The Wider Goals of Education:
Beyond the 3 RS

John Raven

The wider goals of education,* often signaled by such phrases as “the
development of the whole child,” have been emphasized in curriculum
documents from many countries? (although;, significantly, neither in
The Condition of Education® nor in the National Curriculum®. The
importance of fostering qualities like initiative, responsibility, the ability
to work with others, problem solving ability, and the ability to
understand how organizations and society work and the willingness to
play an active role in them has also been emphasized in documents on
vocational educations and stressed for almost a century in the most
widely cited books in teachier education, such as those of Parker, Dewey,
and Kilpatrick. And some school systems like Virginia and Newton have,
over the past 60 years, poured vast amounts of time and money into
educational programs that sought to foster such qualities.® -

Parents, teachers, pupils, ex-pupils, and employers also stress these
wider goals. When their opinions are canvassed, it emerges that the vast. .
majority of each of these groups think that the main goals of education
include fostering such qualities as initiative, the ability to rnake one’s-own
observations, the ability to communicate; leadership, and the ability to
understand and influence society.” S

Further, there is now abundant research that demonstrates the
importance of these competencies in the work place and society. Studies
have been made of the qualities that distinguish more from less effective
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machine operatives, bus drivers, construction site workers, naval
officers, doctors, managers, teachers, and scientists,® and of those that
distinguish those employed in more successful and innovative firms from
those in less innovative firms.® The concerns and competencies that
characterize the general populations, employees, and managers of more
versus less rapidly developing economies have also been studied.!® And
there have been investigations of the competencies possessed by more
(versus less) effective citizens and of those that characterize the members
of more (versus less) successful political systems.!! A fairly consistent
picture emerges: the qualities that make for effectiveness in life — both
at work and outside — and those that result in economic, social, and
personal development are indeed those emphasized by many writers on
education for over 100 years and those stressed by most parents, pupils,
teachers, employees, and employers.

Two additional insights emerge from this work. One is that, at the level
of the team, organization, and society, the need is for a balance of people
who have different preoccupations and patterns of competence. (The
implication is that it is essential for the educational system to produce
people with a wide variety of different concerns and patterns of
competence, a goal that has serious ramifications for common curricula
and preoccupations with equality). The other is that the ability to develop
one’s own understanding of how society works, the ability to influence
it, and, especially, the ability to improve its operation (i.e., a set of civic
and political competencies) all turn out to be much more important
aspects of competence in modern society than the previously mentioned
reports and opinion surveys suggest.

Despite the emphasis placed on, and the demonstrated importance of,
fostering qualities of this kind, surveys!? have consistently shown that
the vast majority of teachers (95 percent or so) neglect to do so. Given
this neglect, it is not surprising that, when outcomes of education in these
areas are-assessed, the results are dismal.'3 There are several important
and non-obvious reasons why teachers generally fail to foster. these
qualities but, for now, only three will be touched on here.!* The first
two involve the failure of curriculum specialists (a) to highlight
competencies like those mentioned above and distinguish them from the
knowledge-of-content goals that dominate subject-based curricula,
textbooks, and teaching; and (b) to articulate the educational processes
to be used to foster these competencies and to (i) either link them to
subject-based teaching or (ii) highlight the tensions between the two. The
third concerns the absence of appropriate formative and summative
procedures to assess progress toward these goals,
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Fostering High-Level Competencies

The work of one teacher who effectively fostered high-level compe-
tencies will first be discussed in such a way both to make explicit some
of the key features of the educational activities that are m=<o~<mﬁ_. in
fostering high-level competencies and to highlight the problems which
such work poses for assessment. Particular attention is paid to assessment
for two reasons: first because teachers and pupils mainly attend to that
which is assessed, and secondly because becoming clearer about barriers
to assessment leads one to become clearer about the nature of the
competencies themselves. We will start by looking at some aspects of
the work of this teacher and examine the problems it poses for assessment.
Then we will move on to look at other aspects of her work and the
problems which that poses. Finally, other features of the processes which
promote the development of such competencies will be highlighted from
the work of other teachers.

The material comes from a study initiated because research undertaken
by Her Majesty’s Inspector of Schools!s in Scotland had shown nr.mr
despite repeated exhortations by Scottish governments, over a v.m:o&
of 40 years, to encourage teachers to foster qualities like those mentioned
above, and despite considerable rhetoric, there had been little change
in Scottish primary education. As Bennett!¢ had shown in England and
Fraley'” and Goodlad!® had shown in the U.S., “Progressive education
just had not happened.” The author was therefore asked to find some
teachers who successfully fostered some of the qualities in question;
portray their work in such a way that others could and would do likewise;
document the benefits (so that more parents, teachers, administrators,
and politicians would recognize its value); and identify the barriers that
had prevented wider diffusion of such work.1?

Previous work in the area. Mainly to discourage American readers
from viewing the material presented as advocating an approach that has
been tried and failed before, it is important to set our material in the
context of the American literature on Progressive Education and Core
Curriculum. Many of the educational philosophers and policy makers
who have advocated Progressive Education or Core Curriculum have
only vaguely specified the goals to be achieved. This has been particularly
true of what are perhaps the two largest groups of “'Progressive
Educators,” namely, (1) the “romanticists” who have advocated that form
of “child-centered education” in which the child is to be left free to identify
and develop his or her own potential, and (2) those who have been so

_ appalled by either (or both) the personal and social consequences of the
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competitiveness bred in many schools or the criteria of “academic merit”
used to allucate position and status that they have reacted against all
explicit objectives and standards. These groups have laid themselves open
to the accusation — which Bernstein20 rightly levelled at the
“progressive” Plowden Report — that they were urging teachers to pursue
multiple but implicit (or intangible) goals,

Despite a welter of accounts of classroom practice, the goals to be
achieved or the methods to be used still remain largely implicit. Most
descriptions read as if the object of the exercise were to have children
discover a mass of low-level everyday knowledge, when the objective
could have been to develop a range of high-level competencies. Indeed
most of the accounts of the most prestigious work in the area, namely,
that occurring at the Lincoln School of Teachers College,?! come across
in precisely that way, even though a close reading of the accounts of those
who organized a few of the projects shows that they had other objectives
in mind. What is almost entirely missing is, on the one hand, a
theoretically-based account of the motivational dispositions, or
competencies, which were to be fostered through the activities described
and, on the other, an account of the developmental process itself. For
example, it is often emphasized that pupils are to choose the project they
will undertake “democratically.” However the competencies to be
developed in the course of either that “democratic” decision-taking
process or in the course of the project itself are rarely spelled out.22

“Progressive Education has rarely been portrayed as having distinctive
educational goals. Still less has it been characterized as a highly
demanding and structured set of activities designed to foster more
important competencies than those dominating traditional classrooms.
It is usually presented as a different method of achieving the same goals
that other teachers strive to attain and, perhaps, equalizing achievement
of those goals.23 Furthermore, none of the great thinkers who have
written on Progressive Education have followed through into the crucial
business of assessment.2! Yet no one, teacher or pupil, can very
effectively pursue multiple, intangible, and un-assessable goals. A
fundamental problem stems from the hegemony of the view that
education is neither more nor less than the inculcation of knowledge,
a view called the technico-rational model of education by Schon.? In
contrast with this prevailing perspective, we will not, in the remainder
of this article, be talking about mastering content.

The teacher whose work we will focus on was 1ot primarily concerned
with conveying knowledge of subject matter to her pupils (although she
did encourage them to master, and contribute to the development of,
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high-level specialist knowledge). She was concerned with fostering me-
level motivational dispositions or competencies. Just how unusual this
approach is may be underlined by noting (1) that there is no wmmm.nmsnm
to such work in the 10-volume International Encyclopaedia of
Education?® or in the last two editions of the Handbook of Research on
Teaching;?” and (2) that there are few American psychologists or
educationists, Taylor being a notable exception,?® who use the word
“learning” to refer to anything other than mastery of content. Yet there
is no reason why it should not be used to refer to learning to n_m .wcnr
things as persuade, muster arguments, F&w@ make good .memE:m,
initiate hunch-based action and use one’s feelings to monitor its effects,
put others at ease, lead, invent, make one’s own ovmm.?m:o:? A.mm<m_ov
better ways of thinking about things, or build up one’s own
understanding of how society works and the willingness and the m.?-:%
to influence it. The focus of this article, to repeat, is on how children
learn to do precisely these things — that is-on how the mmﬁ_owamm" of
competence to do such things can be fostered — and on how these kinds
of learning and development can be assessed.?

Assessinent problems of competency-oriented m&:nawmoz.. ..Eam Hm.mnrmn
in question made use of interdisciplinary, project-based, inquiry-oriented
methods in almost all of her teaching.3® This in itself was extremely
unusual since, even if project work existed in other classrooms, it tended
to be viewed as a kind of time filler or reward, available to those who
had “finished their work™ at the end of the day.

The project work which this teacher’s pupils (8- to Hu-vs.m« o._@mv
undertook within their classroom was an integral part of original inquiries
carried out in the environment around the school. These inquiries were
organized around a topic, or theme. One such Emgm covered .H.—.rw local |
area and its surroundings.” This “project” involved a re-examination of
alocal archaeological excavation, a study of butterflies and their Tm_u:mﬁm.
a study of population movements over time, a study of the history A.um
each house and the occupations of its changing occupants, changes in
patterns of agriculture, and a study of the current social structure om the
area (who was related to whom and what they talked about). All projects
involved original research. However, some involved the initiation of
social action, such as getting something done about pollution in the local
river, Such a project might be used both as a tool of social nmmmw_.nr and
as a means of promoting the development of the ::am_.mﬂm:.mjmm and
competencies required to initiate effective social action. Sﬁr.:. m.mnr
project, pupils had personal projects, distinctive areas of mnmn_m_ﬁ.m:o?
and distinctive roles. Thus, one pupil undertook a study of butterflies and
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their habitats while another studied the history of a hay-rake. The project
work which was carried out did not consist, as it so often does, of merely
looking material up in reference books, although carrying out an original
inquiry or initiating and monitoring some social action might involve
tracing and using specialist books, research reports, or original accounts
of scientific investigations or archeological excavations.

But all of this, although extremely unusual, was not what was most
distinctive about the work of this particular teacher. Most striking were
her unusual concerns. Like Barnes and Young,3! and Curtis,3? she was
not preoccupied, as were most teachers, with course work, with covering
a syllabus or with a particular process, such as creating a “democratic”
classroom or encouraging an interest in architecture. Instead, she focused
on the high-level competencies which the pupils were to develop in the
course of their work. The competencies included reading, writing,
spelling, and counting. But they also included communicating, observing,
finding the information which was needed to achieve goals (and which
often had to be collected by observation or by talking to people rather
than reading books), inventing, persuading, and leading. In this context,
even the 3 Rs took on a different complexion. Reading, for example came
to include such things as using structure to locate a section which might
or might not contain desired information, using what was read to
stimulate lateral thinking, and the ability to discard the irrelevant.
Writing came to involve such things as the use of allusion and innuendo
to influence the reader.

(1) First-level problems. It is easiest to begin our discussion of the
benefits conferred on her pupils by the work organized by this teacher
by reviewing those that are closest to the more widely discussed and.
assessed outcomes of education. Apparently familiar though these
benefits are, they pose almost insuperable problems for conventional tests
and forms of assessment.

Consider the following: As has been indicated, in the course of his
environmentally-based project work, one pupil had become an expert
on the distribution of different species of butterfly in the locality and the
dependence of various stages in their life cycles on local habitats. Another
had become an expert on the history of the hay-rake — how it had
changed over time and how those changes related to developments in
steel making and patterns of land use. A third had become an expert on
the social structure of the area — who was related to whom, who knew
whom, and what the various groups talked about. The more carefully
we examined the work of the class, the more we noticed that each pupil
had developed an idiosyncratic area of specialist knowledge, even though
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his or her area of expertise could not always be indicated by reference
to an academic discipline. In the conventionhal measurement procedures,
separate tests would be required to do justice to each pupil’s accomplish-
ments. In one sense this is not important, because not only the teacher
but also many of the other pupils were aware of each pupil’s achieve-
ments. But problems arose when the school had to deal with external
agencies, such as parents, heads of secondary schools, and inspectorial
(accountability) agencies. These problems would have been acute, had
the school been a secondary school that had to deal with colleges and
employers. . _

(2) Second-level problems. But these are the least of the measurement
problems posed by the dchievements of these pupils. More important
than the unique store of specialist knowledge built up, say; by the mwﬁ
pupil was the fact that he had developed a selection of the competencies
required to be a scientist. Among other things, he had learned to be
sensitive to the cues that told him he had an unresolved problem; he had
developed the tendency to try to make glimmering insights on the fringe
of consciousness explicit (and even tried to do so when he woke up in
the night); he had experienced the satisfactions that come m,.“”:.: noticing,
and beginning to understand, something which no one rmm noticed or
understood before; he had contacted university lecturers who were
interested in related problems and spoken to them as equals; he had
sharpened up his ideas by sparring with them; he had learned not only
that he had a right to ask questions and that his questions were as good
as those posed by others, but also that he had a right to expect others
to help him to answer his questions; he had learned to tolerate the
frustrations involved in trying to find better ways of thinking about
things; he had learned to find ways of summarizing his insights, not only
in words but also in diagrams and mathematical formulae (indeed he had
even come to see mathematics as a set of languages).

The competencies listed here are a subset of the competencies required
to pursue any valued goal effectively, competencies which can, to a
degree, be substituted one for another.3* We have come upon them here
in connection with discipline-based studies, but we could ‘equally well
have encountered them as a result of examining other activities which
people might value and be motivated to undertake mmmnn?m_x. But,
pursuing the academic discipline-oriented linie of inquiry on which we
have embarked, it is now important to note that the second pupil had
developed a different subset of these self-motivated preoccupations,
sensitivities, thoughtways, and perceptions in the course of undertaking

an original historical study. The third had developed a similar, but by
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no means identical, selection of the competencies needed to be an
excellent sociologist. And so on for the other pupils. It follows from these
observations that, even more important than the inability of our tradi-
tional assessment procedures to identify and credential the possession
of idiosyncratic, specialist, high-level, new knowledge is their inability
to document the growth of the subtle skills, motivated habits, thought-
ways, and preoccupations which go to make up the repertoire of the
competent scientist, historian, or sociologist. And the same is true of the
competencies required to be a competent photographer, reporter, cook,
or mother.

Third-level problems. But even this does not exhaust the problems
which the educational process orchestrated by this teacher pose for assess-
ment. The pupils had worked as a group and had developed specialized
roles within that group (and the competencies needed to function
effectively in those roles). One pupil had become good at coordinating
the activities of others, another at putting others at ease and smoothing
over interpersonal difficulties. Another had become an expert at present-
ing the results of other people’s work to external visitors, i.e., being a
communicator rather than an original researcher. In the course of
undertaking these activities, all pupils learned to communicate, tolinvent,
to make their own observations, to work with others, to lead,.and to
follow. Conventional assessment procedures are utterly unable to testify
to, or contribute to the development of such high-level competencies.

It may be noted in passing that one particularly important benefit of
the approach adopted by this teacher was that the pupils came to view
each other as having both specialist areas of knowledge and particular
types of competence. Instead of learning to think of each other, as do
pupils in most other classrooms, as “smart” or “dumb,” they, aided by
concepts supplied by their teacher, learned to identify each other's
strengths and talents. To the extent that this is not negated by their
experience in secondary and higher education, such a way of thinking
would seem likely to provide an important basis on which to build one
of the most important managerial competencies identified in the studies
summarized elsewhere,3 namely the tendency to think about the talents
of subordinates and colleagues and how best to place, develop, and utilize
them. Interestingly, such competencies were found to be conspicuously
absent in Great Britain and the United States, but not in Japan or
Singapore. ,

The three sets of measurement problems identified above are of the
greatest importance. The absence of means of assessing these three sets
of outcomes of education helps to explain why educational processes like
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those mentioned have not been more widely disseminated. Teachers like
the one whose work prompted this discussion establish their programs
as a result of persistent, demanding, painstaking, and inventive work
over perhaps 20 years. They develop special skills and sensitivities. It
is too much to expect most teachers to do this. If other teachers were to
run similar programs, they would need tools to help them to identify each
pupil’s incipient interests and competenci¢s, and to help them to invent
appropriate developmental experiences to help each pupil develop the
competencies in question, and to monitor pupils’ subsequent progress
in these terms. They will also need tools to help them identify the
developed competencies so that these can be recognized when the time
comes to scramble for entry to courses of further or higher education
or a job. Without the necessary developments in measurement method-
ology, it is impossible for pupils (or their teachers) to monitor progress
toward their goals or point to what they have learned. If they cannot
compare themselves either with themselves at some previous time or with
other pupils (perhaps pupils in another school or class), they cannot be
certain that they have learned anything. Under such circumstances nrm&
are unlikely to feel that their time has been well spent. And the teachers
themselves need some means of getting recognition from parents,
colleagues, and superiors for having fostered these competencies.3s

The Educational Process

Having highlighted some of the problems which this teacher’s educa-
tional activities posed for assessment, we may now draw together some
of the distinctive features of the educational process she employed. What
she did is best captured by saying that she created developmental environ-
ments in which pupils were helped to identify their motives and incipient
talents and then encouraged to practice, and thereby develop, a number
of high-level competencies (including high-level reading, summarizing,
and communicating competencies) while undertaking activities they
cared about. What they did was often important to others as well as to
themselves. It often contributed in important ways to the overall
performance of the group and, in some cases, provided important
information to outsiders, such as university researchers or local authority
personnel. However, the teacher strengthened her pupils’ tendency to
display difficult and demanding self-motivated competencies by
arranging things in such a way that pupils would experience the
satisfactions that came from so doing.

To orchestrate these activities the teacher tried to make explicit each
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