenuity in devising alternative construc-

tions is limited by.our feeble wits and Sur timid

reliance upon what is familiar. So we usually

do the things the way we have done them before

or the way others appear to do them. (1970, p. 3)

Further, the facts of life in themselves are neutral
in their meanings: The responsibility rests ‘'with the
individual to place a construction upon them. WNor is the
construction placed upon events infallible. Granted it
is possible to gain confirmatibn for a particular con-
struction that has been placed upon events; at mést, the’

confirmation demonstrates a positive correlation between

the anticipated meaning and the outcome. For:
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even when events are reconciled with a construc-
tion we cannot be sure that they have proved it
true. There are always other constructions, and
there is a.lurking likelihood that some of them
will turn out to be better. The best we can do

is project our anticipatigns with frank uncertainty
and observe the outcomes in terms in which we have
a bit more confidence. (1970, p.- 4)

Finally,'there is a need to remain open with regard
to the constructions placed upon events in spite of the
risk involved. There is no known, safe way to proceed

toward enlightenmént. Enlightenment is there to bé}won,

- at times at the expense "of what may turn out to be

insanity" (1970, p. 7).

So far, the discussion has centered around construc-
tions which are placed upon events in the world. The
possibility for alternative constructions is acknowledged.
But what of systems of personal constructs? Agé they,
too, to be regarded as having alternative forms? Kelly's
answer is yes. Through experience "a person's construc-
tion gdystem varies as he successively construes the rep-
1icAtion of events" (p. 17). The mechanism for varia-
bility in the system is suggestive, in the -general sense,
of the process -of accommodation proposed by Piaget
(1952, pp. 6-7). lIn a more particular sense, it 1is
suggestive of the process in science by which hypotheses

are proposed, submitted for empirical tests, confirmed or
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‘disconfirmed, and constructively revised as a consequence
(p. 18).

The‘possibiiity for change in construct systems is
critical; it is this possibility which makes any consid-
eration of eventu;l reconstruction of values meaningful.
The extent to which an.individual is able £0 vary his
constrqction or valué system and make an accommodation
with another's‘ is dealt with by a corollary to Kelly's
theory‘(modulation). The individual who is able to
govern his life upon such broadly held principles as those
.typified by Kohlberg's (1966).highest level df moral
reasoning would be said ko possess constructs that were
permeable under this corollary as contrasted with those
" operating within a law and order orientation. The perm-
eability of a construction system, then, depends upon the
power of a system to give .meaning to events. Where mean-
ings are simplistic due to the constraints of a system,
the individual is likely to be rather rigid and uncomp-
romiéing in his responses to events and Change is un-
likely: Where meanings are profound because the related
construct systems have greater power to evoke ﬁeaning and
suggest many subtle interrelationships, the individual is
“ﬁbre likely to be open and flexible in his responses to

the unanticipated, and thus change within his system is
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mdre likély.

Constructs tend to be specific to each individual,
although there is the possibility of overlap of construc-
tion systems among groups or .individuals (individuality

\corollary). "Persons differ from each other in their con-
struction of events" (p. 12); at the same time it is poss-
ible for one persén to employ a construction system which
is similar to that employed by another. To the extent
tﬁat this %ﬁ-so, there is likely to be much agreement as
to the meaning of an experience. It is significant to note
that agreement on the meaning of an experience is not a
function of similar biographies so much as it is the func-
tion of similarities in the constructs within whicg.events
have been placed for meaning.

And finally, to the question'of the adjustments that
are possible within value systems, or constructs, is the
stiéulation that interpersonal evenés can be construed at
two levels (sociality corollary): First, there is the
construction of the other's behavior and, second, the .
construction of the other's construction system. Con-
st}uction of events at the first level is relatively
straightfdfﬁérd and safe; the other's behavior is simply
evaluated in terms of the observer's system of values.

Construction of events at the second level is much more
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difficult and raises the w;ole issue of trying to come to
an understanding of the other's system of valuing. Whéreas
at the first level, the other is dealt with as object, at
the second level the attéﬁpt has to be made to deal with
the othérwas subject. . Clearly, in Kelly's thinking, it~

is at the second level of interpersongl constructidn that

the greater likelihood for mutual adjustment in construc-

>
' ¥

"“When one construes another person's outlook and
proceeds to build an experiential cycle of his - -
own upon that construction, he involves himself
willy nilly in an interesting way. He can test
his construction only by activating in himself
the version of the other person's outlook it
offers. This subtly places a demand upon him,
one he cannot lightly reject if his own experience
is to be completed. He must put himself tenta-
tively in the other's shoes. Only by enacting
that role can he sense the impact of what happens
as the result of taking the point of view he
thinks his friend must have. (p. 26)

values, taken as constructs, are not static within
Kelly's thedry. Indeed, there is the possibility for
considerable restructuring, partiéularly‘where the wvalues,
as constructs, are permeable and are open to the poss-

ibility of being informed by another's valuing.
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Sumnari
Thus far in extending theoxry erfecting public.partic—
‘:ipation,'a rationale has been develooed for'a shift from
A preference to a 5udgment_mode in goal‘setting. As
well, a'relevant-theory‘has been'poeited-to protide for
the adjustments in personal and group value positions:
which may provrde the key to resolutlon of conflicts
engendered by judgment. |
) Yet to be consrdered is the .nature of the public's
activity in settlng goals for educatlon ‘as the shift is
made, from expectlng no more of the publlc than it state
a preference, to requ;rlng it to exercrse judgment:.
from treatlng the publlc largely as source oo expectlng

the public to act as processor: as well.

[l

IS
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Public as Source and Processor

'

Deibecq and Van de Ven (1971) in proposing;a model
for program identification and planning . provide insight
into how pérticipating groﬁps can be prqfitably involved
as both séurce and processors of data. ﬁationale‘for the
sequencingdof group participation throughout the five
phases of a process outlined in the model comes from
‘studies ,in community planning.

A strategy typical of the model is to provide an
opportunity for rep;eSeﬁtéEives of participating groups to
first; act as source as they recoxrd perceptions and
opiﬁions on 5" x 7" cards (p. 470). Later in the pro-
ceedings, these comments are made public in round robin
fashion so that the material provided by individuals in
the smaller sub-groups to which they had been assigned
-can be discussed preliminary to rating the comments on a
write-in basis. The participants thus process source
material which they had previously provided.

" Justification for use of referende groups as both
soﬁrce and processor js assumed. The guestion Delbecqg
posé5‘for theoretical clarification is not should refer-
ence groups (public) participate as source and processor,

A

but rather, when the public participates in this way,

L

.
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what are optiﬁal strategies tor_their partioipation?.
The theory clearly favors the nominal‘group approach
as contrasted with an'interacting group approach. That is,
data, largely in the form of oplnlon,are generated while
part1c1pants are seated together, not engaging in con- a
versation, but instead commiting thelr thoughts to wrlting.
Critical to the nominal group approach is the oppor—
tunity'to make a clear distinction between participant as
source and participant as pro;essor. By having partioi—

pants commit themselves in writing without interaction with

. -
others, the inference is firmly established that the .

comments provided are to be received as information for

eventual consideration .and not as highly ‘argumentative

-

positions to be defended. Thus, when the role of partic-
ipant, is shifted from .source to processor the ground is

< - 5 - - ’ +
pfépared for informed response to "multiple-reference
. & )

groups and representatlve clients" as. opposed to the emer-’

» ]

~gence of a single emotion-charged 1ssue incipient wit® a

partlcular cllentele (p. 478).
\Delbecq 5. work ‘g_nSLStent as 1t 15 with "current .
researih éHJoreat1v1ty, organlzatlo:échange, and soc1al

pian pport‘for partlcl-

.~

(p 490L profldes strong

0

pation of the puh%&p in- mattgrs whlch are of dlrect publlc

.goncern. leferences among partlcapants, along both
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emotional and organizational dimensions, are identified
and displayed (p. 470). The presumption seems to be

.Ehat, given an opportunity for just 'such an expression”of

opinion, participants are satisfied thai_théir views have
been adequately écknowledged and they are then prepared
to proceed, without acrimony, to a consensus. ' Qut-
standing differences, if any, are resolved by majority
vote (pp. 474-475). : :

The Delbecq model allows for interaction of partic-

- v P

"ipants at, several stages throughout a planning cycle, with

H

a review, in the late stages, which provides for "an

o . N
outlet for minority reservations in the form of careful
control measures to determine whether such reservations
are justified" (p. 489). The success of the model appears
e . ‘ .. - # ‘
toidepend more upon the anticipation and control of con-
flict than upon exploration of the value sources for

potential conflict. Indeed, there is specific disclaimer

.0f the model's usefulness where groups are "severely

’

Inscfar as the Delbecqg model seeks genuine involve-
ment of participants and allows for disclosure of the
full range of opinions formulated by them, it apéears to

[y

satisfy many of the réquirements of the model proposed

for this study. That is, active public participation in

<

-
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educational goal setting could be accounted for within
the“médel. Where the model appears to be deficient is in
a lack of provision for a process for. the éxplication of
values among pérticipant;, or, to put the matter another
yéy, a lack of provision , to have participants attempt
what'Kelly'(1970; p. 24) déscribes as the construction of
the other's conétruction processes.

This is not to say that the model mitigatés agaihst
exploration of value differences. .Rather, it appears that:
the intent 6; the model simply does not regquire éhcﬁl
depth of probing inté participant differences. To begin
with, the model is only’ invoked once a task for community
pPlanning has been clearly identified (Delbecq and Van de
Ven, 1971, pp. 466-467). . Partifipants in planning,
although of several minds as to how planning should
proceed, are seemingly in no doubt about the worth of the
task objgctiﬁe itself. And, second, because the model
assumes clear identification of a task objective, thefé
is some reason to.expeCt participants to support steady
progress toward taékicompletion. ‘And steady{progress
pgward tqgk completion‘is provided for in the model by
virtue of the care taken to delineate "specific group

techniques and specific roles for different interest

groups at different phases in the process" (p. 469).

<

-
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Under the circum;ténces, lack of provisioﬁ for explération
of the u;derlying value differences among'groups would
not necessari;y‘be regérded as a lack in.fhe model,
Delbecq and Van de Ven provide a planning ﬁodel which
could be applied to educational goal 'setting. The model
provides for significant_publig paftibipation in goal
settipg, both as source and prpééssdrs 6f déta.- Pot~-

ential conflict is ameliorated by careful design and man-

agement of individual and group-interaction throughout

»

a planning cycle (p. 490). The model, however, fails to;
provide. for séecific disclosure of the valﬁé diffefehcés'
among groups. There is no place in the ‘model for a
consideration of why groups and indiviauals-havefthe
differences of opinion which they-db, and'whether or not
these differences are atf&ibutable to differeﬁces in the -

construction processes being employed.

If, tﬁen, in the public's participation as source and

processér of data, progress is to bé,méde.beyond the state-

ment and reconciliation of differences in opinion, to an

exploration of the nature of those differences, then,

clarification is required of the implications such ex-

ploration has for the public in its dual role. What is
likely to be the content and form of the daﬁa sought from

a public, when the object of the data is to provide for
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exploration of the constructions which are presdmed to give
. ) . “ .l‘ T | .
meaning to differences in opinion? In what sense might a

public process such data once they have been obtgined?

L !

Public as Source ‘ w }

Two conditions.are to be satisfied if a public is
to act as data source in goal setting which attempts to go
beyond the limits of Delbecqg's planning model: There‘must

be some prior understanding-of the kind of data'being

sought, and there must be a reasonable expectatlon ‘that

the data can be obtalned.

E]

Onythe basis of previous argument, it should now be
clear that the kind of data being sought 'is data amenable

to the inteYpretation that it indicates value positions

~ v

among partigipating groups. ‘Kluckhohn (1951) in ident-
ifying behaviors which should be examined for the study of

values, includes among them, choice behavior. }
h |
‘An implicit value is a tacit conceptlon whileh is
inferred to underlie a behavloral sequence because
the given train of events is interpretable only
if this tacit conception®is assumed to be one
of the factors determining selective behavior.
Such behavior sequences must involve acts 1n ‘which
"choice" is possib within ‘the* phy51cal and biol-
ogical dimensions of the environing situation
and’ in which "choices" made are not random but
patterned. Such choices are presumed to be based
upon unstated "ought"” or "desirability" cate-
gories. (p. 415)
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.But there may still be.a problem with the "choices"
which Rluckhohn propoqeé as suitable for the study of
values.' Choices, as Kluckhohn uses the term, aré.deriv—
ative of subjective states (p. 404) and as such are highly
idiosyncratic. To the extent that théy provide inform-
"ation about some inner state, choices, therefore, may be
thought of as ohe form of self report.

Scriven (1972) addresses the problem of the so-
talled subjectivity of self reports. In'doing so-he dis-
tinguishes between the quantitative and ghe gualitative
senses in thch subjectivity and objectivity can be
assessed. It turns out, %rom Scriven's analysis, that
self reports, although subjective in a guantitative sense,
may be objective in the qualitative sense. The problem }@
i; that because self reports are subjective in the one
sense, they hawve all too often been ‘dismissed as being
unsuigable as data becaﬁse'they have been judged sub-.
jective in the other sense as well. For Scriven, the sub-
jeqtive/objective dichotomy is determihed, in the qual-

- itative senge, not in terms of the number of those who
concur in their report of an event, but in terms of the
credibility of the individﬁal making the report. For the

réport of the individual:
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simply describes his state of mind and we have

" no reason for thinking that -he is lying or in
some other way misled . . . . Previous knowledge
of his veracity and sanity gives us good reason
to believe him. So the claim is guantitatively
subjective, even though it is gqualitatively ob-

Mjective, and the two senses cannot be equated.
A man's taétes,hattitudes and values as well as
his thoughts and feelings axe quite properly
thought of as characteristic of him or of his
state of mind at a particular time and are no
less objective facts about him than his weight--
to give simple dispositional properties--his
strength or his ability to multiply seven by
seven., But of course his thoughts may be private
or personal and idiosyncratic and non-general-
izable and all the other terms that mean that
they are not objective in .the quantitative sense.
(p. 96)

It seems clear that there should be no difficﬁlty in
meeting the conditions to be satisfiéd if a public is to
act as source within a goal setting model which provides
for the possibility'for participants to examine value
differences among groups. Not only does the value-
bound nature of goals suggest the appropriateness of
using information about participant values but legitimate
strategies for obtaining such information appear to be

assured.
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Public as Processor

The conditions to be met if the public is to serve as
processor within the anticipated model may be more diffi-
cult to identify. Presumably, the public as processor
will eventually be faced with the responsibility for
making judgments about the goals to be se€t--about whose
goals are to prevail. But how are those judgments to be
infﬁrmed, and to what purpose?

The answer to these questions will be attempted by
a discussion of the context dependence of any matter
which is presenteé for jpydgment, a discussion of the two
levels of context dependence, -and the.presentation of some
examples from education evaluation studies which invite
the inérusion of participant values in the judgmental

process.

Context dependence. When entities are presented for

consideration, whether in terms of simple apprehengion,
~as in obtaining a "grasp of the matter" or, in terms of
judgment where the entity is set against some absolute or
relative criterion for comparison, the entities do not
stand alone (Alpert, 1939; Belth, 1965; Jenkins,11966).
For example, Alpert maintains that “facts,oﬁr
popula; language notwithstanding, do not speak for them-

selves. We cannot approach facts without some knowledge
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of what we are locking for" (p. 1ll1l6).

Similarly, Belth acknowledges the context dependence
of the so-called facts of education and the role played by
the various levels of contextl from metaphor to model,
within which the facts are interpreted. He notes that
once the céﬁtrality of these céntexts in giving meaning is.
recognized "it becomes possibi@ to say that the study of
.education has as its subjéct the formation and use of
models in their present and pos§ible variety, the effect
they have on the experiences wé undergo, and the thinking
made possiblé by them" (p. 62).

It thus appears that processors of data, to be effec-
tive, must have some grasp of the context dependence of
the data being_processed--an awareness of the possible
grounds within which various classes of data are said
to be meaningfﬁl.

And herein lies the crux of the difficulty in using
the public as processors of data. No SOOne£ is the attempt
made to make the grounds-of constructs explicit than
it is likely to become agﬁafent that there are many, and
often competing, constructs which serve the purpose of
giving meaﬁing to a particular datum. Short of being‘able
to identify the true framework, it becomes necessary to

consider these many bossibilities (Black, 1968, p. 121).

£
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As was noted in the discussion of Kelly's work, making
sense of the world inevitably seems to turn on the ques-
tion of how matters are to be construed.

X

Intra/interconstruct contrasts. If the possibility

that events in the world have alternative constructions is
accepted, then it seems that the constructions placed upon
events by participants, as processors, will take place at
two levels: Events will be,given‘meaning within a single,
commonly held construct (infracoustruct) or events will

be given meaning within several independently held con-
structs (interconstruct).

if intraconstruct, then meaning is given within what

Pheni# (1964) refers to as Fhe "interconnected whole"——

a constrhcﬁ held in common by the members of a-group bound
tdgether by.the language of custom and which is regulated
"hy a great many reinforcing acts symbélizing respect,
authority, and freedom, dependence and indepéndénce, res-
ponsibility and other gspécts of status and expectation"
(p; 85). Exemplars of such‘gréups might include commuqr”
ities of a strong sectarian religious affiliation where
the bounds of.religious constraint have been clearly
. codified; service units brought together to perform spec-

ialized, tasks related to ‘life and safety; large social

-

»

. aggregates where there is a str@ng sense of community
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by virtue of an iﬁ£;rdependent life-style characterized,
for examﬁle, by an established farm community. -

If interconstrﬁct, then meaning is given within éltern—
ative constructs. Where homogeneity of view exists it is
within groups: Where heterogeneity of view exists it is
between groups. At the interconstruct level each group
places an idiosyncratic construction uéon the events exper-
iénced by the groﬁps as a whole so that what makes sense to ’
one group may be iegarded as nonsense by another.

what has been said to this point applies in general.
The task, of the moment, is to identify those conditions
"which apply, more specifically, when the public serves as
processor within a goal setting model which is to account
for value differences among participants. It seems, under
the more particular circumstances that goal statements,
however formulated, are the "events" under consideration
and; following Kluckhohn (1951), particibant values are the
constructs or conceptualizatio;s within which the statements
have their intended meanings (pp. 429-430).

~
Thus intraconstruct goal statement meanings are deter— _—

mined by whether or not a statement is identified as con- *
forming to a single set of values and provides for the

possibility of deriving an unequivocal standard against .

which attempts at goal attainment can be measured.
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Interconstruct meaning is more complex. It is determined,
not in terms of a single set of values but, rather, in terms
of alternative sets. Goal statements might, as a conse- -
guence, be ambiguous. Their meanings are likely to be as
diverse and numerous as the several sets of values to which
they conform. Under these circumstances it is possible to
derive contrasting standards against which attempts at

Qoal attainment can*be measuréd: '

Schwab (1975) remarks on the problem confronted by
those who attempt to deal with events, such as goals in
education . which are amhiguous because they have diversg
meanings within aiternative constructions.

Irenic discussion .and man& such differences of

view will be marked by appeal to different dicta

on the 'part of different participants, thus posing-

one of the most difficult, yet most common of the

problems of persuasion and collaboration, and

therefore one of the most important problems to
learn to solve. (p. 45)

Scriven, earlier (1967), makes much the same point
__about- the difficulty of establishing unambigquous meanin
- : Y T g9 g g
where a context.is not clearly defined in advance, where,
in fact, the central task is the identification of just
such contexts. Although Scriven writes of value judgments,

the examples he provides demonstate an'isomorphism between -

value judgments and educational goals.
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Finally, there &re value judgments: ih which the
criteria themselves are debatable, a type of value
judgment which is only philosophically. the most
important and whose debatability merely reflects
" the fact,that-impbrtant issues are not always
‘easy ones. Examples of this would be the asser-
tion that the most important role of '‘evaluation -
is in ‘the process of curriculum writing, or that
the IQ test is ‘an unfortunate archaism, or that ,
. the Copenhagen interpretation of quantum physics §
! is superior to any known alternative. 1In each: ~
of these cases,. the disputes turn out to be maynly

about what is to count as good, rather than to i
be arguments about the .straightforward 'facts of
the .situation'. (p. 48)

I

A sécona attribﬁte of.efféctiﬁe,data processiﬁgf thenﬁ
-appéars_td bélan updefgténdiné'of the contrast.beﬁweég ;-w
discussiénslof;the data which take place intraqonstruCﬁ
where, és échﬁab points out "it is easy indeed to cdme id
agreement with men 'who aéree with us;in principle'", and
those which take ﬁiace interconstruct whefe appéal is
made:to v"different dicta" (p. 45). ‘

Approaches using participant values. Instances when

participant values have been taken into account as part of
educational decision making can Be found. rThe reports of
education evaluators whém Stake (1977) categorizes as
using the v+ransaction-observation” approach, provide for
such instances. In contrast to evéluators who, 1in ter@s
of Stake's categorization, carry out their studies on

the assumption that the results are interpretable within

a single construct, that is who use a "student gain



By testing";.an_“institutional self—stu@y by staff", or
a-fmanagement analyéis" approach, the evaluators using
the transaction-observation approach are not so concerned
. '
with the merit of a particular product or entity as they
are with bringing about a greaﬁer interpersonal awareness
among the publics represented in the evaluation e%Frcises._
further'to this pointﬁ where evaluators assume a singie
construct system within thcE to explain their results,
the very fact that only.one point of view is represented
eliminates much of the need for participation of large
numbers of peéple in the evaluation; indeed, the exercise
may often be conducted by a handful of experts.

Evaluators of the trénsaction~obsgrvation mold, on
the other hand, typically.require the iﬁvolvement of large
numbérs|of people because they aésumé differences in
points of view and wish to assure their representation.

Canadian educators who appea£ to fit the transaction-
ébservation mold include Leithwood, Clipsham, Maynes,
Baxter, and McNabb (1976),;M0r£is$n (1977), and, Riffel
{1977). Typical ‘of their approach to évaluation is the
advocacy of an alternativé to whét Riffei has_identified
as independent-empirical evaluation studies. In their

place they advocate more use of what Parlett and Hamilfon

(Note 2) call the “'anthropologicql' research paradigm".

-
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Methodological strategies under this categorizatioﬁ in-
clude: "oRservation, interviews with part1c1pants (Stu-
dents, 1nstructors, administrators,  and others), ques-
tlonnalres,-and analysis of documents and béckground in-
formation" (summary page) .

Admittedly Leithwood et al, Morrison, and Riffel do
not deal directly with the problem of how to cope with
interconstruct or value differences-—}ather, they seem to
be more concerned with their identification. Nonetheless,
the strategies that' they propose for identification of the
differences assume the differences are of sufficigpt con-
sequence that mthanisms fof some of the resolution of
those differences would be paft of the evaluative process.
Morrison, in pé:tiéular, argues the primacy of values and
the need to search out a comprehensive evaluation frame-
work on fhe basis of fhose values. Riffel:and Leithwood
et al, offer views which are somewhat différent in degree
as to how,-in fact, an evaluation framework-is to be
identified. For Riffel the gquestion of whose values are
to count should remain_fluid as participants, in what he
‘calls a "participatory problem solving situation™ agree
to "'muddling through', and assess results in terms of .

usefulness to themselves in their situation" (1977). For

Leithwood et al, the evaluation framework is seen in

-

“A
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more precise terms. Included in his outline ié'hainten-
ance of open‘communication, acceptance of successive
approximations, and sliding agent—élient relationships.
Where the public is to participate as processor}
then, participation is likely to be more effective when
the context dependence of entities under discussion and
the intra/interconstruct contré§£$ are recognized and
taken into account. The work of contemporary Canadian
educators who;advocate a transaction-observation
‘approach to gathering and proceésing data about educa-
tional programs provides insiéht into the'nature of par-
ticipant activity when participants are accepted as pro-

cessors.

Implications for Goal Setting

- jttention must now be given to the implications for
goal setting of having participants act as both source
and processors. It Should be recalled that soﬁe implica-
tions were advanced during the discussion of thg contrast
between }ntra and interconstruct goal statement meénings;
Aé was pointed out at that time, intraconstruct meanings
are determined by whether or not a stdatement satisfies a
single set of values whereas-interconstruct meanings are

!
determined by the possibility that a statement might have
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alternativé meahings iﬁ conformity Qith'the sevefai.sets
of valﬁes within which the stateﬁeﬁt can .be construea.
Thus, insofar as géal setting.résts on appeals‘to par-
ticipant values, both intra and interconstruct possi-
bilities will have to be taken into aécount and some de-
terminétion made about whether the appeal is being made
within a single well defiﬁed context of a plurality of
céntexts;

If, in setting goals, apéeal to values is made int:a—
construct, then, the likelihood is that the goals will be
afrived at through some selection process designed to
‘_identify those goals which best typify the set. Ex-
perts in such matters as the uses of 1anguage in logically
consistent wéys would seem to be suitable‘for such a task.
Iin effect, what is at stake is the identification of a
"product" in the form of a set of goals. The goals then
provide an unequivocal referent for standards to be applied
in making judgments about education.

‘ Where the issue is addressed intexconstruct, the
question of what is to stand as goal statements does not
have a clear resolution. If the insights of evaluators of
the transaction—ogservation mold apply, resolution of the

issue seems to have more to do with the process by which

goals are set than with the goals themselves.
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The}e is-a well defined érocess in cufriculum de~
cision making where appeal is made to dlfferent dlcta'
(Schwab, 1970, 1973, 1975), that is, appeal is made inter-
construct. The process is deliberation. ' A brief review
of what séhﬁaﬁ connotes by the term may reveal th the
.same process appea?s to hold promise for goal setting -

under circumstances when different values are in conten-

tion.

Deliberation

Schwab‘devotes much of his writing to trying to form-
ulate a curriculum decisio making.process. Disparify of !
views among collaborators is seen by Séhwaﬁ as central to
_the problems faced in a curriculum exercise, whether it
be.as particular as the selection of textbooks for a
course of study, or as generéi as setﬁing goals. There
is, for example, a wide gulf between the views of_scholars
and others .attempting te translate scholarly matefzal into
curriculum.(1973, p. 501). The differences arednot per-
ipheral; nor are théy easily resolved. Indeed;'if they

are to be resolved at all, it will be because scholars

and others:
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learn somethlng of the concerns, values, and op-
erations which arise from each other's exper—
ience. They must learn to honor these various
groupings of concerns, values, and operations,
and to diminish their own values enough to make
room in their thinking for the others. (p. 501)

They will, in effect, have to engage in a process identi-
fied by_Schwgb as the process of deliberation~—a process

which appears to be isomorphic with the process which is
being sought for achieving agreement in the interconstruct

] Il

sense.

Deliberation is complex and arducus. It treats-
both ends and means and must treat them as mu-
tually determining one another. It must try to
identify, with respect to both, what facts may be
relevant. It must try to ascertain the relevant
facts in the concrete case. It must try to gen-
™ erate alternative solutions ... . . . It must then
weigh alternatives and their costs and conse-’ -
quences against one another, and choose, not the
right alternative, for there is no such thing,
but the best one. (p. 36}

Schwab insists on the need to maintain an open
stance throughout the process; to engage in a progess that
is iterative and evolving. To do otherwise is seen as '
failure in the task oflencoméassing and communicatiﬁg
the real intenfions of a planning group tp. 506). For

as Schwab (1973) states:
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Values are realized reflexively. A value is em-
bodied in a stated educational intention but only
equivocally and imperfectly. The stated inten-
tion then serves as an imper fect guide or
pattern for construction of a cirriculum bit.
Experience of the curriculum bit reduces by a
little the equivocation of the stated intention
and illuminates a little more the value which
lies at its roots. Substitution of another ‘
curriculum bit, or modification of the*first may
follow from the illuminating experience but there
will also be reflexive modification of the form-
ulated intention itself or modification of the way
in which it is undexrstood. The value may be so
well illuminated that it becomes accessible to
scrutiny, criticism, and change. (p. 507)

Albeit, the cufriculum'bit to which Séhwab.refers
may suggest a derivative of some educationél goal br.in—
. tentioh, nohetheless, to aésume a curriculum bit might’

o
also refer to the particular formulation of a goal or
subset oflépals, which are as yet not evident, does not’
seem to violate the sense of the argument. The differ-
ence in what might be taken as curriculum bits, whether
“they be goal derivatives or the goals themselves, would,
after all, seem to be pne'of degree and not of subétance.

It appears from the foregoing, that where the public
is to serve as data source_apd processor in goal setting,
the ensuiﬂ; %ask is likely to be complex and time consuming.
For if interconstruct goal setting is to be regarded éb

isomorphic with deliberation, the following will hold

among participants: some minimal level of understanding
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of the. critical rolé values play in‘giving.meaning to

goal selection; reépect for other's values; acceptance

' of the arduous aﬂd difficu1£ ﬁature of the task; accep-.
tance of goals which are the best available for the
'.moment: ééceptance of the iterative natgré”of goal setting
aﬁq.value illumination. These,conditioﬂs, given in
sﬁmmary, suggést the profile of a participant public
prepared to addre#s the‘issue of setting goals inter-

cbnstruct .
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Criteria for the Modal

-Eight'criteria emerge as‘the basiefupon which to-d
structure a model for. the 1llum1natlon of values where -
educat10na1 goals’ are ‘set by a part1c1pat1ng publlc.‘

The criteria, 1n effect summarize the development of. the
themes related to the purpose of the study end represent
an amalgam of views based on work from diverse but edu-
cationally related‘fields. '. - :

The criteria ere: .

l. Participants within.the putview of the ﬁodel are
to be treated as both the source and the processors of
data relevant to the model's intent. The criterion is

largely derived from the work of-Delbecq (1971) and his

associates.

2. A distinction between-judgments rendered intra-
construct (or within constructs) and -hgee rendered inter-
construct (or between constructe) shouldﬁge\bieefly avi-
dent. The need for this criterion is based on tﬁé\ngk of
those who have contributed to an understanding of the
role of variously labelled constructs-~-metaphors, models—-.
in determining-meaning,

3. Information should be regarded as integral wdth
judgment. The criterion is suggested by the work of Green

Y
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{1964, 1973).

4. The data of self reports, or the so-éalled mere

.\\

é%préssions of opinion, should be reéarded as legitimate
\\\fEBr the purpose of informing judgment, particularly when
ju;;;;;E\is interconstruct and consequently of the kind
that attempts to-establish, not the facts of the ﬁatfer;
‘but the values within which the facts have their meaning.
‘The criterion derives from égfivep'é {1972) distinction
between data which are quantitativel§ subjective, and often,
therefore, eschewed.as unsuitable to inform Jjudgment, but
thch are, at the same time, qualitatively objective‘and,
as ;uch,are higﬁly desirable as data for informing jﬁdg-
D ments of the kind that seek to establish the gomd from
among several alternatives.

5. There.sﬁquld be a dynamic to account for the re-
structqriﬁg of value positions among participants. The
possibility for such a dynamic is suggested in the work of
Kelly (1955, 1970).

6. Thg:e should be provision for a curriculum worker,
or workers, conversant with the dynamics of interpersonal
communigation. The criterion is supported by the work of
those education evaluators_who fit Stake's categorization
of evaluatprs who use a transaction—observation approach

2 -
to evaluation.
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. 7. The mode of communication among participants is:

best characterized by deliberation'where; as Schwab points

out, there is opportunity for a dialectic between the goals

,under consideration and the value positions which serve

as criteria. The dialectic presupposes an open search, not
for a right answer, but the best answer available for the

moment.

.

8. The last criterion posits a suggestion of whét is
to count as success in a goal setting exercise and, in a
sense, summarizes the previous criteria. Where it becomeé
clear in goallsefting that participants "dgree in prin-
ciple", that is, are able to deal with the task intra-
construbt, then, as Schwab (1975) maintéins it will be
éasy to come to agreement on the task outcome (p. 45).
Success will be measured in terms of the logical consis-
tency between the values participanté espouse and the
goals fﬁey set.

Where tﬁé cirgumstances indicate a plurality of wvalue
positions, success will have less to do with the agreed to
set of goals and more to do with the nature of the process
maiﬂtained during the goal setting. Where the process
supports participant commitment £o the task and encourages
o?enness to values which differ from one's owﬁ, the process

will count as successful.




.0 .
With the criteria. in place, it is appropriate to

‘proéeed with delineation of the‘model.

92
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CHAPTER THREE

THE MODEL
W

’

To attempt to syétematize the design gf a model is -
seemingiy tenuous, at best (Willer, 1967, p. 65). None-
theless, the design process does assume some. sense of
progress thriyéh geveral stages of general‘ toward spec-
ific kinds of inquiry. These stages may be identified as:
inquiry into the nature of models and the manner of their
forthcoming; inquiry into general design considerations;
and, the display of the model. Reports on each of these
aspects of the model's development will constitute much
of the content for the present chapter.

Criteria have been posited for the design of the in-
tended model. A summary'qf those criteria along with ill-
ustrative design qﬁéstions\}aised by them is provided to
serve as a guide in the design procesé (see Table 1).
Parenthetical reference will be made to appropriate cri-
tegia as design features emerge. 1In this way criteria

can be directly related to specific aspects in the design.



~98

Table 1

Goal Setting Model Criteria and Related Design Questions

b

Criteria Desigﬂ1Questions
1. Participants: Source -is distinction clear w1th1n
and Processor the model's desu_:;n'J
2. Intra/Interconstruct -does model suggest contrast?
Contrast Is contrast maintained with
consistency?
3. Information Integral ~does model suggest the value

~with Judgment

Data from Self Reports

Dynamic to Account for
Value Restructuring

Provision for a
Curriculum Worker

Deliberation as a
Mode of Communication

T

Intra/Interconstruct
Meanings for Success
within the Model

of informed judgment? Does
information further the
model's intent?

-dc data derive from partic-
ipant as source? Aare data in-
terpretable as a participant

value position?

~does model suggest such a
dynamic? Is the dynamic
illuminated in the model?

-is provision for a curriculum
worker(s) explicit? Are re-
lationships between curriculum
worker (s) and others designated?

—does the dialectic of delib-
eration receive prominence?
Is the observer oriented to
the model's intent?

~does the model infer what is
to count as success within
the model?
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.Models and Invention

* There is a large measure of ihvention in the develop-
ment of conceptualizations within which explanations of
the stuff of experience are attemﬁted (Bertalanffy, 1968,

pp. 27-28). Bruner (1967) speaks of the invention of cat-

egories and notes that "science and Qommon-sense inquiry

alike do not discover ways in which events are grouped

in the world; they invent ways of grouping" (p. 7}.

Kaplan (1964) makes'much,the same point in putting forward
an instrumental view of theories and models. Theories

and models in his .view are seen as instruments created so
that sense can be made of the senseless as we do something
with them. "They are the tools of inquiry and of reflec-
tive choice in problematic sitﬁations“ (p. 306).

The conceptualizations, whether categories, models,
or theories, proceed from the minds and hands of those
sufficiently versed in the entity requiring explanation,
that prevailing conceptualizations fail to account for:the
richness and complexity of the entity in'question. In the
face of an overabundance of information which is' not
readily explainable, but which contains intimations of ex-
planation, those seeking explanation set.about to créate
the more powerful conceptualizations that seem to be

called for. Such conceptualizations are frequently in the
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b

.form of models and are Judged successful to the extent that

large amounts of what’ otherwise would be heterogeneous

bits and pieces of the world, are synthe51zed (Kaplan, p-

306) .

A "Technology of Foolishness"

-

And, as is the case in much inventive activity, a
model does not spring forth full blown as the result of
a once‘and_for all time effort. The developmenﬁ of a
model calls-for a gestation period during which ofténlillf
formed attempts are made to seize upon a structure re-
quisite to the task of glVlng meaning where meanlng is
elusive in spite of what appears to be an abundance of
information. ~ The gestation period calls for opp;rtunity
to literally play with the information in accord with the
tenets of the "technology of foolishnesé" {(March, 1972).

March agrees that such a technology is difficult to
conceptualize; he offers two guiding principles by which
progress may be made toward some satisfactory result.
First, there is the possibility that the familiar stra-
tegies of ‘imitation, coercion, and rationalization, are
helpful in spite of risks which are "too familiar to
elaborate" (p. 424). A ground must be established as a
prior condition to further invention: Structures must be

. extant if they are to be elaborated. The structures to

-
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be elaborated--or; if you'hili, the models to be developed--
are, in the first iﬁétance, often nothing more than an am-
algam of bits and pieces of models that are previous to,}.
_and, in some significant way, suggesti@e of the model
builder's intent for the new model. Imitation of the ex-
tant models provides .the mechanism for "discovering attrac-
t;vg'pew goals for ourselves" (p. 424).

The strategy ©f coercian alléws ﬁor the possibility
that those intent upon invention will receive extrinsic
motivétion for .as long as it is necessary to establish a

ground upon which further elaboration is possible. The

wisdom of reguired courses in study programs is a case in

qpoint.

Rationalization, as referred to by March, is not to
be viewed pejoratively; it does not ng%essarily imply an
eéésion of morality. Rationalization can be viewed as an
"incremental approach to changes in values" (p. 424); that
is, in the most general sense, it can be viewed as the
dynamic whereby a graduvual shift in the manner in which an
individual gives sense to‘é%perience is accomplished.
Rétionalizétion seen from this viewpoint is reflexive and.
is the occasion for the individual to éngage in a search

}
. for the grounds of his behavior.
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The second principle that March offers as a guide in
the use of a technology of foolishness is the éuspension
of the rational imperative toward consistency. Here, as
has been breviously noted, the element of play enters in
and support is added to the view that model building re-
quires a gestation period (p. 425). A dialectic must be
maintained between a technology of foolishness and of
reason.

The usual strictures agalnst self-deception in

experience need occasionally to be tempered with

an awareness of the extent to which all experience

is an interpretation subject to conscious re-

vision. Personal histories, and national his-

tories, need to be rewritten rather continuously

as a base for the retrospective learning of new

conceptions. (p. 427)
Tt is as if reason were a spinning top that is of little
interest except that from time to time the top can be
prodded or poked and then left to struggle to right it-
self. With each righting of the top the essential sta-
bility of its operation is confirmed. If, as well, it
can be imagined that the top is crafted in such a wé& and
of such material that with each righting the internal
structuring of the top is qualitatively changed to provide

for an even greater potential toward equilibrium, then

the imagery of top, as reason, in dialectical relationship

. with poking and prodding, as the technology of foolishness,

is complete.
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7Iteration_

The ﬁlay that characterizeg the gestation period in. .,
the develophent of a model supposes that the dialectic
identified by March will continue through several itera-
tions; each iteration allowing for an increase in the in-
formation base which in turn yields the opportunity for:
complexification of the‘model'w{thin which the informa-
tion has meaning. The importanée of continuing the play
through several iterations stems in part from the central-
itf-of what Bradley (1975) calls the iterative method of
science. ‘

Woodruff (1967), Drewnowski (1976), and Rein (1970)
clearly suggestbthe potency of the iterative method for
* resolving problémé in the social ééiences. Drewnowski
Suggests the possibility of improvement in plannin§
methods as valuation of aims becomes increasingly consis-
tent and explicit éver time (p. 71), and likens the process
to "successive approximations” (p. 72). Rein points ;o
the significance of thg iterative process in policy analysis
where a model of "infor%ation, analysis,idec@sion, imple-
mentation, feedback, reanalysis" (p. 304) is applied.

Evaluation models in curriculum typically call for

application of the models over éeveral iterations (Ambry,

1972; Stake, 1972; Taylor & Maguire, 1972). ' This may well
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be because in any given educational settiﬁg\there are
varied, and oft, competing positions on what;}ﬁ\to be
"~

conitrued as the educational good against which evalua-

tive judgments are to be made. The strategies for degling

with the resolution of competing positions must avoid ™

_ rigidity inTthe interpretation of the results of any such\\\\\
resolution if the good so selected is not to "fall into e \\\
the error of tacitly representing one of thése positions"
(EPRC, 1969, p. 12). Iﬁ other words, there must be tol-~
erance for the ongoing‘uncertainty that is the price of
contihuing revision of answers to the guestions, "Who are
the competing groups?"--if indeed" there are Qiable homo-
geneities, and, "In what better sense can these groups
contribute to setting goals?". Neitherrquestion is amen-
able to a once only answer and requiresinlapproach which
allows for progress over the course of several‘iterations,
the so—calleét"adjustive actions" referred to by Wood-
ruff (1967, p. 86).

Models, within the wview that has been proposed, are
not here to be discovgred so that sovereignity can be
declared over them; they are here to be created (Kaplan,
pp. 306-308). And, they are here to be created in mom-

ents when the necessity to be consistent is temporarily

suspended and thé "sense of play"fepitomihed in Schudson's

N
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(1974) view of the individual's struggle to reconcile the"
N A
"world's constraints" to personal constructs of "privacy

and freedom" (p. 318) prevails. But over and abbve these

- more general concerns about the design of a model, there

AR
are specific considerations.

Preliminary Design Considerations

And herein lies a major difficulty for a researcher
attempting to report on the invention of a model.’ For
how, in actuality, can a fair description of a dynamic
iterative process emerge from a report on one, or at most
several, of the iterations? How, at a latéf stage, is
the modél's dynamic to be revealed in near static rep-
resentat%ons that are constrained by the limits of the
linear constructions of languagé and drawings?

Criteria for a model have beeﬂ'posited. Argument to
support a playful iterative approach to modél‘inveﬁfion
has been put forward. The task of preliminary geéign
appears to be that of attempting a tentative reconcil-

.
iation of modelicriteria with model intent. A report on
a preliminary design is, in effect, but a report illus-

trative of numerous attempts that are made prior toc a more

complete formulation of the model.

/ -
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Discussiaﬁ is»Organized:under three Eéadings: “range
of convenience" of the model; power of the model; and,
anticipated applications of the ‘model. Each of the head-
ings, in turn, is referenced to a sgbset of the criteria.

.

All criteria are taken into account.

"Range of Convenience" of the Model

The idea of a range of convenience for the model is
taken from Kelly's work (1955) on the psychology of per-
sonal constructs (pp. 51, 62, 71). " The range of conven-
iencq\sets the bounds within which a model--or in Kelly's
case, a construct--is intended to have power to evoke
meanings. The boundaries typically have to do with both
substantive and process concerns. .

7 Substantively, the proposed model- is rgstricted to
matters pertaining to setting educational goals. Because,
in this case, the model proposes to include information
about participant value positions, data from which such
information can be inferred will have to be accommodated.
In éarticﬁlar, the model must be capable of anticipating,l
for inclusion within the model,-data such as survey
results of choice behavior as specified by Kluckhchn ¥

(1951)--(Criterion 3: Information Integral with Judgment;

Criterion 4: Data from Self Reports).
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Collection and analygis of data from thch-partiq—
ipant‘value‘positiohs can be inferred calls for‘speciél—
ized research skills. Provision for sgch:ékills.is thué
a design requirementyfi{Criterion 6: Provision for a Curr-
iculum Worker). . T -

In terms of process, it %s intended that the model be
e\tended beyond the bounds for public partlclpatlon stip-
ulated by Delbecq and_Van de Ven (1970) to include consid-
eratioﬁ ofsihtergroup value positions as a preliminary to
decisions_about goals.’.ParticiRants will thus serve as
source-and processor (Criterion‘l) and, as well, expert
help in facilitating ih%ergroub communication is virtually

An

mandatory (Criterion 6).

Power of the Model

The power of the model is taken to mean what Taylor
and Cowley seem to have ha@'%n mind in making introductory
comment on the Tayior and Maguire (1972) "Theoretical
Evaluation Model™ (pp..89ﬂ92). |

The model was not a strong model subject to em-
pirical evaluation, but rather was a representation
of curriculum deveélopment geared to curriculum
evaluation which was intended to suggest variables
to be measured, judgments to be made and contin-
gencies to be determlned (Taylor and Cowley,
1972, p. 5) A
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The power of the model lies, not in prediction but, in -

the extent to which it facilitates clear productive

, thought about some aspect of the educational enterprise.

The model to be evolved thrSugh this study is likewise
not intended as a strong model, but ratﬁ?r aé a repre-
sentation of curriculum development'geared.to a more -
explicit 1dent1flcatlon of the grounds w1th1n which value-
oriented goals mlght best come about.

Willer (1967) providesua_compelling reason why models

in the social sciences are frequently weak. A need for

abstraction to handle the complexity of the phenomeha‘to

—_—

‘be included within the range of convenience of a model

predicates few points of direct similarity between the
model and the phenomena and, as a consequence, eliminates
much of the model's predictive power there being but a
"réfher weak mechanism" for the model (p. 38).

This is not to say such models are of no value for as

-

Willer maintainsL

Finally, when the level of abstraction is high
enQugh, the mechanism may be completely eliminated.
This is the case with the sociogram, and the or-
ganization chart. It is not to imply that this
kind of iconic model has no value . . . . This

is especially true in sociology where the extra-
ordinary complexity of the data often requires

a high lével of abstractlon. (p. 39)
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Criterion 2 requifes that,thg model suggesélthe
intra/interconstruct contrast which is expectéd to hold
for commuhicat}gn among participants. As has been noted
previousiy, in reference to Kélly (1970), if particﬁpants
are to be significantlf involved in the experiential .
cycleg of others, they will have to be‘prepafed to rec-
ognize the distinction betﬁeen treating the other as
objecg within the observer's outlﬁqk or as subject within
the observer's "version 6f the other person;s outlook™
(p. 26). i’

Selecﬁion of vbcabulary which is rich in connotations
of interpersonal activi£y among participants should help

illuminate the contrast. ‘'Such selection abpears to be

well within the potential for the anticipated model.

Criterion 5 requires that a dynamic be incorporated
into the model to account for res£ructuriﬁ§ of values.
Here, the design.problem appears fo be one &f providing
for an-appropriate orieptation to the model solthat the

. . A
model user has ,some advance understanding of which aspects

“of the model have potential for just such a restructuring.

Earlier reference to the communication strategies em-
ployed by evaluators who use the transaction-observation

approach, and to the deliberative mode proposed by Schwab,

. appears to provide for the'réquired orientation.
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Anticipated Applications

The model is not intended for all goal setting sit-
uvations. A moment's reflection on the extended theory
affecting participation and implications theory has for

the public as source and processor suggests several

limitations.

First, it now appears that there would have to be a
clear dispositjon in the situatien to involve the pujlic,
that is) there would have to be a prior commitment to
greater democratization of gbal setting proéedures.

Second, there would have to be reason tg agsume some -
understanding, intuitive or otherwise,‘that goals are not
préscriptive so much as they are proscriptive (Jencks

et al, 1972, p. 257; Tyler, 1975, pp. 52-53). This being
the case, there would at least be some minimal possibility
to evoke a "téchnology of foolishness" where goals are
treated as hypotheses and intuition is treated as real
iMarch, 1972, p. 426).

'Third; there would have to be reason to assume more
participant interest in examining the constructs which begt
explain differences in view than there is in taking immed-
iate action to reduce the differences through political
means. A disposition to adopt Punke's (1974) "continuing-

labor approach” would do much in this regard.
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By-prévious design, the model provides for goal setting
under cifcumstances which encourage participant groups to
attempt to understand views different from their own. Key
" to sﬁch circumstances are the possibilities for use of
a mode of commuﬁication which allows for interplay of
perceptions, a process previocusly identified as delibera—\
tion. If, then, application of the model is restricted as
stipulated, and, as before, there is provision for a -
curriculum worker to facilitate the deliberative process,
Criferion 7. Deliberation as a Mode of Communication, |
appears to be satisfied. |

It is one thing to attempt definition of deliberation
for purposes of background to a model. It is another to
include ; deliberative process as part of model design.
Ihclusion of deliberation is a value judgment. Having
given a value to deliberation, by design, the wayﬁis then
open to delineate what is to count as ‘'success within the
model (Criterion 8).

Preliminary design of the model has been put forward.
The eight criteria posited for the model have been taken
into account. It is now appropriate to present a more

complete statement of the model.
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A Model for Setting Educational Goals

H
i

Model Components

The model consists of four components: a field of

A}

!
information generated by the polarities of funded knowl-

edge and conventional wisdom; the constraints exercised

by a designated educational authority whether at the

societal, institutional or instructional level of decision
making; a dynamic cyEle through which much of the model's
intent is operationalized; a core in which the value
orientation of the model is realized. Each of these com-

ponents will be discussed, in turn.

The polarities of funded knowledgé and conventional

wisdom. Goodlad (1966) recdgnized funded knowledge and
conventional wisdom as contrasting data to be used contin-
uously in curriculum development. The contrés; is taken

to apply to the present model, with;thg gdaitional
suggestion that not only should data ffém both funded knowl-
edge and conventional wisdom be entertained in curriculum
decisions, but, in gffect, the contrast in the two kinds

of data establéshes a dialectic which motivates curriculum
activity~-curriculum activity, in this case, being seen

as the result of efforts to reconcile theoretical prop-

ositions about what we should be doing and the perceived
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possibilities in the real world (Schwab, 1975).

To this end, the present model envisions the dual
sources of information as polarities, generating a force
fie;g within which the dynamic components of a curriculum
exercise, that is, goal settiné, rotates. It is further
envisioned that as goal setting activity becomes more
vigorous and rotation through a particular sequence of
activities more pronounced, interaction between goal.set-
ting and the informational force field becomes more in-

- tense, both in terms of greater utilization of information
as well as in the concomitant generation of new kinds of
data, the latter being the analogue of the current induced
in a coil.rotating in an electro-magnetic field.

The intensity of the interaction, in turn, enhances
the likelihood that the curriculum initiatives undertaken
within the scope of the model will continue, first,
toward completion of a round of goal setting activity, and
second, toward establishing antecedents for a successive
round, '

Thus, information, both in terms of funded knowledge
and conventional wisdom, is posited as a-nece;sary condition
for the evoiution of successful goai setting in education,
rather than as a prime determinant. Use of a collpquial

form of address, though stylistically questionable, will
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kae the point. The model proposes th%t it is the dual
polarities of information which "make the curriculum wheels
go round".

If the metaphor of ihfofﬁa%ion as a force fiéld within
which goal setting activity takes place is accepted, it
becomes possible to argue the potential for success in.
goal setting in having strong and balanced information
sources. It is generally conceded that the gfeatest pro-
portion of decisions affecting organizations are founded
on conventional wisaom (Argyris, 1973, p. 160). What
appears to be needed to restore -balance to the fundea‘
knowledge/conventional wisdom dialectic, and tﬁus,
strength to £he motive force in goal setting which assumes
thé importance of dealing with a value pluraiity, is
closer attention to the necessity for having funded knowl-
edge appropriate to that process.

Fortunately, technological édvances of the last sewv-
eral decades appear to ensure the possibility for just
such knowledge (Green and Carmone, 1970; Popham, 1973;
Subkoviak, 1975), that is, the possibility of having
estiﬁates, derived from research, of the value positions
of the participants in a goal setting exercise.

Inherent in the view of informatioﬁ as a dialectic

between funded knowledge and conventional wisdom is the

W
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suggestion of the need to satisfy both the criterion
dealing with utilization of participantsias source for
dataﬁfrom'which a value position can be deduced (Criterion
4), and, the criterion requiring the pfovision of workers
who-are expert in thé collection and analysis of such data
(Criterion 6).

The sources of knoﬁledge in curriculum,-as reéresented-
in the model, are thus to be‘seen as a precondition to -
goal setting; an activity which is said to be énﬁanced
wheéza better balance between funded knowledge aﬁd conven-
tional wisdom is assured through the office of competent
curriculum workers who have the requisite techniéal skills

and the authority to exercise them.

The constraints exercised by a designated authority.

The political nature of educational goals has been pre-
viously acknoﬁledged (eg. Beauchamp & Beaﬁchamp, 1972).

It is therefore taken as given that any goal setting to

bé rationalized within the model will be initiated by some
educational authority whethexr at the societal, institu-
tional, or instructional levels as defined by Myers (197d).
This does not presuppose that the initiating authority
necessarily falls within the bounds of conventional school-
ing. It does, however, stipulate a belief that organiza-

tional effort requires, in the first instance, a
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recognition of some authoritative organizational structure

no matter ho& loosely defined. To draw from a theatrical
analogy, some person or collective will have to set

the theme and hire the director for the drama which is to
be created.

It seems, therefore, to rest with the authority to
make the decision as to whether fhe proposéd model is
appropriate to its intentions for goal setting and to
emplgymghe expert help necessary to the task ofpapplying
théiwgfél.

The model therefore proposes the authority designated
for é part%cular goal Setting exercise be seen as an outer
layer or shell, thereby.sgggesting the constraints
built into the model (see‘Figure 1).

If, in the outer shell of the model, the area of
authority delegated to curriculum worker(s) is large in
propoEtion to that rgtained by the designated authority,
then, a proportionately larger measitte of the goal setting
exercise is likely to be influenced by funded knowlédge.
It will become evident later, that a strong dynamic cycle
in the model require; that this be so.

At the beginhiﬁg of the cycle which is yet to be dis-

cussed, help is reqguired so that goal setting strategies

and participant'tasks are likely to be adeqﬁately defined.

A
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ExperE help is also necessary for the'data collection and
analysis required by the model. It will be evident that
expert help will be necessafy to fulfil the model's .
need fSr direction during a vaiue orienting and reconstruc-
tion phasg as well as to bring about a resolution to the
goal setting if completion of the cycle is to be accompanied
by an accegtable degree of participant satisfaction.

Provision for a curriculum worker, or workers, there-
fore assumes considerable” importance in the|modél; It is
tﬁrough the worker that the ¢onstraints of the educational
authority initiating the goal ggtting are transmftted tg
participants. Further, because the task of seeking the
interconstruct understanding inferred by the model re-
quires considerable particiéant effort, strong leadership
will be required of the worker if participants are to per-
severe; leadership being taken here in the sense proposed
by Beauchamp (1975) where, it is arqued, that moré will be
accomplished if participants are co-opted rather than
coerced.

-

Although the outer shell or layer of the model is
designed to suggest a certain rigidity, the spiral form of
the shell points to possible growthjwithin the inner o

portion of the model. The suggestion of growth through a

spiral progression is not new in curriculum (Taba,
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Durken, Fraenkel, & McNaughton, 1971, p. 21). The concept
is adopted here to suggest the poss}bility that growth in
participant.understandinq is not c&ntradictory to con-
straints imposed by a”designated'authority. The authority
is thus seen as responding tq participant growth in geoal
setting without any essential loss of jurisdictional

imperative.

L]

The dynamic cycle. It has already been suggested that
much of the sense of the dynamic for goal settinglis im-
partéd in Schwab's concept of deliberation. Yet to be
delineated are the'specific organizational formats to bé
invoked if the model's intent is to be operationalized.

The organizational fbrmats will be dealt with in three
phases. Phase one is concerned with the problem of def-
ining multidimensional space within which participant

value positions can be conceptualized. Phase two is con-

-

cerned with the problems of orienting particivants to that
space, and, phase three will address the problem of héw
participant satisfaction in the goal setting process is
to be assured.

-PHASE QONE. in phase one the curriculum worke; must
clearly identify, for participants, the jurisdiction for
which goals are to be set. Decisions are made regarding

the classes of participants to be included in goal
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setting as are the circumstances by which this task is

best accomplished (see materials cited in Note 1, for infor- )
mation on how this might be dene).

Strategies are identified which make use of partic-
ipants as dgta sources. The daia;un td be of a kind that
can be interpreted as indicati;e of participant valuug.
';Thg display of the data is to be informative in the sense
that those who are naive in the use of research data are
to be at no disadvantage as compared to those expert in
its use. |

PHASE TWO. In phasé two the curficulum worker “has a
respensibility to facilitate participant crientation to
the data from phase one (sée Figure 2). It is during
phase two that a participant may find the occasion to re--~
structure his own values as a consequence of having attempted
to "construe the construction processes of énother“ (Relly,
1970;‘p. 22). The attempt is not assumed to result in
restructuring of valuegrto the point that the wvalue
construct of one becomes the construct of the other.
Rather, the assumption is more in keeping ﬁith Hook's
(1973) view of the result gf rémoving the shoék of value
differenées among cultures by providing cultural and his-
torical perspectives within which the differences are

viewed. The value differences are not necessarily
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countenanced because of the gnowledge of éontrasting
values, but "we afeiﬁt least not completél} baffied by
them" (p. 192). |

"It may be, then, that if nothing else, phase two.
results in a clear recognifion among participants that
there is a plurality of values which can serve as criteria
‘for goal setting and that the plurality is sufficien%ly
respected thaé attempts are made to allow for the altern-
atives suggested by it.

*

PHASE THREE. In phase three the curriculum worker has

the responsibility to structure some means by which goal
setting can proceed to an acceptable set of goal state-
ments. It is at this point that the model assﬁmes the use-
-fulnesé of sé&atégies for final selection’ of goals suéh
as those foundlin the Delbecqg model (Delbecq & Van de Ven,
.1971), Greenfield's procedures (1975), or the PDK mat-
erials (Northern California Program Development Center,
‘Note 1). X
. Loid .
The.assumption here is that once participants have
engaged in deliberation, then negotiation toward final
selection of goals, whether in the monistic or‘pluralistic
P

sense, is more likely to proceed with some sense of sat-

isfaction.
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. It is in phase threeithat the opportunity‘*is finally
presented to make valué judgﬁehts about edueation. Goal
statemen%s, defined either as a single set or as a plﬁr-
ality, provide for contexts.withiq‘yhich the guestion of
what. is to count as good is answered Making value judg-
ments, then, becomes more a problem of measurement where
performance standards are given operational deflnltlon and
StePS“EFe takefi to see if those standards are'§§t§&ned.
‘Attainment is then pronounced to be good, ndt:for the
attainmént'itself, but for what it connotes in terms of

. " .
‘fulfilling a desirable goal. It is in this sense that

"

judgments made within phase three of the'dynamic cyclé are
described as.setonﬁary-judéments of quality, that is, ’
judgments made intraconstruét.

The core. The central- and thereby,'mégt ;ignifiéaht
level in the model,’is the core. Much has beeﬁ made of
the metaphor of the_corg in recent years, partfcuiarly
when a concern for quqlity in education is being expressed
+ (see Note 2). Although the metaphor is seldom egplained,

the aséumption being that common sense dictates the meaning,
:there appear to be several characteristics of the core,

‘as metaphor, that undoubtedly contribute to the pre- oL

valence of the“metaphor at this timeT
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For many, the core appears to be synonymous with the
"basics". There may be dispute about what constitutes
the basics: There‘appears to be no dispute about their
centrality to educational practice. But theré is more to
the metaphor. Regenerative power is also found at the
core. A core curriculum can thus hold as much of future
promise as it does oftpresent accomplishmeﬂt. -

Both dimensions of core, as metaphor, are uséd in the
development of the present model. Albeit the interpre-
tation may be slightiy altered from that inherent in con-
temporary discourse, nonetheless the interpretation f;—
mains essentially true to the metaphar. -

The core, as-synonymbus with that which is basic in
education, is interpreted in the model as the area where
basic or primary judgments-affecting'what is to count as
success in goal setting are made. :Primary judgments are
stipulated to be judgments made interconstruct, thét is,
they are the judgments an indivfdual or collective make
during the process of 6rienting to é;nstructs other than
their own, of the desirable in education. They are judg-
mentslordinarily made on' the basis of the observed be-
havior of the othéer; judgments which are subjedt to the

liabilities of a stereotypic response unless deliberate

steps are taken to avoid just such an occurrence.
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It is the inward penetrating arrows é%om thé level
surrgunding the core that provide the suggestion of how a‘
stereotypic response in making judgments at the core might
be avoided with a consequent increase in intersubjective
experience. For only as the participants successfully
identify, and subseqﬁently orient to the severai spaces
occupied.by other participaﬁts, will a lively sense of
the value orientation of otherg develop and consideration
of the problem of setting goals be raised to a more comp-
rehensive level--a level at which judgments are made in
the context of epriéit knowledge of the value constructs
of participants. As\hoted, gnder developments in phase
two of the dynamic cycle, identification and orientation
to the value spaces of other participants may not lead
to conformity of positions. Rather, it is assumed that
there will arise an undgrsténding of the significance of
the differences, with the result that serious attempts
will be made, in goal setting, to accommodate to a plur-
aliﬁy of values instead of simply accepting the dictates
of majority rule in a procrustean attempt fo fit goals
into a single point of view. |

Thus, it becomes clear, a% the coré of the model,*

that success in goal setting has mfch to do with the even-

tual sense of participant satisfaction and the extent to
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which the interaction of parficipants,is founded on what
Argyris (1972) has spoken of as interpersonal  and group
dynamics‘where it is argued that: "As these become mare
effective there is a higher probability that genuine and
underlying organizational changes will be considered by
clients, carefully explored and effectively maintained"
(p. 123). \ |
I The interconstruct, or primary judgments, made at
the core. are not completed in a once anﬁ once only
assesSment of the contructs of the others. The judgments
are formative, not sgmmative, and take place within a
context of deliberation as previously defined on the basis’
of Schwab's work on the dynamics of curriculum change.
The senée of participanf satisfaction in goal setting
as a measure of success is informed, through the metaphor
of the core, in still another way. The core, suggests
regenerative power. Thus participant satisfaction could
be expected to derivé from intimations of growth which are
thought to attend interpersonal exchanges. It is this
element of personal growth among participants which seems
to motivate the work of such educators as those previously
identifieq as fitting the transaction-observation mold,

where, as Riffel et al (1973) maintainsg, "Evaluation was

seen as an important instrument for self-renewal
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in schools" (foreward).:

The increase in participant satisfaction at the core
is represented by an increase in area as the model is
vie&ed through a complete rotation of the dynamic cycle
(see Figure 3). It will become apparent when the complete
model is displayed that the core of the model is the only
level at thch increase through a rotation is posited.

It is thus suggested that growth through the goal‘!!tting
process is essentially growth as a result of participant
interexperiencing. | |

Finally,.the suggestidn is advanced, through the met-
aphor of the core, that it is by virtue of participant
growth through intere#perience that a tiresome roundabout

of educational practice becomes the promise of a trans-

forming spiral.

The Display of the Completed Model

A model has been created. It was created, not as an
exercise of ratiomplity so much as a response to impulses
March (1972) prop?ses as a "technology of foolishhéss".
Creation rengged the effort of several iterations.

Preliminary design provided for identification of
the manner in which the model was to be delimited as
well as tb identify assumptions in the model's eyentual'

design.



Figure 3. The Core: Primary judgments of quality.
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A model was then put forward: Model components were
displayed concludihg with a display-of the core--the
central and most significant component. All that remains
is the display of the model 'in its entirety (see Figure 4).

Features of the moael which have to do with inter-

. action émong the components can now be readily observed.
It is evident, from inspéction, that the core is the area
where growth is inferred. Although progress through
the dynamic cycle provides the opportunities for'inter—
participant exchanges, it is the possibility for growth
in participant percéﬁtionsAthrough increases in inter-
construct awareness, that gives the model power to evoke a
sense of how the process of goal éetting may be improved.

Constraints exer¢ised by the designated authority are
not shown to have capacity. for growth. Rather, the con-
straints are portrayed as serving the function of providing
identifiable bounds within which the drama of goal setting
takes place. The constraints of authority are shown to be
responsive to growth in the sense that the shells of many
marine animals expand over time to accommodate the devel-
oping creature.

he model, in total, argues for participant sensitivity
_myffaﬁgii the value constructs others employ as criteria for

the goals they espouse. Tt does not expect conformity
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wheré commonality of view‘does not exist: It does hold
promise for identification of genuine plurality and enough
residual of participant satisfaction to support the effort
£o maintain the plurality.

The guestion now arises as to what strategies, for
goal setting, are appropriate to the model's intent. "A
procedure thought to be illustrative of the many which

could be developed is presented in the following chapter.

1
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CHAPTER FOUR B
AN ILLUSTRATIVE PROCEDURE

A procedure was developed illustrative of the model's
_intent. The results of that development are reported under
four headings: descrlptLOn, identification of a public's
educational space, ldentlflcatlon of group contrasts, and,

interpretation of thie findings.

Description \\\\\

In the description, the procedure is outlined, lim-

-

itations d delimitations are specified, the'relevance-qf
the procszgéai steps to the model'e'intent is‘demonstrated.
Taken in its most general sense, a model does not
provide discrete procedures:f}rather, a model is a struc-
ture withiQ which suitable procedures can be readily con-
ceptuelized and the results of those procedures explained .
(Willer, 1967). Thus, if the usefulness of a model is to
be explored, it seems that the exploration has to take
place in terms of a procedufe that is demonstrebly rel:fh

evant to the model rather than in terms of the model it-

self.

ok
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Ll

A procedure was derived from the‘present model.“Thé
description; in brief, is as follows. Thé.autbéi, in the
role' of curriculum worker, identified‘an'educationai”jﬁk—
isdiction within which it would be appropriate to attempt
to set educational goals. Participant sub—populations.
within the jurisdiction were to be usedlas both sou;égland

. @ .
processors of data pertinent to. the model's intent.

Specific procedural steps were developed éo provide
for a systematic application of a si%qificant aspect of
the mcdel.  In particularr_the steps were designed to
develop information about group valué positiqné, using
the participanyxgzbups as data source; the data were to be
such ?hat it.WOuld subsequently serve as dataiwhich part*i
icipan?s would be urged to process in a goal éetting exer-

cise.

Procedural Steps

Step one. A problem area for goal setting is identi-
fied. A éarticulér educational jurisdiction is selected
to define the limits within which goal setting is to: take
Place, Deciéions are made éboutlwhich groups from tﬁg“‘
~public to include as participants in the goal setfing.

'Steg two. Decisions are made with regard to a survey
instrument to be used in invoiﬁing participant groups as

source for data about group values. Where the desired
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instrument is not extant, it must be designed and made
ready for use.

- Step_three. A survey is:condﬁcted and the results
afé.prépared'for analysis.
| Step four. Anal&sis is carried out and the results
diéplayed so that they are accessible’ to the perceptions-
of participants who are esé;ntially naive when it comes
to ‘interpreting reséaréh findings.-

Step five. Interpretatidns of the results are ﬁre-

pared for use by participating groups who afe now seen as

processors of data.

~ Limitations and Delimitations

Implementaﬁion of the procedures in the present study
was limited by tﬂe‘time and money available to an individ-
ual researcher. Decisions about the scope of*the study
were made, in large part, in response to those constraints.

That portion of the procedures deaiing_with a survey
of participants as source met with' the usual limitation
of non—-completion of the survey instrument by somé of
them. In particular, the student completion rate was
affected by absences from schaol on the day the survey
was conducted. The absencés-had an effect upon the parent

/ - .
sample. Only students who completed the survey were given
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a copy to take home for their parents to complete. Re-
turns for Ei% study were relati?ely high with 91.45%‘from
students, 83.16% from parents, and 91.51% from teachers.

Procedures were delimited in several ways. First,
the procedures were Kkept w}thin the context of phase one
of the dynamic cycle of the model. That is, they were
designed to attempt a definition of a multidimensionai
space within which goal setting might eventually take
place, and, the identification of participant value posi-
tions within-that space.

Second, limits were placed upon the number of partic-
ipant groups to be identified for the stugy. Because the
procedures were to be illustrative,‘the number was kept
to a minimum, three being the minimum if there was to be
the possibility for both indication-of conformity and
contrast‘émong groups.

' Third, data analysis was limited to a format designed
Eo provide the participant who was naive in the use of
research findings with data that would have some personal
meaning. In other words, display of that dafa was to serve
largely as a metaphor rather than as a statement of fact. \\\__

Fourth, the procedures weré initiated by a researcher
acting on his own behalf rather £han on behalf of a des-

ignated edlicational authority. The authority for the study
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was assumed to be the Manitoba Department of Education.

Relevance of the Procedures

~}uk?he.procedures are thought to'fit.the model for
these feasons. First, the survey called for in the pro-
cedures can oply be properly conducted if exﬁert research
help is available. Estimétéé df-value positions among
participants require sophisticated daéﬁ analysis (Green
and Carmone, 1970). ’Thé'ﬁodélrassumes £he availability
of a curriculum worker as a.necessary component.

SeCOnd, the procedures call for the particigation of

students, their parents and teachers. It appears that

such groups are likely to have som’@gg; different

prior}esﬁ?hwood, 1976, p.-7). The model assumes
group differences in value positions.
Third, the procedures are limited to the use of the
public as a data source. This does not preclﬁ e the
possibility; on some later occasion, of taking the data
from the study and using it_within the conﬁéxt of phaéé
two of the dynamic cycle of the model. [The model allows
for just such a possibility by .structurfng the dynamic
cycle as haﬁing_thrée discrete phases. iy
The procedures have been deséribed;-limitatiohs iden-

tified; and, delimitations imposed. Brocedural steps have

been .identified. ‘The relevance of the procedures to‘fhe 3

. i
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model's intent has been demonstrated. report on the imp-
lementation of the procedures follows. It is organized as
follows: identification of a puplic's educational space;
identification of group contrasts within that space; and,
infe;pretation of éindinqs.

Y

Identification of a Public's Educational Space

Inmplementation of procedural steps one to three, in
their entirety, and steps four amnd five,kin part,'éffec—
tively covers .identification of a public's educational
space-.

An operational context within which td carxy out‘
the procedurés had to be established. This was done by
stipulating, under delimitatidns,'ﬂmt the Deparfﬁent of
Education for Manitoba.was assumed to be the educatidhal
jurisdiction authorizing the goal setting. It was then )
the researcher's responsibility to evoke only those pro-

cedures which would be clearly within the mandate for a

curriculum worker who was under contract to the Department.

SteE One

Two tasks were completed under step one: The educa-
tional units to be included in the study were identified,

and the groups were selected which were to serve as
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representatives of the public.
Five schoocl divisions wereeidéntified as representa-
tive of Manitoba according to these criteria: There was

to be a balance between rural and urban representation;

‘divisions marked by socio-economic extremes were to be

avoided:; rural divisions where the range of farm practice

was severely, limited were to be avoided; educationally

significant ethnic communities were to be included where

'they could be clearly identified within a division.

‘The divisions finally selected were the urban divis-

ions of St. Boniface and St. Vital and the rural divisions -

of Hanover, Interlake, and Midland.l

St. ‘Boniface is of special interest because of a
concentration of French-speaking citizens. Louis Riel
Collegiate in St. Boniface is a French language school
Hanover has a predominantly Mennonite population, while
the remaining divisions are fully represezz?tive of th

diverse ethnic backgrounds which make up e Manitoba

mosaic.

1. The representativeness of the selected sc¢hool
divisions was confirmed by officers of the pro-
fessional development branch of the Manitoba
Teachers Society.

b
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The grou?s selected represent the public in the
div;sions were a random sample of high school students;
in programs of an academic orientation, their parents and
teachers. Inclusion of these groups does not exploit the
full range of possibilitiés for pubiic participation., It
does, however, keep the study 'within manageable limit;'
and provides for inglgsion of those groups that afe typ—
ically referred to aé significant sources in making
curriculum decisions (Tyler, 1949, 1966; Maguire, 1968;
Baker, 1972; Joint Conifittee on Education and Evaluation,
1972a, 1972b; Burkhead, 1973; Canadian Teachers' Federa-
tion, 1974; OECD, 1976).

The reference to high school students requires fur-
ther clarificétion. _The operational definition of -
"academic orientationJ is related to changes in entrance
requirements for Manitoba universities. Instead of re-
quirihg graduation'froﬂ a prograﬁ of academic courses,
entrance is now possible upon completion of a program
which includes combinations of academic ("00" courses)
and non-academic ("01" courses and others). As a con-

s equence it is not unusual for students of academic
ability to include non-academic business, vocational,

and other courses as part of their high school program.

Consultation with principals of the urban schools

G
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included in the study, led to a decision to opeéatioqally
define high school students‘as those with one-half, or
better, "00" courses in their year's program.

The decision to use a sample was predicated by the
limitations of the study. Having to reduce parpicipation
numerically was coﬁpensatéd for by being able to imple-
ment.the ;rocedures at what is potentially the provincial
level, and thus raising the procedures above a parochial
level of significance. '

. In summary, the participants selected to represent
the public as data sources were as follows: froh each of
the five divisions; 65 academically-oriented students
_randomly selected from lists provided by the collegiate§
in those divisions, their parentsz'and teachers, for a

total of 841 participants (325. students, 297 parents, 212

teachers}.

2. A student's parents were treated as a single
participant. Further, because parents were in-
volved through the students, where a selected
student failed to participate, there was a
corresponding loss of parent participation.
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Step Two " | - _ ‘ .

s

The public, as defined in step one, was to serve as
data source within a goal setting model which takes partic-
ipant value positions into account. Kluckhohn (1951)
suggests choice behavior as a basis upon which assesé—
ments can be made of individual and group value positioﬁs.

The method of paired comparisons was selected as, the

_ . .
means to evoke participant choice behavior because, “ETirst,
there would be a high level of practical simplicity«in
thé method of implementation, and, second, the results
would be sufficient as a basis upon which to infer par-
ticipant values. Or, as Bradley (1975) not%§:

")

The method of paired comparisons has great prac-

tical simplicity. It has been used extensively

in experimental situations where the subjective

judgments or appraisals of individuals lead to

- qualitative comparative responses, situations

where quantification through measurement is 4diff-

icult or illusory. (p. 214)

Two basic strategies are employed in setting up a
paired comparisons protocol. Either respondents are
asked to make judgments concerning pairs of pairs (as
is the case in regquiring respondents to judge which pair
is more similar, peas-carrots versus squash-turnips) -
or, they are asked to simply choose one stimulus over

another. In the latter instance Coombs (1964) -argues

that, in effect, the comparison, although seemingly of
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single stimuli, actually involves comparisons of pairs
of pairs, in the sense that there is for each individual
some point of maximal preference in relation to the
stimuli being compared, a so-called ideal point.

It is as if there were, perhaps, an ideal choice

for each individual, a stimulw¥s that he would -

prefer to all the possible alternatives of that

kind. We conceive then, of representing an ind- .

ividual by a point in some space containing the

stimulus points, in such a way that the point

corresponding to the individual is a point of

his maximum preference in this domain of stimuli.

(p. 8)

It is the supposed proximity of one stimulus to ideal
point, as compared to the proximity of another stimulus
to ideal point, that constitutes the dyads referred to
by Coombs. It is also on the basis of this conceptual-
ization that meaning can be assigned to a subject position
in some multidimensional stimulus space, the subject

"position being; in effect, the ideal point to which Coombs

refers in his model.
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The preferential choice of an individual between
two stimuli is interpreted to mean one stimulus
point is nearer the individual's ideal point -
than is the other stimulus point. The model is
saying that there is a distance, as yet undefined,
between every pair of points, and an individual's
ideal point and a stimulus point. Here the data
consist of pairs of points, sometimes called
dyads or couples, in which the elements of a

pair correspond, in order, to an individual and
to a stimulus; such pairs of points are referred
to as being from distinct sets. The data consist
of more than that, however:; they consist of the
information that the elements of one pair-of such
points are nearer each other than the elements of
another pair. (p. 10) :

However, in terms of a respondent's perspective, the task
of indicating choices for one stimulus over another re-
mains as the simplest possible for paired comparisons.
Guilford (1954, p. 225) provides guidelines for
setting up a respons% form in which choices are to be
made between stfﬁuli paired in this simple manner. First,
stimuli must be chosen which represent a wide range of
desirability or undesirability for the phenomenon being
examined. Second, each stimulus is tc be paired with
every other stimulus in the n(n-1)/2 possible ways.
Patterning in the presentation of stimuli is to be
avoided. Third, instructions to respondents must be

prepared so that the criterion for choice is clearly

defined.
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Stipulation that the presentation of simple choices
is to be used in the present study defines the form 6f
the protocol but still leaves important gquestions unre-
solved, namely, how is an inclusive set of sgitable
stimuli to be identified, and how are representative
stimuli to be selected for comparison? In brief, the
answers to the questions were obtained in the following
manner. Opinions on éuality of education wefe obtained
through a survey of a representative sample of Manitoba
residents who were independent of the participants se-
lected as a data source. ‘The opinions thus obtained were
edited to put théem into comparable format, and then
categorized to remove as much overlap among statements
as possible. Slogans were then produced thé% were thought
to typify the categories of opinidn that had been ex-
pressed. These slogans became the stimuli for a paired
comparisons protocol.

Details of how stimuli were eventually identified for
a paired comparisons protocol are to be found in Appendix
A. See Appendix B for é photo-reduced copy of the pro-~
tocol and the details of its preparation. The stimuli
themselves are displayed in Table 2.

Because tﬁe form of the stimuli is idiosyncratic to

this study it deserves comment and justification.

-
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Table 2

The Ten Stimuli ‘Used in the n(n-1)/2 Paired Comparisons

1. TEACHERS, DOCTORS, LAWYERS: EQUAL PAY IF EQUAL
TRAINING! "

2. KNOW éTUDENTS' SOCIAL/EMOTIONAL NEEDS!

3. MORE CdMMUNITY~USE OF SCHOOLS!:

4. . ACCURACY IN SPELLING AND COMPUTATION!
5. PROVINCIAL FINAL EXAMS FOR XI-XII STUDENTS!
. ‘ .
6. CONTROL STUDENT BEHAVIOR!
7. SUPPORT OUR PRESENT SCHOOL SYSTEM!

8. NUTRITIOUS SNACK FOODS FOR SCHOOLS!

9. COMPULSORY FITNESS PROGRAM FOR STUDENTS!:

10. CONTINUING ON-THE-JOB TRAINING FOR TEACHERS !
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If data developed from participant choites between
stimuli are to be useful in defining the values participants
use as criteria for educational goal setting, it seems
that the stimuli must be in the educational domain® This

~presents a problem. The method of paired comparisons
assumes the availability of stimuli which have unequi-
vocal referents, that is, the stimuli must be seen as a
representation of a clearly recognizable behavidr or the
product of a behavior (Green & Carmone, 1970, p. 130).
Or as Coombs (1964) has said:

An anchor point is needed, and the same stimulus

being presented to different individuals provides

such an anchor. If the stimulus differs in a sig-
nificant way from one individual to the next,

i absolutely nothing can be done with just these
observations and with this point of view to try

and find out anything about the stimuli or about
the individuals. (p. 8)

e

In market research, where data from choice situations
are used extensively (Green & Carmone), identification of:
stimuli that have unequivocal re%érentgﬂigﬁggggrally
straightforward. Very often the stimuli aré labels that.
have been affixed to frequently used producfs,'the labels
being specific to thé'point of identifying a brand of a
product, the so-called brand nahe, for example,:Maverick,
Boeing 747, Cresi, and so on. : - -

For research in education, identification of stimuli

that have unequivocal referents is not so straightforward.

S

—_
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The stimuli are more likely to be word groups as oppdsed
to product lébels,.ahd they Héve;as referents behaviors
or the expectéd outcomeg of bébavio;s‘oﬁ some educational
consequence such as final exams, fitness programs, open
education, profe;éional development, and the like. |

’ Sheffler (1968) appears-to have had just such word
groups in mind‘in his analysis of educational slogans.

Slogans in éducatidn provide rallying symbols of .

the key ideas .and attitudes of educational move-

ments. They both express and foster community
spirit, attracting new adherents and providing
reassurance and strength to veterans.' Theyare
thus analogues to religious and political slogans,

products of the party spirit. (p. 96)

Educational slogans are symbolic. :Their ;eferehts
are unequivocal in the seﬁse that they:are}.aﬁ 6ne and the
same time, in the public dohain and are hiéhly visible.
The referents are "the key iQeas and attitudes of educa-
tional movements",rphe "products" of educatipnal‘enthus—'
iasms and as suéh arejsubject to immediate recollection
upon utterance of a slogan.

Slogans tend éb be creatures of fashion. This may
be inferred from the reference to "educational movements“.
It becomes apparent from fregquent reference to a slogan
in everyday conversation, that certain ideas or‘attitudes

are wﬁe?ly shared at given points in time. The idea or

attitude evoked in the slogan may defy clear definition
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but it can, and does, provide motivatiné power to help
wiﬁ a war or prevail in an eleéction.

Reference to”attitudes and educational moveménts is
d reminder that the referents for slogans originate as
"much,“if not mofe,'from affective as from cognitive states
df'mind. That is ﬁot to say that the referent to a slogan
is of any less concern to 'the individual simply becausé
the possibility_of clear\definition attributed to cdgnitivé
matters has beeﬁ_supplanted by less clearly defined affec-
tive states. Indeed, such a referent may well be more
perduring to the %ndividuﬁi'because it strikes ag the £oots.
of his person and calls. him to greater involvement in the
issues-of the day. It is in this sense that Sheffler
finds that slogans “both'expreSS and foster community of
spirit, attracting new adherents and providing reassurance
and strengtﬁ to vetéraﬁs“ (p.‘36}.

Over time€ slogans tend to lose their power to evoke
a key idea or attitude and instead becoﬁz\incomplete and
misleading statements of doctrine.

Slogans, we have said, provide rallying symbols
of key ideas and attitudes of movements, ideas and
attitudes that may be more fully and literally
expressed elsewhere, With the passage of time,
however, slogans are often increasingly interpreted
more literally by adherents and by critics of the
movements they represent. They are taken more and .
w more as literal doctrines or arguments, rather than
as rallying symbols. (Sheffler, p. 37)



153

The distinétion between slogans As rallying symbols
and literal doctrine is important for thg task of pre-
paring and selecting appropriate stimuli for choice
situations. Clearly slogans that give eveﬁ the "appearance
of containing a message of literal import would have to
be excluded because they would no longer serve in their
symbolic capacity as clarion calls to community action

but would, ins%ead, become issues to be disputed.

The method of paired comparisons wasrselected as suit-
able means for using participants és source for data which
might lead Fo an understanding of group value posiﬁlons.
Selection of suitable stimuli for the paired comparisons
received attention. It was decided that educational
slogans, thoﬁght to typify the key ideas and mo§eménts in
the Manitoba educational sett;ng, were suitable for the
purpose. Ten slogans emerged to serve as stimuli. The

survey instrument was prepared for distribution. -

-

Step Three

| Step three of the illustrative proc;durés is con-
cerned with conduct of the paired comparisons survey;

the results ; and preparation oflthose results for analysis
which is intended to produce data that participants can

process as part of an attempt to bring about understanding

of contrasting value positions among groups.

N
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The survey was conducted during May and June, l9ﬁ6
(see Appendlx C for ‘the cover letter and a copy of the
survey lnstructlons} The 1nvesrlgator superv1sed student
completion of the survey according to a schedule worked
out with the collegiete principals jinvolved in the study.
Every effort was taken'to_arrange the schedule to provide
for the fullest agtendance possible. |

Survey materrals for‘parents were distributed through
students who completed the survey. Materials for teachérs
‘were left with principals. The cooperation of the prin- —
cipals wds enlisted to ensure a high rate of parent and
teacher returns. The summary of returns (Table 3) in-
.éicates attainment of the hoped for return rate.

The percentage of returns by school division, taking
in order Hanover, Interlake, Mldland——the rural divisions--
and St. Boniface and St. Vital--the urban divisions--,
was 95.38, 92.31, 89.53, 93,95, "and 86.15%, or a rate
overall of 91.45%.

Although the student sample for each division was
e;I;cFed at random from lists provided by the schools, a
cursory review of Table 3, the summary of returns, will
confirm a distributron of selected students, by grades that
conforms with expected proportions, that is, proportions of

39.69, 32.00, and 28.31%, as(gompared with 38.10, 35.04,

and 26.86%, for each of grades X, XI, and XII.
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Table 3
Summary of Survey Returns: Five Divisions
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A

divisons total R by  selected % by conp- % comp-

students division division letions letions
Hanover
X 99 35.74 23 35.38 18
XT 97 35,02 19 29,24 17 +92 95,38
. XII 81 29.24 23 35.38 18
‘Interlake )
X T 107 39.63 21 32.31 19
XTI 96 35.56 30 46.15 29 92,31
XTI 67 24,81 14 21.54 12
Midland | .
X 88 38.10 26 40.00 24
XT 79 34.20 19 . 29.23 16 ., 89.53
XTI 64 27.70 20 30.77 18 -
St. Boniface -
X 297 36.71 33 ° 50.77 H 31
XI 313 38.69 - 17 26.15 16 93.85
XIT 199 ° 24.60 15 23.08 14
St. Vital
X 267 40.15 26 40.00 22
XTI 204 30.68 19 29.23 18 -86.15
XIT 194 29,17 20 20.77 16 ks
Sumary: .
X 858 *  38.10 129 ©  39.69 114
XI° - 789 35.04 104 32.00 96 +9
XII 605 26.86 92 28.31 78
TOTAL 2252 325 - T 297 91.45
P Hanover ) 62 - 59 95.16
A Interlake 60 48 80.00
R Midland 58 50 86.21
E St. Boniface 61 56 91.80
N St. Vital 56 34 - 60.71
g TOTAL 297 247 83.16
T Hanover 37 37 37 100.00
E 'Interlake 38 38 27 71.05
2 Midland 35 .35 32 - 91.43
C St. Boniface 62 . 62 61 98,38
H - St. Vital 40 40 37 92.50
g' TOTAL 212 ' 212 194 91.51
S

aThrough error, nine students failed to indicate their grade
level.
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A similar pattern for the distribution of completed ‘
surveys'is evident for thel288 student returns of known
grade level. Répresentativeness of the student sample by
grade is thus maintained in the random selection of the
students and cénfirmed in the record of returns.

Further, the return rate for students maintainedlthe
integrity of the parent sample. The smallest parent suﬁ-
sample--the saméle selected from a division?—was 56, while
subsample sizes of 60 ox better held for three of the
four remaining divisions.

The parent returns, as displayed in Table 3, although
proportionately lower than those for students or teachers,
wés acceptable at 83.16%. The 247 parent returns is well
apdve the limit of 100 deeﬁed adequate for demonstration
purposes in a paired comparisons survey, Or for that matter
above the liﬁit of 200 thought desirablé for experiment
(Guilford, 1936, p. 225). Presumably students who' com-
pleted the survey at sehool had reason to be interested in
having theii‘parents complete gﬁéu;;;g survey.

The advantage gained in selecting the parents of se
lected students may hqve been offset by the contaminating
efﬁec£ upoﬁ—parents of students, who contrary to instruction,
may have wénted to discuss the surﬁey with parents prior
to their parents having had an opportunity to complete the

survey for themselves. However, since the nature of the
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survey made it'virtually imposéible for students to recall
particular responses, and since any contaminating effect
Qo?ld bias the.results toward a more conservative estimate
of the student-pérent differences, the advantage of student-
parent pairing in the selection of survey respondents
appeared to outweigh possible disadvantages.
| Rate of return for teachers, although not critical in
the sense that teacher selection wés independent of both
studenﬁs and parents, was demonstrably high a£ a rate
overall of 91.51%. The rate of return for teachers ex-
ceeded the rate for either students or parents. Returns
would have been still higher execept for the comparatively
low rate for one out of the five divisibns.

Results from the survey were ﬁut on computer cards in
a form which would make it possible to compute mean matrices
for all possible groupings of participants. The mean matrix
for a particular group would thus display proportions of
‘the times one stimulus was chosen over the other by members
of the group.

At the same time the mean maﬁrices were computed, the
matrices were converted to symmetric form by the simple
expedient of réplacing the proportion in each cell with

the absolute difference between a proportion and 0.50.

Programs for the analysis contemplated for the study

L
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req?ired full symmetric“orlupper or lower half matrices and
thus the conversions. -
The rationale for using proportions of choice of one
gtimulus_ovef another as cell entries is gEkg;gﬁtforward,
Where a Has been chosen oveﬁ B in the proportion of p.85,
for example, the assumption‘is that the stimulus Afis much
closer than séimuius B to the respondents' ideal points.
The mean matrlces computed for analysis are llsted

s

in Table 4. The mean matrices of students, parents, and
teachers within each division weréwanalyzed, followed by
an analysis of the same groups across the.five divisions.
Contrasts suggested by cultural and socio- economchgonSLd-
erations were analyzed. The matrlx for respondents from
Hanover School ﬁivisionj—a predominantly Mennonite pop-
ulation--was analyzed against the remaining two rural
divisions. Matrices repreéenting'rural divisions were
analyzed with urban divisions for possible contrasts.

The matrix representing responées from grade X students

was analyzed in conjunction with a matrix for XI and XII

students. \

Steg Four

Step four requires that the paired comparisons data
be analyzed so that participant value positions might

be inferred. The Carroll-Chang INDIFFS analysis (Carroll,
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Table‘4

Patterns of INDIFFS Analysis

Contrasts between Students, Parents, and Teachers

Division 2

Group | 1 3 37 5 All Diwvisions Totals
Students )
vs. .
Parents "% * % * * . *
vVSs. :
Teachers

T

gl

Contrasts Based on Cultural/Socio-Economic Considerations

Group. . C Division Totals

Hanover ! _
vs. *
Interlake,-Midland" .
Rural (Hanover, Interlake, Midland)
vs. _ oo )
Urban (St. Boniface, St. Vital)

Contrasts between Students

Group ' - . All Divisions Totals

Grade X o
VS. . *
Grade XI-XII - ' , t

Where the five divisions are referred to serially
they appear in the order: Hanover, Interlake, Midland, .
St. Boniface, St. Vital.
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1972; Subkoviak, 1975; Carroll & Chang, Note 1) is a
multidimensional scaling program which computes point
coordinates for three types of configurations (Subkoviak,
p. 406), two of which are germane to the problem of in--
ferring participant yaers. Coordinates (Xj1+ Xj2: «-- o
Xjy) Locate each of the n stimulus objects “in an r-

dimensional group space whose r axes represent object

.properties" (p. 406). Coordinates are also computed so
that éubjects making judgments about the objects can be
located in" a subject space whose axes represent the same
stimylus object properties. '

Identification of a public's educational space
follows from a display_of stimuli within a space o; suit-
able dimensionality. For this study a three dimensional
space was thought to be suitable.

First, it is characteristic of muitidimensional
scaling to produce solutions of limited dimensionality as
compared to many factor analytic methods (Shepard, 1972,
P. 2}). Multidimensional scaling‘aims at solutions which
dre "coarse grained". They are not to be regarded as
an end in themselves but rather "to enable the investi-
gator to gain a better understanding of the total urtder-

lying'battern of interrelations in his data and, hence,

to decide what further observations, or modificdtions of
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theory will most advance the science as a whole" (p. 3).

Second, the datq/&as to be accessible to those naive
in the interpretation of research findings. A graphic
display is assumed to héve more meaning for a naive
participant than a numerical account. A cbmprehensive
display is not possible if the number of dimensions ex-
ceeds three. o

Examination of the three dimensional stimulus con-
figurations (seg Figures 5-8) over the.scaling of student,

. N . :

parent, and teécher responses for each of the five div-
isions, and theﬁ'in the aggregéte, suggests clustering in
the extent to which stimuli orient to the several axes.

Stimuli 4,7, and B show relatively high loadings on
dimension one. Stimuli 2, 8, and 9 typically load most
heavily on. the y-axis, while stimuli % and 10 provide the

strongest indication of the nature of the z-axis.
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1. Equal Status: Teachers 6. Control Students

2. Xnow Students' Needs 7. Support Present System

3. Community Use 8. Nutritious Snacks

4. Accuracy (Basics) 9. Fitness

5. Provinciél Exams ‘A. Cont. Ed.: Teachers
Figure 5. List of stimuli (slogans). The slogans are

in abbreviated form. See Table 2 for the
complete statement of the slogans.‘

’

'

Figure 5a. Stimulus configuration for Hanover S. D.
Values for the stimulus vectors, Figures
5a-8, are given in Appendix D.
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Figures 6-7a. Stimulus configurations for Interlake S. D. -
T (Fig. 6}; Midland S. D. (Fig. 6a); St. Boniface
S. D. (Fig. 7}; St. Vvital S. D. (Fig. 7a).
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Stimulus 2

Figure 8.

Stimulus configuration for all divisions.
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same time there was a concern tﬁat the return to the basics
was not at the ekpensewor fair and humane treatment for .
their ch}ldreq.f

TH% y-axis was difficult to interpret as being ‘diff-
erent,frém the x-axis, in that concern for children's,
welfare. was suggested by the high loadings on knowing
etudent's.social/emotional needs. However when thiS'?on—
cern is related to sudh stimuli as community use of schools,
the.copcerp for children seeﬁs to take on a connotation .
of concern to be‘expressed through alternatives to the
status quo. .?hﬁs, if the x-axis is, to be megarded as the
axis alopg which a value is expressed in the status quo,
then, the y—aris.eould represent the axie of change.

The z-axis may be best defined as the agency or ins-
trumentality‘aris It is along this axis that interest’
is expressed in contlnulng the profe5510na1 development

8

of teachers for the overall betterment of educatlon.

v Tracrng procedural steps one through five has prov1ded

-illustration of how a public?sleducational value ¢gpacé 40 ?
\might be identified on the basis of data supplied by

&\
part1c1pants. Steps four and flve are re- traced SO | -
x -

that 1llustrat;1ﬁmcan ﬁow be* prov:l.ded of ho@ the same
data can b use

to 1dent1fy group contragts within
A : .

_tpat qpacee.- v L JPa _’ . .o

o 2
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Identification of Group Contrasts

[

Intergroup contrasts are displayed as éubject weights
or dimenéion saliences. The weights o;-sal?ences are
embedded iﬁ the stimulus configurations dealt with.;n the
previous section. Although, in' the generél case, a par- /
ticular dimension salignées vecpér is associated with the
stimulus configufation arising from the same simil%rities

matfix, for purposes of the present discussion,,the di-

- -
-

mensions saliences representative of wvarious intergroTp
contrasts will be thought of asw“occupying essehtially the
same stiﬁulus configuration, there being much overlap

from 6ﬁe configuration to another. Educational space for
Manitoba is thus being constrﬁea as homogeneous across all

divisions. It is in the sense that earlier mention was

of confining the present analysis to a coarse-

i

made
gréined resolution of educational space in Manitoba, that
a'rouéh approximation t6 homogeneity of educational space
is being assumed here.

A brief comment on the nature of the subject dimension

u

saliences is in order prior to an examination of the visual
displays--Figures 9-12. The comment is necessary, not

so much for what it can add to the information that is v

immediately available from the Bxamination of the displays,

4 o

as for a clearer understanding of the part the saliences

N
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~ .
play in.the=Carroll—Chang model.

As has beén noted, the éarroll—Chang model assumes
a shared space among subjects whose responses-have“beeﬁ
‘scaled. Tha individual differences among the subjects
are reflected through the differential weighting each
subject gives to the dimensions of the shareq space.

In effect,’ the subjects are.allowed to differentially
stretch or compress a stimulus configuration along any or’
all dimensions, thus making visually explicit the pecu-'
1iarit§es of their way 6f seeing things.

Far exaﬁéle, a given stimulus configuration seen in
three dimensions may be thought of.as being roughly.
football-shaped to the disinterested otserver; A partic-
ular subject, may, by virtue of idiosyncrasies of view,
_.have no interest in tﬁe stimuli as far as one of the
dimensions is‘conberned. The stimulus configuration as
seen by that subject would then be more of an elllptlcal
ple, rather than a football. Slmllarly, what, in general

is seen as a football—shapéd ponflguratlon may be seen

as a sphere, a sausage, or other differentially stretched

and compressed configuration.
Clearly, subject positioning within a stlmulus
configuration reflects unigue Zantage points from which

‘the world of the stimulus.space is being v1ewed. And

-

-

>
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without enquiring into the nature of each'vantagé point,
tﬁe magnitude of the discrepancies among the vantage
éoints provides a strong indication of relative degrees
of difficulty one subjeét may have in communicating wi£h'
another.

A careful éonsiderapioh of approximate intersubject
distances is thus of cSHgideraBle interest, an interest
which must begin with a display of the various subject

positions or saliences in the previously defined three-

dimensional space.

Step Four (re~traced)

Under procedural step four, then it is necessary to,
turn to the display of the second of thg two configura-
tiong computed by the INDIFFS analysis.

INDIFF$ in its original form provides for a display
of subject vectors in relation to two dimensions at a
time, that is, idlrelation to dimension 1 vs. 2, dimen-
sion 1 vs. 3, and dimension 2 vs. 3. 1In order té make
the display ﬁisually more comprehensible, especially to
theé haive observer, thé ﬁectors are displayed in a three-

\\\\ dimensional display.
™ | To add to the visunal impact of the INDIFFS solutiorns,

. _ the wvectors are displayed against a background of what
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might appear ﬁo the viewer as the three Qalls of a room,
with the orientation for thé vectors being given by the x,
Yo and z-axes.which-are coincident with the room dimensions.
Visgal inspection of Figures 9-12, immediately estab-
lishes coﬁtrasts infpositioning between the vectors rep-
resenting students, teachers, and parents. As well, in-

spection demonstrates vectors of considerable proximity

1 ]

to the exclusion of a third. In some instances teachers
.and students are proximate in contrast to parents; in
others students and parents are prokimate in contrast to
teaéhers. ‘ ¢

In the ca of Interlake S. D. (see Figure 9a), for
example, the proxipity of stﬁdénts and parents is espec-
ially strong, the students being roughly twice as close to
their parenté as they are to their teachers. |

In St. Boniface S. D. (Figure 10a) thé subject
contrasts ﬁiffer from those in Interlake. There is an
apparent separation of view along the x and y-dimensions
in a .rather tight~clustering of teachers and parents at
somg‘distahce from students. ~

. The "display for students, parents, and teachers

across all divisions (Figure 12) shows a clear separatién
between students and the,parenfs andrteacheré, along all

three dimensions.
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Figure 9. 1. Student, 2. Parent, 3. Teacher, saliences
' (vectors) for Hanover S. D. Values for the

subject vectors, Figures 9-12, are to be found

¢+ in Appendix D. The subject vectors are dis-

" played in the first octant of a 3-space. The
octant has been rotated 90° about the z-axis
so ‘that the reader might view subject vectors
as they would appear, front to back, in a stage
setting.
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Figures 9a-11. 1. Student, 2. Parent, 3. Teacher,
saliences for Interlake S. D. (Fig. 9a); (—
Midland S. D. (Fig. 10);--St. Boniface S. D. ‘
(Pig. 10a); St. vital S. D. (Fig. 11). e
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Figure 12. 1. Student, 2. Parent, 3. Teaéhér,
saliences for all divisions.



1174

Step Five (re-traced)
e

In step five, the results are interpreted so that
a curriculum worker has suggestions to offer to partic-
ipants which might help them to assign personal meanings

to’the displays génerated in step four.r
~Contrasts bétween'gfoups are indicated by the inter-

subject distances.“The possible meaning to those contrasts

is suggested by the position of the subject vector in

relation to the stimuius configﬁration f group.space

axes. Contras{s which are evident £ Interlake S. D.

»

{Figure %a) and for St. Boniface S. D. (Figure 10a), as
well aé contrasts among all students, parents, and.teachers,
are briefly discussed as illustrative of the kinds of in-
sights into intergroup relationships suggested in the
displays. |

In Interlake S. 5., students and parents form a
cluster apart from the teachers. Interlake is-% rural
 division and such a separation is not likely to be seen
as too surprising to participants. Teachers would tend
to be seen as a group apar£{ pértly because of their
higher than average education, and partly because of their
somewhat alien stétﬁs as arrivals in an otherwise stable

farm community. As well, the majdrity of students are

bused to school so that opportuhities to adopt attitudes

4
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which extend much beyond the home are limited.

The separation is along dimensions that would be ex-
pected. Students and parents appear to value the status
guo, whereas teachers seem to see themselves in the role
of change agent. Understandably teachers value increasing
professionalism in the delivery of educational services.

In St. Boniface, an urban division, the contrasts
differ from those in Interlake. There is a rather tight-
clustering of teachers and parents, as obposed to students,
along the x and y-axes. A poss;ble explanation is that
with many of the students from St. Boniface coming from
middle and upper-middle class homes, there is likely to be
cempatablllty between teachers and parents on both educa-
tional and soc1a; grounds. Teachexrs and parents conceiv-
ably see themselves as cohorts with students being regarded
ae the outsiders.

It is 1nterest1ng that for St Boniface, the parents
and teachers appear to be thé maintainers of the status
gquo whereas students look for greater openness in~ the system.
All three groups give support to Qhat could be described
as the maintenance of a high level of profess}onalism of
staff.

" When the responses of students, parents,_and teachers,
in aggregaté, are considered, the sep‘gation between the

-
-
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adults and the students.continues. The explanation for the

separation is not immediately evident.
Overall,'teachers;andtparents appear determined to
maintain thé status quo, even at the expense of support
for incieasing professionalism among teachers.. The plaus-
ibility of a seeming contradiction (at least for teachers)
may be best expressed in two, somewhat surprising facts.
At the present time over 75% of Manitoba teachers have one
or more degrees. At the same time the percentage'of tea-
chers taking sabbaticals, or other forms of léave, to im-
prove their profeSsional standing, is almost negligible.
Over the yeafs Manitoba teacﬁers have been abté’ig improve
their status but without risk. Their progress has been,
in a word, conservative. Having made slow but steady gainé
as wage earners and professionals, it is understandable
that Fhey are, by and large, content to rest on their.
laurels. Students, by contrast, do not appear to see them-
selves as haviﬁg the same vested intergsts and value poss-
ibilities fof change. |
Group contrasts have been displayed and discussgd.
A procedure has been iliustrated which appears to have pro-
ducgd data, from participants as éource, which, at a later
stage, are data td be processed by participants for the pur-

pose of bringing about increased intergroup'understanding.
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A guestion remains. Is the procedure, seen in its entirety,

consistent with the model's intent?

Evaluatign of the Procedure

In evaluating the procedure it is useful to go back
to the criteria for the modei itself. If it can be demon-
strated that the procedures safisfy those criteria, or at
least ££e criteria germane to phase one of the dynamic '
cycle of the model, then it foilows that the iétent of
the mddel will have been satisfied.

. Criterion‘oﬁe requires that participants be botﬁ sourégl
for data and processors. The procedure clearly used partic-
ipants as a data source. The data thus obtained were sub-
sequently rendered in a form that made it accessible for
proéessing by the participants. ' 1

Criterion two regquires thét a distinctién is made
between intra and interconstruct judgments. To the extent
that the data obtained from participants are seen as an
attempt to make contrasting value ﬁositions more explicit,
the criterion appears to have been met.

Crité}ion three places information as integral with

judgment. The basic assumption moﬁivating the work of

phase one was the utility of producing research findings-
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amenable to interpretation‘as'valug‘positions of the par-
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ticipants.

Criterionlﬁoﬁr stipﬁiatés that the modei utilize o
inﬁormationrfounded én self:reports. _Use of'a-paired
comparisons protocol appears to have saﬁisfied the
criterion. o

Critér@on fiée is not immediately germaﬁe to the
procedure being validatéd.‘ The procedure does not provide
for a dynamic to account for value restructuring. None-
thelesé the procedqré‘wouid have been pointless except
th&t the.pOSSibi}ity for Sdch a dynamic had been estaﬁ—
lished, in advaqce,zby reference to Kelly's work on per-

sonal constfucts. |

Criterion six was satisfied at the outset of the
-:prbcedures by acknowledéinglthe role of tesearcher as the
equivalent of curriculum worker in those circumstances
wherelthe research is done under contract to an author-
izing educational jurisdiction.

Criteria seven. and eight, of the model,ddo not
apply to phase one of the éynamic cycle.

It appeéés, then, that the procedure satisfies thosé

criteria relevant to that portion of the model they made

operational. -
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i CHAPTER FIVE
CONCLUSION

Review of the Study

The need for a new model for setting educational goals
is'recoénizéd. The neéd appears to be grounded in several
assumptions which are substantiated from the literature.

First,.it is proposed that pubiic participation in
setting educational goals has become an established prac-
tice over the past decade.

Second, and concomitant with the first assumption,

participation of the public brings with it the need for a
better informed public. Public access to information is
seen as an issue. Because much information on which public

A -
planning is based is under the control of various levels

of government, government initiatives in providing access
to informétion are advocated. The initiatives apply to
.both the form in which information is to be made avail;
able, as well as the content.

A third assumption has to do with the wvalues-bound
nature'of the goals themselves. That is, goals are -

typically derived from the value aspirations of groups and

individuals in society and as a consequence give expression
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to what ﬁeWey (1916) referred to as thé desirable in edu-
cation. |

A.foﬁr%ﬁ a;sumpﬁion, and one substantiated by such
curriculum thesrists as Beauchamp and Beauchamp (1972),
is‘the‘politica; nature of the goal setting process. This
assumption is examined fromléhe standpoint of whether or
not total reliance upon political processes in géal set-
ting is adequate to the task to be peffdrméd. It is argued
that the political process, in the final anélysis, is de-
pendent for its success upon reaching either a compromise
or a’'defensible majority viey which serve as single over-
arching policies with%n which to organize soci#l action.
Under the circumstances it is poséible that the goals of
significant minorities might well be rejected. This
possibility leads to a fifth assumption.

It may prove to be too costly to settle for a pol-
itical solution to goal setting in education becaﬁse of
the danger of masking, or in some instances, subverting
the goals of significant minorities. In an area of social
concern.as pervasive as education, the likelihood of a
value pluralism appears to be teco high to ignore éhe dan-
gers of trying to £it all views into a éingle comprehensive

set of goals. Either the goals will have been set at a

level &f generality that is too broad to give direction to
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polic making‘and'program development,‘or else the goals,
if specific enough to prov1de dlrectlon, will have been
constralned to a middle ground that of necessity dlsre—
gards the extremes, whether or not they are educatlopally
sigﬁificant. |

What seems to be called fof is a renewed effort to gé
beyond majority vote solutions for selecting educational
goalé; Stréiegies appear to be required which provide for
value explication among pérticipants, so that there might
be a more complete unders;anding of a possible value
pluralism which reséges in a participating public.

. But extant models for setting educational gbaiﬁ do
not appear to provide for ;he development of such strat-
egies. By contrast, they appear tolbe constrained by the
necessit& to produce a single domprehensi#e_set of goals;
whether or not there is reason to suppose a genuine plu;—
ality, a plurality which would be more appropriately feu
fiectéd in a compbsite'of'contrasting, aﬁd equally re-
spected, sets of gbals.

Extant models are seen to be oriented to task def-
initidn, in part, because reliagnce upon an essentially
political approéch,to goal setting makes it desirable to
avoid,.wherever possible, contention among‘participant

values. Presumably, any effort toward illumination of

_/r—;’/’ o
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values runs the risk of exposing a value plu;alism which

might create an atmosphere Of unresolved, and uﬁresolvable.

conflict within which goals, even though supported by a:

majority, might be of little userfor policy-making or pro-

gram development (see Greenfield, 1975).

Further, extant models for setting educational goals \

are seen to be limited, in their power to provide for con-
ceptualization, to the status of ﬁrccedural etatements ae
contrasted with frameworks within whlch such statements can
be developed and valldated Where, for example, the Del-
becq and Van de Ven or the PDK models provide, in ; pPro-
cedural sense, for some interparticipant exchahge of views
about the goals they support, there is no prov1s;on for an
examination of the efficaqy of those exchanges) Such ques-
tions as to whether there is sufficient opportunity for par-
ticipant values to be illuminated, or whether the illumin-
ation of such values indicates a value pluralism, are seen
as irrelevant within the intent of the models, the models
being limited to the task of producing goaIJSEEﬁements of
immediate use to policy-makers and program developers.
Thus, the oblem for the study is +o develop a model
for setting educational goals. The model is intended to

provide justification for the illumination, rather than

the avoidance, of value pluralism within a participant

\
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‘oublic. It is td\ erve as a framework within whlch to de-
velop and valldate procedures su1ted to the 111um1natlon of
.part1c1pant values.x One such procedure 1s subsequently
“developed and validated as 1llustret1ye of the many which
'may eventually emer%e )

_ Theory affectldg public" part1c1patlon in educatlonal
goal setting is extended. First to be con51dered was e
possibility of.using data derived from choice behavior in
order to'inform the judgment of goal setters. The approp-
riateness of such data, within a model- which purports to
. illumine participant values in goal setting, is confirﬁed
by reference to Kluckhohn (1951). .

Next, is the necessity to identify a dynamic Whlch
might account for value restructurlng under c1rcumstances
that are consistent with the model's-intent. Certain cor-
ollaries of Kelly's {IQSS, 1970)ﬁpersonal construct theory
are thought to provide for such a dynamic.

The role of the pcblic'as participants in educational
planning is reviewed. Where, in some goal studies--
especially of the kind where participants complete gues-
tionnaires (see Lethbridge Public School District, Note 1
r_and St. Vital School Division, Note 2); the public is used

largely as a data source. In studies which bring partic-

ipants together for limited interparticipant exchange of
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views about goals' choices, the publié is used as both data
source and processor (see Delbecqg & Van de Ven, 1971;
Greenfield, 1975; Northern California Program Development
Center, ‘-Note 3). |

. The model developed in the.present study opens the
way to the extension of the role of public as processor in
the sense that not only will there be opportunity for inter-
.participant exchange of views abouf goal choices but also. .

—

opportunities for exchanges of view about the values from
which the goals derive.‘ The model thus places a respon-
sibility upon participants to acknowledge and donterid with
a_possisle value pluralism as a precondition to making
judgments about educational goals.

Deliberation, as defined by Schwab (1970, 1973, 1975),
identifies a means by which participants are likely to ex-
perience some success in'théir role as processérs. The
conditions which appear to hold foxr Schwab's definition are
given as: a minimal level of understanding, among partic-
ipants, of the_critieal role values play in giving meaning
to goal selection; a‘willingness to maintain open commun-
ication fér whatever period of time data about purported
differences in values are being presentéd;-a'wiflingness -

to foster a spirit of responsible play and engage in a

"technology of foolishness" (see March, 1972); a desire to |
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sustain cooperative effort,and to qontribute to a sense
of the iﬁportance of gradual improvement, over time, by
trying to come to a more complete grasp of the situatioﬁ of
the moment.
Criteria for a model were formulated, and, in keeping,’

with those criteria, a model was designed. -

Subsequently, a procedure, thought to be illustrative
of the model's intent, was_fashioned. The procedure deals
with a critical aspect of the model, namely, an empirical
Study of the means by which a participating public might pe.
used as a source for data which pﬁfpérts to provide inform-
ation about discrépancies in the value positions gf par-
ticipant groups. .

The study explores: the development of a survey in-
strument--in this case a paired comparisons protocol in
which ten independently identified educational slogans are
compared in all 45 possiblé combinations; the conduct of a
survey covering five representative school divisions of Man-
itoba-—sﬁrvey participants are identified as'rﬁndomly sel-
ected high school students, their parents and teachers; anal-
ysis of the survey results using the Carroll-Chang INDIFFS
program for the multidimensional scaling of réspénses (Car-~

roll, 1972; Carroll & Chang, Note 4)} preparation of computer

generated displays, in 3-dimensional space, of the resultant

Y
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stimulus configurations; and, finally,'the-studen;, parént,

and teacher, saliences within that space. Because the sal-

iences are, in effect, coordinates locating students,
parents, and teachers, within an educational space as

defined by the stimuli, observations are made with regard

to possible value preferences the subject saliences connote.

It is the display and interpretation of the subjéct

saliences which constitute data said to have meaning for

'bérticipant value illumination within the model, and, it

is in this sense that the procedure is declared valid for
the purpose of illustrating the model's intent.

In summary, the model is displayed with the validated

™~

procedure embedded in it (see Figure 13). The procedure is

identifiable as the shaded portion of the modei.

The review of the study leaves a central question un-
answered, ‘that is, is the model as finally conceived, and,
in part, illustrated, cénsistent with the criteria posited

for its design?
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Fitting the Model to the Criteria

In a sense the question of whether the model fits the
design criteria is redundant. Because criteria were
posited ih advance of model'design,_considerable fit be-
tween criteria and’modél is to be ekpected. A review of
criteria, and the fit of the model, will, nonetheiess,
add aésurance that the design was doﬁe with care, and, in
fact, did fulfil the intent 5f the criteria.

Criterion one--treatment of participants as both
sourée and précessors of data, is satisfied in ihe model,
largely through the provision of the dynamic cycle.
5;ring the several phases of the cycle, participants are
used as a source for data from which a‘multidimensional
edubatiohal space is defined and participant value posi-
tions described;‘ Thé descriptions, in turn,‘bécome in-

formation to be utilized by participants as part of the

.overall necessity to become informed for subsequent

b

L]

processing of goal statements.

Criterion two--maintenance Qf the distinction between
intra and interconstruct judgments, is satisfied in the
model, fifst, by provision_for the identification of dis-
parate value positions which might suggest a value plﬁr—4
alism among participantéland, seéond, by insistance that

the success of a goal sdtting exercise conducted within.
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the purview of the model be defined for e€ach of two in-
stances.

In the first instance, success is to be judgéd“on the
'basis of evidence that the goal setting Process itself has
resulted in a greater sensitivity and toleration among
participants toward the vélue constructé others appear to
emp%oy as criteria for the goals they espouse--a so—callegf
growth in interparticipant value-restructuring suggested-
by the core of the model. Judgments are thought of as .
formative in their orientétion and are made interconstfuct.

In the second instance, success is to be.judged by the
extent to which a particular set of goals is judged log-
ically'consistent with, and adequate for, a single clearly
defined value position. Judgments are thought of as
suﬁmative in their orientation and are made intraconstruct.
B . CriterionltHree-—acknowledgﬁenﬁ of information as
integral with judgment, is satisfied at several levels
within the model beginning with the-provision for a curr-
iculum worker who has expertise in data collectibn and
diséemination techniques.

Criterion four--utilization of the data of self-
reports as legitimate for thgfpﬁrpose of informing inter-
construct judgmenﬁg, is given prominence in phase one of ;

the dynamic cycle of the model and subsequently illustrated
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in a procedure which wasndeveioped from the model. Slogans
. ‘ ' . . . I

were developed which were, thought to be reﬁ;esentatlve.of, /

citizen opinion about events they perceived:as good news for |

educaﬁ&on (see Appendix A: A survey to'gen@rate stimuli

Ll

.for a paired comgar&sons protocol"). The sloganS'ﬁere then =

preséntéd as paired comparisons so that pérticipants'
values might be inferred from a multidimensional scaling

of their choices. Analyses of the choices became data ta

be used as 1nformatlon that partlclpants might con51der in
coming to some understanding of whether or not they were
'dea%ing with a value pluralism among groups.

Criterion five--identification of a dynémic to dccount
for the restructuring of value positions, réceives prom-
inance at the core of the model. Except that the model
@resupposes such a d&namié, there is l&ttlgjﬁasis for the
kind of interparticipant growéh suggested py the increaée
in area at the core as the area is viewed throuéh a complete
rotation of the dynamic cycle. | !

Criterion 51x——prov151on for an expert to give in-
formed leadershlp in a goal setting exer01se, is accounted
for, in the mode}, by‘having the designated educational

autﬁbrity delegate much of its area of authority to a

curriculum worker.
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Criterion seven-—designarion of deliberation as'the
preferred mode for interparticipant communication, is .
supported at all levels of the model. At the level of
designated -authority, deliberation is anticipated through

insistance upon using a curricylum worker to guide the

.goal setting in what was referred to earlier as the trans-

actlon-observatlon approach as used in evaluatlon studies.
Dellberatlon is inferred throughout the three phases of the
dynamic cycle by, flrsr, positing the ‘neéd for information
about the educational space which is to form the context
for the goal setting; seeing to it that that information is -
made avallable to partaCLPants, prov1d1ng opportunities
for participants to consider the possibility of a value
pluralism; and, accepting, rather than avoiding, the
challenge of such a pluralism. It appears that the dial-
ectic betwen the goals ﬁnder consideration and the value
positions which serve as criteria will be evoked and, as
a consequence, provide the mechanism for deliberation.
Criterion eight—;suggestion of what is to count as
success in goal setting, is revealed by the contrast in

potential for growth, between the outer layers of the

" model and the core. The potential for growth is exhibited

Sy s T . .
at the core where, it is argued, restructuring off partic-

ipant values is seen as a possibility. Presumab y the

-
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restructuring takes place as participants make the effort
to bring about instances of behavior more in keeping with
the trust, individuality of perception, and openness to
experience, which characterize the B-Paftern of behavior
posited’by Argyris (1973) as the obverse to-those behaviors
that seem to be more customary within organizations. By
attempting to bring a?out Argyris' B-Pattern ofrbehaviof,
participants will thus fing success 1in terms of the per-
sonal satisféctioh which accrues from having come to know
" more of Others; values and, thereby, the explanation for
their support of goals, which at first glance may well
have appeared incomprehens%ble,;at best, and intolerable,
at worst. |

As well, what is to count as success is given meaning,'
in a secondary sense, at the conclusion of the d&namic
cycle. It is here th%t; following the incidence of igtér—
participant value restruéturing at the core, ﬁhere is reasoh
to assume some progress toward either mutual consent and
support for a single set of goals or the clear recognition
of a plurality of goals; In either case, judgment can be
made on the adequacy and consistency of goals in relation
tg the value criteria from which they are derived.

" Success, then, is given ﬁeaning within the model in

both a primary and secondary sense, the distinction being
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suggested by -labelling judgments at the core as primary,
L . .
and judgments at the conclusion to the dynamic cycle, as

secondary.

Contribution of the_Model to Curriculum

Willer (1967) notes the need for médels as a "middle
ground" between grand tﬁeory and the particular kinds of
fin&in&\\i;om empirical studies which may be demonstrably
valid but™hich may sigﬁify little in terms of providing
direction for the management of day-to-day affairs. The
present model is intended to contribute to that middle
ground. Development of an iiiustrative procedure is ev-
idence of the possibility for developing still others.

Kaplan (1964) and Willer and Willex (1973) further
point out the need for models in the social scienées to
extend the range of phenomena which thereby become explain-
-able. The prese&ﬁ model- provides for just such an exten-
sion by making éhe-illumination of participant values a
proper subject for exploration in setting educatiocnal
goals. |

Scriven (1967) pointed out the need to differentiate
among the several criteria by which value judgments are

]

made. In particu¥ar he noted the "assessment of merit or._ ..
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comparative merit of some entity in a clearly defined

context" and the assessments of‘merit which "turn out to

Al ‘o,

be mainly disputes about what isi to count as good" (p. 48).

}
The model reinforces the distinttion made by Scriven by
suggesting separate criteria for what is to count as success

in goal setting depending upon whether success is being

judged at the conclusion of the dynamic cycle--the secondary-

judgments, or at the core of the model--the primary judg-

.ments.

The model further contributes to curriculum by having

‘implications for other than goal setting. Thexe is no

perceived difficulty in extending the scope of the model

» to include program planning and evaluation studies. The

arguments which hold for the need fof Eubiic participation
and the illumination of values among participants in goal
setting appear to apply equally well to relateg curric;lum
enterprises.

The model has implications for further research in
curriculum. ééveral hypotheses are suggested by the model
as well as by the illustrativg procedures. For example,
the model suggests disparity of ﬁalues among participants
in goal setting. Numerous hypotheses could be developed
with regard to the incidence and extent of such dispar-

ities within various educational settings. The model also
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suggests the possibility that success in goal settiﬁg‘is
a function of the degree of satisfaction participaﬂts'
experience as a result of the goal setting process. It
would be useful to have empirical confirmation for such
hypotheses'as; participant groups receiving information of
the kind generated.in the i%}ustrative procedure will be
prepared to maintain discussion of educational éoals over
a more.extended time than groups who do not have such in-—
formation. Alternétely, groups recéiving value information
will.activel& consider the possibility that a plurality of
goal stateménts is a viable basis upon which to make
poliéy and develop programs.
In effect, groups having value ;nformation may well
come to hold Schwab's view that education is too complex
a phenomenon for courses of action to be derived from a
single theofetical point of view and that an eclectic
approach to theory utilization--in the case of goal setting,
goal statement utilization--is to be preferred. For, as
Schwab (1970) points out, in considering an approcach to
establishing grounds for action "almost every concrete
case falls under two or more principles, and is not,
therefore, a complete instance of either principle" (p. 36).
Finally, the model addresses the issue of quality in

education, and in such a way that some of the confusion
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which attends discussion of quality may have a better
chance of being resolﬁed. In developing criteria for thé
model the issue was raised of whose goalé are to prevail.
From the first instance, then, the question was raised
as to what is to count as the criteria by which to judge
educational mérit.“

Further, there was an insistence that proper answer
to the question of whose goals are to count is-only poss-
ible if a plurality oflvalues is recognized and, by deri—
vatibn, a plurality of goals. Quality, then, is seen as
an issue'which, in the primary senée, has to do with the
means by which agreement is reached among par%icipants
abgut whose values and whose goals are to count, and, in
the secondary sense, quality deals with judgments about the
measures of achievement of étandards set within the context

of each of the several value/goal frameworks.

>3
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SU.!EE!!&I’ Y

It is now evident that priorities for education mus£
be set; choices must be ﬁade among competing géods. Goal
areas will have to be identified that have as the basis for
~their selection, the pursuit of the desirable; '3 pursuit
which may only be relevant when conceived within the altern-
atives of a value pluralism. The ﬁublic must participate as
source and’processor. The goals that they set will be
judéed sucéessful, not on}y fqr.the congruence of goals to
the v&iues which serve as ériteria, but also, for the extent
to which a residual of goodwill among parficipaﬁts is a
-legacy of the goal setting process.
“ It is in this way that the model proposes a concern
for quality which is to be found at the very core, and

which then radiates out to a more complete recognition

of the many contrasting ways education might be made better.
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APPENDIXES

Appendix A
A Survey to Generate .Stimuli for a Faired Comparisons
' il

Materials Included at the End of the Appendix:

. Protocol

: Response sheet (p. 249)

Cover letter (p. 250)
List of 63 selected items arranged by graduate
students into ten_principal groups (p. 251}

Graduate students' reduced list of categories
of educational concerns (p. 257) }

-‘1 ' .
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~  The Survey

An opinion survey was undertaken of voters in Fort
Garry Constituency, Province of Manitoba. The survey was
'open in form and solicited opinion about quality of edu-
cation. An open form of survey was chosen with the hope
- that the responses would provide not only catégories of
opinion about quality of education, but also some indica-
tion of the style with which such opinions are exéressed
at an informal level of discourse--a matter of consider-
able importance aé a guide to the wording of stimuli that
were to be uneguivocal. Then too, the rénge of responses
would provide an indication of the range of opinions
about quality of education that are of concern to
Manitobans as a whole.

The electors of Fort Garry Constituency were selec-
ted a; representative of the majority of Manitobans for
the following reasons. Although an urban community (now
part of the City of Winnipeg), Fort Garry maintains
strong ties with rural Manitoba, both through the
University of Manitoba Faculty of Agriculture;'through
the concentration of students from rural- Manitoba who
attend the Uﬁiversity, and by virtue of a migration of
young adults from rural Manitoba to the rapidly develop-

ing sub-divisions that cairacterize a substantial. portion

AN
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of the constituency. Some~farm lands are included in the
constituency, although the actual number of farmérs is
negligible by comparison with the total of over fifteen
thousand registered‘voters.

Fort Garry is among\those constituencies in Manitoba
that exhibit a wide range of occupation and ‘economic well-
being. éfvthe major occupation groups identified by
Canada Manpower (1971); all but occupations such as fish-
ing, trapping, forestry, mining, and oil and das fieid
occupations are represented. -

.The presence of the University of Manitoba in the
constituency provides a focus for concern about education.
0Of equal interest is-the presence of the French speaking
portionkof St. Norbert, a community which defines the
sguthern boundary of the constituency.
| The sample to be surveyed consisted of 100 electors
from the Province of Manitoba, randomly selected hy
occupation, from th:'List of Electors: Constituency of
Fort. Garry (1973), including names added at tHWe Court of
Revision, for a total of 15,167 electors. Final selec-
tion of the sample was done in three stages.

In stage oné, nine of the 41 polliné sub-divisions

were selected on the basis of their representativeness

of the constituency as a whole. Table 1 displays those
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features of each sub-division which reflect significant
aspects of the Fort Garry constituency. The total numbe#
of.electors included in the nine éolling sub~-divisions
accounted for slightly more than one-fifth of the consti-

tuency total.
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Table 1 -

List of Polling Sub—Divisiohs Selected to Represent
Fort Garry Constituency

4

Polling Sub- Number

Division of Voters Identifying Features
5 355 Established residences;
) middle to upper income fami-
12 499 lies; construction is pre
s 167 1950's; includes much river
— | front property. ‘
13 381 Located between major north-

south traffic artery and in-
dustrial parks; middle to
lower income families.

15 561 Apartment dwellers on major
. o north-south traffic artery;
singles, including students,
newly-weds, with some middle
to middle upper income

retired.
22 N 407 Mixed townhouse and single
32 33 - family dwelling; many univer-

sity personnel; middle-middle’
upper income; upward mobile:
recent to new development.

35 592 Nearly equally French langu-
36 342 age; some farm land; recent
i : to new development of largely
: 4 non-French; continued

attempts to maintain French
language school. :

TOTAL 3,337

L S Biramad
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;n.stage tﬁo, categories of ,occupation weﬁe identi- *
fied into which the electors of the nine sub—divisions
could be placed before randoﬁ selection by caéegory was
to take place. The major -ccupational groupé listed by
Canada Manpower (1971) formed the basis‘forfthe identifi-
- cation of the categories. All but those occupations not
relevant to job oppoftunities in the constituency, such
as fishing, mining, and oil and gas exploration, were
represented in the final list. Occupations in natural
sciances, engineering, and mathematics, were-combined
with occupations in social sciences and related fields,

under "professionals". Similarly, occupations in sport

an ation were combined with teaching ahd related
occupations under "“teaching”. The hoﬁsewifé,'student,
and retired categories are not inéluded as major occupa- °
tional groups by Manpo@er. The frequency of these -
designations in the list of electors prompted their in-
clusion.

The final 1list of 12 categories is- displayed in
Téble 2. Elec?ogs in the ?ine selected pelling sub-givi-.'
sions were reclassified in terms of the 12 categories;
proportions for each category were caiculated; guotas

for the random selection of electors from each category

were determined.
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Table 2
List of Categories for the Ré—classification of
Electors and the Quota for Random Selection .
of Electors from Each Category

Category by No. of - Percent ‘
Occupation Electors of Total ~Quota
1. Managemént 249 , 7.5 E 8
2. Professionalg‘ 301 9.0 . 9
3. Teaching - 157 . .4.7 5
4. Medical. 130 3.9 PN
. &"
5. Artistic : 55 .77 .. 2
6. _/Cf@rical | 343 10.3 10
7. sales 146 - 4.4 4
8. Service E 250 7.5 R
9. Housewife 829 . 24.8 ~ 25
10. Student 360 10.8 10
il. Construction 305" 9.1 9
P :
12. Retired 212 6.3 6
TOTAL 3,337 100.0 100 . ;
- : ' L
\""--._.

In stage three, selection of the sample was conclu-~

el

ded. Electors were réndomly selected from among those

:in the same category\up to the gquota for that category.
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Preparation of the opinion survey response form.

The response form was the instrument by whlch a strati-
fied random sample of 100 ?ort Garry electors e\pressed
oplnlons about educatlon 1n-Man1toba. Stimuli for a
ipalred comparlson protocol Were to be derived from the
opinions. Two cr%@erla guided formulation of the re-
sponse form. 1. Responses should express concern for
qu;TEty‘of education. 2. Responses should'rgflect a
wide range of possible concerns.

iq conformity with the second.@ri%efion, it Qas de-
'cided to use an open form of response; similar in nature
to that used in Focus Delphi surveys (Sandow, Note 1).
Central to the Focus Delphi response is the idea of fé;‘
questing the respondents to word the response so that the
item dealt with in thé response is presented as something
of immediate concern; as something that in‘fact has just
occurred. Sandow argues that by encouraging fespondents
to report on matters that concern them in the form of
events that have just taken place,Athe respondents ang
more likely to give éxpression t§ those'éhings that are
thought to be desirable, but which are frequently left
unexpressed because of their seeming improbabilit&.‘ In
oraer to give point to his hypothesis, Sandow relates the

. story of a-group of lawyers who were presented with a-
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case in séhool law for their opinion. The case was- hypo-
thetical since there was no record.of it having occurred,
WEB did there appear to be much chance that it would
occur_ in the near future. The lawyers had no advice to N
give: Thefe was no precedent. Another group of lawyers "
were presented with a similar request.- On the second
occasion the seeker after adviée came with a facsimile of.
a newspaper story in which the details of just such a
case were told. The lawyers upon seeing the news story
found no difficulty in setting about to debate the rela-
tive merits of the two sides to the reported case. By
analogy, Sandow concludes that those things which are re-
ga:ded as desirable are more likely to gain expression
when either in fact, or as an act of imagination, they
are regarded as matters of thé Present, or perhaps more
cbrrectly, of the i ediate past. Respondents for the
ESrt Garry survef{/i:en, were asked to present their
comments as news items of the day.

In conformity with the first criterion, the respon-
dents were asked to compose items that they considered
would be seen as good news about education; as items
that would make the reader feel that here was evidence
'that there had been an improvement in the quality of

edyCation in Manitoba.

Sy



, as follows.

v

Space was provided for the responses

The complete instructions to the respondents were’

v

Please write 3 brief news items about Education
In Manitoba. The news items would be such that
1f you were to see them in the newspapers, they
would make you feel that here was evidence that
there had been an improvement in the quality of

-education in Manitoba.

- the news items might be a report on events
that take place as'part of currént educa-

tional practice, and which you see as a
gdod thing. B .

- the news items might include reference to

events you think should be taking place
in education in Manitoba.

- the news items you wish to include may
cover happenings that are "close to
home".

Examples of news items:

1. "School recreation facilities are going

to be open to the public after regular
school hours." '

2. "To-day, it was announced that junior
high school students will have to wear
school uniforms beginning September 1975."

sheet and cover letter at the end of this appendix).

The form was vetted among four of the researcher's

wording, and adequacy of space for the résponses.

Distribution of the respomse form and follow-up.

The response forms accompanied by cover letters were

(see the response
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.
colleagues at the University of Manitoba to ensure clear
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mailed early in June, 1975 so as to coincide with the
end of the school year when attention is dften being
directed to the performance of the schools. There was
some concern over the fact that the mailing was two years
subseguent to compilation of the list of electors. Since
a very large proportion of addresses were for single
family dwellings, it was decided that the risk of hav1ng
an out-of-date address was minimal as compared to the
advantage of being able to work from an electors' list.
1£ is typical of mail surveys that returns are
rarely more than one third of the total surveyed. 1t was
therefore decided to plan for a telephone follow-up on
the mail survey. In the event of the follow-up, the
mailed response form would serve as an introduetion. -
The anticipated follow-up presented a problemcﬁor
the researcher since anonymity of response was promised
on the maiied-survey form.- To resolve the problem, a
simple code was -affixed to the outside of the return
addressed envelope thatlwas mailed witp the response
form. In this way the researcher .was able to make a re-
cord of the returned responses prior to opening the
letter. The reture envelope was destroyed immediately
after it was opened.and the promised anonymity of re-

sponse was honored.
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The follow-up teléephone Survey was begun two weeks
following the initial mailing. The protoceol ‘for the con-

versation was as follows:

This is Professor Walley speaking. I sent a \
letter about the research I'm doing on Quality
of Education. - Have you had an opportunity to
reply? ' (If the reply was negative, the/con~
versation continued.) Perhaps you wodld give

Me your comments over the phone? I'd like to
know what you see happening in education, or
what you would like to see happening, that

would make you feel that things are getting
better. :

. \ . :
Notes were kept on each conversation.

Frequency of response from both mails and the tele-

phone follow-up are given in.Table 3. The combthed total
response rate of 78% was regarded as acceptable for pur-
pose of being’able to treat the responses as being repre-

sentétive of Fort Garry electors generally, and in turn,

of Manitoba residents.
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Frequency of Response to Mail and Telephone Survey
With. Percentage Response by Category

o

Category by + by by Quota by % Responses
Occupation Mail Phone strata by Qategory
1. Ménagement 4 3 8 88
2. Professiohal L4 4 9 89
3. Teaching 2 3 5 100
4. Medical o 1 2 4 75
5. Artistic o 1 2 50
6. Clerical 2 6 10 80
7. Sales : 1 T2 4 75
8. Service 2 4 8 .?5 -
9. Housewife 5 14 25 76
10. Student . - 4 2 10 60
11. Construction 2 5 9 78
12. Retired - 0 3 6 50
TOTALS T 27 49 100. 76

" Fifty-six items stating an opinion on improving the

quality of education for Manitoba were received from the

27 mail responses. Fifty-eight items were developed

from the 49 telephone interviews. Whereas in the mail

survey, there were frequently as many as three items for

B
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each response’, as requested in the survey form, it was
more typical far respondents to ekpress one item of con--
cern during the_telepﬁone interview. The opportunity for
respondehts to elaborate on a prime concern for quality
in education made up for a lack of quantity of itéms‘as
compared to the mail responses.

Examples of mailed responses are given as an indica-
2 ]

tion of tﬁe tone of immediacy that prevailed throughout
Ehe responses, as well as to give some indication of the
rénge of concerns expressed. Recall that the_items were
given in response to the instruction:

Please write three brief news items about
Education in Manitoba. The news items should
be such that if you were to see them in the
newspaper, they would make you feel that there
had been improvement in the quality of educa-
tion in Manitoba.

Examples of responses:

. Manitoba schools scrap open area classrooms.
Manitoba schools eliminate all examinations

4The school program is to be organized to make
maximum use of a student's time while at school.

European visit by high school students very educa-
tional. : ®

At last! Emphasis again placed on spelling and
English grammar.

Mandatory home economics for boys and shops for
girls,
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The individual's rights are questioned! Youths'

dress and actions and attitudes reviewed in

school. )

There was much overlap in the response items. The
overlap pointed to.the feasibility of being able to re-

duce the 114 items to the ten stimuli intended for the

paired comparison protocol.

Categorization.éf Responéeg

The 114 items were edited as a first step toward
eventual formulation of ten stimuli. Three guidelines
were followed dufing the editiné. Items were re-written
to place ail stétements in a present time frame; to see
that each statement dealt with a single concern; to
place all statements at a comparable level of specificity.

After editiﬁg, 63 items were selected from the ori-
ginal 114 to eliminate obvious cases of redundancy among
the items (see appendix E for complete list of 63
selected items).- '

It was clear that further categorizationwas re-
guired if the items were to be reduced to thé ten stimuli
intended for the paired comparison protocol. A class of
eight graduate stuQapts enrolled in a curriculum design
and evaluation coﬁrse were given the ﬁa;k of categoriz-

ing the 63 items into ten categories of edutational con-

‘cern. After each student had éompleted the task
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individﬁally, they met as a group in order to reach con-
sensus on final choice of categories.

* The students were able to agree that all but four of
"the items could be categorized as follows: Five items
- indicated that quality of education would be enhanced if
teachers were to receive prbféssional status within the
community. ‘

Examgles

There is a noticeable increase in reports about
the accomplishments of teachers in the daily
papers.

Teachers gain pay parity #ith dentists: minds
matter as much as molars. :

Nine items dealt with the need to orient educational
practice to the needs of individual students, diverse

thohgh the needs may be.

. Examples

Board hires more personnel for ‘child guidance
clinic. : .

The local school has evolved programs in indi-
+ vidualized instruction with a4 bent toward ex-
periential learning. .

A student interest survey has just been completed
in Manitoba. o

~ .
i)

Six items dealt with community use of schools and involve-

A

ment in education. . \



Examples

s -~
Parents attend goals setting meetings at their
local school.

All parents respond to their children's reports
and attend parent-teacher conferences.

School shops to be used in community K recreation
programs. :

Four items indicated a concern for the basics in educa-

tion.

Examgles

At last! Emphasis again placed on spelling and
English grammar.

School boards to reduce spen%;ng on cosmetic
features of school design.

Seven items dealt with éstabliéhing‘uniquﬁ standards
combined with a no-nonsense appreoach to preparing stu-

dents for the job market.

Examgles

Provincially organized achievement tests are to
begin in September, 1975.

Work at school is to bhe practically oriented
so that a kid would know & from Z when he gets
a job.

Up—-to—-date figures on future demand for occupa-
tions to be made known to students prior to
making course selections.

Eight items had to do with control of student behavior.

ExamEles

Individual rights are questioned. Youths' dress
and actions and attitudes reviewed in schools.

245
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~

Schools exercise the authority given them in
law. ' ‘

Eleven items indicateqd support for the present system as
the way to assure improvement in education.

Examgles

Handicapped children will be taught in schools
in their own area whenever possible.

Europe visit by high school students rated
very educational.

Increas&ng amount of visual aids being used in
the teaching of courses.

Students have some say on their education at’
the same time they show respect for their teachers.

Ten items were distributed among three categories dealing.
with nutrition, fitness, and the Professional development

of teachers. A

It was decided by the graduaté‘students that four
of the 63 items could not be fitted into the categories
they finally agreed upon either because the concerns
expressed were too peripheral or they dealt with subject
matter that was confused by isSues such as bilingualism
that went well beyond a provincial educational context'
(see the graduate students' reduced list of categories of
educational concerns at the end of this appendix).

Once the concerns .for quality of education, as ex-—
pressed by representative electors from Fort Garry had

been reduced to ten catefories, these categories could
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then be translated into the slogans that were to comprise
the paired comparisons stimuli.

Trial wordings for slogans that had as tﬁeir refer-
ents the ten categories of concern were prepared and
vetted throggh several rounds of critical review by the
researéher‘s colleagues. Only when there was agreément
among the reviewers that the wording of the slogans ' had
as a referent a state of affairs uneqﬁivoggiiy identi-
fiable by residents of Manitoba were the slogans accepted
in their final wording. That is, there had to be a demon-
strated congruence between what each reviewer said came
to mind upon presentation of each slogan and the .category
of concern hypothesized by the researcher to be the re- |
spective referents. The reviewers were also asked to
comment upon whether or"not the slogans taken as a group
_were a matched sét in terms of strength of presgntation;
Perceived advantages of one slogan over another, because
of what might be regarded as the cosmetic effects of lang-
uage, had to bhe eliminated as much as possible. The final
wordings for each slogan, which in turn became the stimuli
for the paired comparisons, have been displayed along ’
with the graduate students' reduced list of categories

. {
found at the end of this appendix.

J
7
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RESPONSE SHEET
249

Directions for Completing the Response Sheet: (Feel free to leave your

responses unsigned--that way they would remain anonymous.)
‘ i 4 »

Please write 3 brief news items about Educaticn In Manitoba. The news items
should be such that 1f you were to see them in the newspapers, they would make
you feel that here was evidence that there had been an improvement in the
quality of education in Manitoba.

- the news items might be ‘a report on events that take place as part of
current educational practice, and which you see as a good thing.

;'the news items might include reference to events you Ehink should be
taking place in education in Manitoba.

- the news items you wish to include may cover happenings that are 'close
to home'. ' '

Examples of news items:
“'.* .
1. "School recreation facilities are going to be open to the publlc i
after regular school hours.' ' _ = A

2. "To-day, it was announced that junior high school students will
have to wear school uniforms beginning September 1974."
d

News :items that'you would most like to see reported:

News Iteém #1.

News Item #2.

News Item #3.

THANK YOU FOR YOUR HELP. I HOPE YOU FIND THE ENCLOSED STAMPED AND ADDRESSED
ENVELOPE, ENCOURAGEMENT FOR AN EARLY RETURN OF YOUR RESPONSES.
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June 4, 1975
) » ) \\‘-, . ]
AN

Dear Constituent of Fort Garry,

I am conducting a study that I hope will contribute to improving
the quality of education in Manitoba. It is essential that I
take into account the .opinions of a representative group of cit-
izens. You are one of a group of 100 constituents of Fort Garry,
selected at random from the voters' list for the provincial
election of June 1973. . S

1 fréquentlj hear friends and neighbors making comments about
education. The comments are usually casual--"off the cuff".
Even though the words may not be carefully chosen, I think that

. the ideas expressed in these words are valuable. The words should

‘be listened to, and the ideas that are expressed should be taken
into account when decisions are being made about education. ,
I would like to know about some of the ideas that yod might have
for the improvement of education in Manitoba. '
Would you please completé the enclosed response sheet and return‘
it within the week? You may feel that you have no more than a
moment to give to the task of completing the sheet. Be assured
that your comments, no matter how brief, or "off the top of your
head", will be of value.

Sincerely,

WP alL

Colin S. Walley
Associate Professor

-
—
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List of 63 Selected Items Arranged by Graduate Students
> Ten Principal Gr .
Professional status of teachers: items 1-5.-

1. There is a noticeable increase in reports
about the accomplishments of teachers in the
daily papers.

2. Teachers gain péy parity with dentists: minds
matter as much as molars.

3.  New provincial grants raise teacher salaries
to parity with other professions.

4. Teachers are given a greater 'say in provincial
certification procedures.

5. A report from Banff puts as many teachers on
the ski slopes during winter vacation as there
are doctors and lawyers.

. Orienting educational practlce to students needs:
items 6-14.

6. Board hires more personnel for child guidance
clinic.

7. The lotal school has evolved programmes in
individualized instruction with a bent toward
experiential learning. .

8. A student interest survey has just been com-~
pleted in Manltoba.

9. Province wide hiring practices give priority
to teachers trained to identify needs of indi-
vidual children.

10. Junior/senior high schools initiate plans for
parents, children, and teachers to hold dis-
cussions on sex, birth control, V. D., etc.*

11. Department of Education issues directive that
curriculum planning at all levels include
student representdtion.



12,

13.

‘14.

. . : 252

Government implements recommendations of
study group to remove sexism from school texts
and curriculum plans.

School principals agree to give priority to the
need to obtain positive suggestions from

students in the coming year. B
School administrators agree to a proposal that
student representatives attend staff meetings.

Community use of schools and involvement in education: .
items 15-20. .

Back "

15.

le.

17.

20.

Parents attend goal setting meetings at their
local school. .

All parents respond to their childrenis re-
ports and attend parent-teacher conferences.

School shops to be used in community recreation
programmes. . )

Schools are to remain open year round for
community use.

School superintendents agree to give priority

‘to the encouragement of rural/urban student ex-

change programmes.

Service clubs announce plans for funding one
overseas trip for each high school student in
Manitoba.

to the basics: items 21-24. -

21.

22.

23.

24.

At last! Emphasis again placed on spelling
and English grammar.

School boards to reduce spending on cosmetic
features of school designs.

Schools return to offering a llmlted number of
subjects.

All junior/senior hlgh teachers are required to.
attend regional conferences on development of
reading skills.
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.
' "

Uniform standards and a no nonsense approach to preparing
students for the job market: items 25-31.

25.
Y.

26.

27.

28.

29.

30.

31.

Provincially organized .achievement tests are to
begin in September, 1975.

Work at school is to be practically oriented so
that a kid would know A from Z when he gets a
job. ..
Up-to-date figures on future demand for occupa-
tions to be made known to students prior to
making course selections.

Schools dnnounce an increase in the number of
compulsory courses .for high school students.

‘Year end Department of Education exams are. to

be reintroduced into Manltoba hmgh schools.

Schools announce an end to student projects as
part of regular school work.

School administrators decide percentage marks
work best in reporting to parents. :

Control of student behaviour: items 32-39.

32.

33.

34,

35,

36.

37.

Individual rights are questioned. Youths'
dress and actions and attitudes reviewed in
schools. :

Schools exercise the authorlty given them in
law.

Manitoba teachers strongly favour contrel of
student behaviour on school grounds during
school hours.

L4

Student attendance at in school study periods-

-is to be enforced in Manitoba schools.

School principals give high priority to activi-
ties that appear to foster school spirit.

Elementary principals agree to institute
organized recesses on a province wide basis.
a3 +
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39.

Ty -
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Teachers are now required to demonstrate skill
at training children in steady work habits,

The provincial governmewt now provides spec1a1
grants to cover the cost of putting up. walls
in open area schools.

. Support the present school system: items 40-50.

40.

41,

42,

43,

44.

45.

46.

47.

- 48.

49.

50.

Handlcapped children will be taught ip schools
in their own areas wherever possible.

Increa51ng amounts of visual aids are belng
used in the teaching of* courses.

Students have some say in their education at
the same time they show respect for teachers.

Teachers plan most courses under guldellnes
from syperintendents.

Field trips for elementary students are now
commonplace.

Principal’s confirm that prizes are given to
hlgh achievers at graduation exercises.

Superintendents announce that non teacher
support staff personnel is not to increase.

A parent survey shows that satlsfactory
academic standards are being maintained in the
schools. ,
There is to be no increase in the number of
elective courses offered in high schools.

Most elementary schools are now using some
form of continuous progress.

The Minister of Education declares Manitoba has
always emphacized the basics.

‘Concern for nutrition: items 51, 52.

51.

All junk foods have been banned from. school
cafeterias and dispensing machines.

. | - {
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52. Boards of education actively develop lunch hour
and after four meal programmes- for children not
adequately fed at home.

Concern for fitness: items 53-55.

53. School administrators are to schedule more time
for vigorous physical activities during the
school day. '

54. Physical education teachers announce a marked
increase in the proportion of students taking
part in sports activities.

55. Schools adopt a policy of regular daily exer-
cise periods for children ages 8-15.

Professional development of teachers: items 56-59.

56. All teachers attend professional development
study sessions on improving skills for conduct-
ing teacher-parent interviews.

57. There is a steady increase in the proportion
of teachers taking professional development
courses.

58. Elementary teachers are taking courses in sub-
ject areas where they feel inadequate.
‘ -
58. The number of teéachers taking research/study
leaves has increased 20% over the last three
years. .
Concerns that did not fit into any one of the above
groups: items 60-63.

60. Provinces adopt a system of "out of home pro-
vince" boarding schools for high school
students with lottery style allotment.

6l. Provincial premiers sign agreement establish-

ing national system of primary and secondary
- schools. '

62. Manitoba schools will make all French pro-
grammes available K-12 at parents' request.
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63. Manitoba music educators endorse a recommenda-
tion that pipe bands become part of school band

programs.

N
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Graduate Students' Reduced List of Cate
of Educaticnal Concerns and the Corresp
Stimuli Statements (Slogans)

gories
onding
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Category’

Contributing
Statements

10.

Professicnal status for teachers.
TEACHERS, DOCTORS, LAWYERS: EQUAL
PAY IF EQUAL TRAINING!

QOrientation to students' needs.
KNOW STUDENTS' SOCIAL/EMOTIONAL NEEDS!

Community involvement in the schools.
MORE COMMUNITY USE OF SCHOOLS!

Keep to the basics of schooling.
ACCURACY "IN SPELLING AND COMPUTATION!

Maintenance of provincial standards:
University admissions; job preparation.
PROVINCIAL FINAL EXAMS FQOR XI-XII STUDEN

Control students: maintain authority.
CONTROL STUDENT BEHAVIOR.

Support the pres&nt system.
SUPPORT OUR PRESENT SCHOOL SYSTEM!

Nutrition for school children.
NUTRITIOUS SNACK FQOODS FOR SCHOOLS!

Fitness for school children.
COMPULSORY FITNESS PROGRAM FQOR STUDENTS!

Professional development .of teachers.
CONTINUING ON-THE-JOB TRAINING FOR
TEACHERS !

TOTAL

L4

¢,

TS!

11

59
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Aggendix B

Photo-reduced Copy of the Paired Comparisons Protocol
(with details of the manner of preparation)

+
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Preparation of the Protocol

The ten selected stimﬁli‘were paired in random order
both in terms of the order in.which each stimulus was to be
presented within the pairs énd in terms of the sequencing
of the pairs themselves.

(//SEEisions were made regarding the design of tﬁe pro-
i%ol. Priority was given 'to a design which displayed the
aired stimuli so that there would be no mistaking the

comparisoﬁ; to be made. A doﬁble horizontal line was used
to separape'the paired stimuli. The separation was em-
phasized by the addition of cartoon sketches.

As well, the cartoon sketches were expected to suggest
‘the front row of a group of spectators who are being con-
fronted with the placards of groups who are competing for
their attention, such as might occur at a political con-
vention. The design is thought to-be consistent with the
use of slogans as stimuli. Slogans, by previous defini-
tion, evoke afﬁective responses.j The presence of the car-—
toons was expected to heighten éhose responses.

The design of the protocol was vetted throught the
researcher's colleagues before a final form was adopted.:

The original protocol was printed on 14" x 8" bond.

The number of items per page is as shown.
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AEEendix C

Cover Letters to Parents and Teachers and Instructions for

the Paired Comparisons Survey
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May 6, 1976
»

" Dear Parent,

Professor Colin Walley, Faculty of Education, Uni-
versity of Manitoba, is conducting research into one aspect
of Quality Education in Manitoba. Your Superintendent of
Schools is supporting Professor Walley's research, and asks
for your co-opcratlon.

You are one of 50 parents of the local school div-

" ision who hes been selected to complete the accompanying

palred-compearison survey. Completion of the survey should
take no more than 10-15 minutes.

Perents teachers and ‘students, often appear to
have different points of view about education. This survey
should provide information on two matters: 1. What are the
points of view of parents, teachers, and students?, 2. To
vhat extent is there an overlap? '

Answers to these questions would provi;l useful in-
formation on whether there is mutual support for our schools,
or whether the groups who have an interest in education
are "pulling. in different directions". If the information
suggests that parents, teachers, and students, are "pulling
in different directions", steps "could then be “taken to bring
about a greater sharing of points of view end a 1ike1y im-
provement in quality of education.

Improving the quality of education is of great im-
portance to ell interested in education. Your co-operation
in completing this survey i1s much needed and appreciated.

The results of the survey will be mede aveilable to
your school superintendent.

Sincerely,

h/w//m;

Colin S. Walley . °
Assoeiate Professor
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May 6, 1976

Dear Teecher,

Professor Colin Welley, Faculty of Education, Uni-
versity of Manitoba, is conducting research into one aspect
of Quality Educatlon In Manitoba. Your Superintendent of
Schools 1s supporting Professor Walley's research, and asks
for your co-operation.:
fe You are one of the teachers of X-XII students in your
division who has been sc¢lected to complete the accompanying
paired-comparison survey. Completion of the survey should
take no more than 10-15 minutes.

Teachers, parents, and students, often appear to
have digfferent points of view about education. This survey
should pravide information on two matters: 1. What are the
points of Yylew of teachers, parents, and students?, 2. To
what extent is there an overlap?

Answers to these questions would provide useful in-
formetion on whether there is mutuel support for our schools,
or whether the groups who have an interest in education
ere '""pulling in different directions". If the information
suggests that teeachers, parents, and students, are "pulling
in -different directions", steps could then be taken to bring
about a greater sharing of points of view and a likely im-
provement in quality of education.

Improving the auality of education is of great im-
portance to all interested in education. Your co-operation
In completing this survgz is much needed and appreciated.

The results of the survey will be made available to "”’F\§\
your school superintendent.

[

Sincerely,

(Yl A Vot

Colin 8. Walley
Associate Professor
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INSTRUCTIONS FOR COMPLETING THE PAIRED-COMPARISON SURVEY

Prior to this survey, selected Manitobans were asked
to prepare statements about what they thought would be good
for education in Menitoba. The 10 statements used in the
peilred-comparison survey cover much of what came out of that
prior survey. Each of the 10 statements has been paired
with all the remaining, to yleld 45 survey items.

Your response to the survey is confidential. -The
code number at the top of this sheet simply identifies you
as belonging to a group end does not identify you as an ind-
fvidual. '

Please.Do The Following:

1. look carefully at each survey item or set of paired-

statements in turn. <;"” _
2. Circle the letter of the \statement in ecach pair (A. or B.)

that refers to something--given the choice--that you feel
you would support as having the better chance of improving
the quelity of educafion in Menitoba.

PLEASE MAKE A CHOICE, EVEN THOUGH YOU MIGHT FEEL THE CHOICE
' IS BETWEEN STATEMENTS TOWARD WHICH YOU COULD BE EQUALLY
INTERESTED OR DISINTERESTED. )

If your choice is for statement A., then circle A. If your
choice is for stetement B., then circle B. :

The circle around B. indicates that the responder, given the
choice between A. or B., felt that it would be better in the
Tong run to support continuing education for adults, than to
support the idea of keeping schools open year round,

Please note that in a paired-comparisbn survey, it is not
necessary to know why a particuler choice is made so long
as a choice has been made for each of the pairs.

3. Proceed with marking your choices. Try to think of each
pair as providing a separate choice from all the rest. Try
to avoid thinking back to previous choices. .

Thankyou for completing the survey.
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Values for the Stimulus Vectors (Fﬁgfres 5a-8) and the

"Subject Vectors (Figu%es 9-12)



Stimuli
1.

Sl h N W
L] . ° - L] L] -

O \D O
.

10.

Stimuli
1.
2.

3
4
5
6
7
8
9

-
-
-
.

)
-
.
.

10

Midland S. D.

Stimuli
1.
2.
3.
4,

5.
6
7.
8
9
0

=
Stimulus Vectors (Figures 5a-8)

Hanover S. D. (Figure 5a)

-0.24026

. 0.44390

-0.07063

0.43422
-0.17991

0.32694
-0.31498
-0.42262
-0.24750

- 0.27085

-0.43369
0.54699
0.28674
0.23132

-0.22264 .

-0.12885
-0.27734
-0.32304

0.35798
-0.03746

~0.11764
-0.52880
0.08092
~0.35147
0.15697
-0.18832
0.21799
0.63771
0.21641
-0.12377

(F{gure 6a)

-0.39222

0.26164
0.34215

0.10839

-0.57073
-0.05452
-0.00930
0.30406
0.44401
0.17463

Interlake S. D. (Figure 6)

0.20162 "

-0.57422
0.06143

-0.14029

-0.16705

. -0.19040

0.50205
0.37103
0.24198
-0.30616

-0.40107
0.34785
0.40433
0.05883

-0.62662

-0.10812 .

0.07424
-0.07718
-0.03822

0.36596

-0.00887
-0.70053
-0.18724
-0.02962
-0.21005
0.29634
0.36118
0.28438
-0.13847
0.33288

'~0.14879

0.18713
0.05991

 -0.50774

0.01972
-0.15747
0.16107
0.75085
-0.17692
-0.18777

-0.21424
0.70696
0.21736

-0.29214
0.26710
0.02680

-0.35443 ¢

-0.06418
0.04952
~0.34274
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Stimuli
1.
2.
3.
4
5
6.
7.
8
9.
10.

‘Stimuli
1.

. * . [ - .

OWo-IAN.&WN
L] L] .

H

Stimuli
1.

VWO WN
[ ] L] L] .

}—I -

-0.22927

0.42770

-0.10716
0.28663
-0.05173
0.22548
-0.31072
-0.65534
0.1549¢6
0.25946

- =0.36169 .

0.47527
0.20166
0.33488
-0.29133
-0.35666
-0.23309
-0.29385
0.26393
0.26087

All Divisions (Figure 8)

0.19576
-0.50598
0.06502
-0.36648
0.08574
-0.23063
0.39341
0.55910
0.00206
-0.19800

St. Boniface S. D.-(Figure 7)

-0.45441
0.44750
0.40541
0.14310

~0.36821

-0.28088

~0.12594

-0.18622

0.37619 .

0.04346

St. vital S§. D. (Figure 7a) °

-0.50729
0.28637
0.11130
0.05364
0.12009
0.37752

~0.46262

-0.40530
0.31134
0.11497

0.16617
-0.69219
-0.31379
-0.02132
-0.11694
- 0.28376

0.27247

0.30788
-0.19264

0.30660

+ '=0.08891

-0.61865
0.12532

~0.19703,

-0.38747
0.04608
0.25405
0.26761
0.08093
0.50809

-0.05471 .

-0.43797
-0.11374
-0.43556
-0.19467
0.20153
0.15067
0.51414
~0.10504
0.47535

-0.42709
0.04066
0.31224
0.21301

-0.60228

-0.19347
0.03067

-0.08463
0.27766
0.43325
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- Subject Vectors (Figures 9-12
J e (Figu )<::L

- Students/Parents/Teachers: Hanover S. D. (Figure 9)

1. 0.00090 0.75384 0.46746
2. 0.75624 0.18408 0.12372
3. 0.53706 0.22652 0.46948

Students/Parents/?eachers: Interlake S. D. (Figure 9a)

1. 0.79633 0.03089 0.06642
2. 0.53937 0.47605 ) 0.09980

3. 0.04975 0.67611 .0.50072

Students/Parents/Teachers: Mid;énd S. D. (Figure 10)

1. 0.15053 c0.62200 - 0.51952
2= 0.49575 0.47411 0.32365
3. 0.71782 0.14665 0.30363

Studénts/Parents/Téachers: St. Boniface S. D. (Figure 1l0a)

1. 0.12149 0.55666 0.45256

2. 0.59173 0.26421 0.32245
3. 0.73906 0.02435 0.36570

Students/Parents/Teachers: St. Vital §S. D. (Figure 11)

1. 0.78921 0.09044 0.37468
2. 0.21010 0.68312 1 0.33732
3.  0.77864 0.21943  0.23167

Students/Rarents/Teachers: All Divisions (Figure 12)

1. 0.12765 - 0.66164 0.58029
2, 0.70794 . 0.15648 0.29599
«3

. 0.748150 | 0.22561 0.11251





