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. In this article I will show that 1) there is a need for radical change in education,
2) identify the competencies which the educational system needs to foster, 3)
describe the way in which some teachers foster these competencies, and 4) discuss
some of the barriers to wider dissemination of this work and their implications for
research and practice. ’

There is a Real Problem in Education

If one needs evidence that there is something wrong with schools—and particularly
secondary schools—they will find it in Goodlad’s (1983) vast study of 8624 Amer-
ican parents; 1350 teachers, 17,163 students, and' 1000 classrooms, published as
“*A Place Called School.”” Students spend most of their time in boring, non-cumula-
tive, routine activities—Ilargely being talked at in classes on language, spelling and
arithmetic. Drill and practice predominate. The “‘academic™ and *‘intellectual”
activities undertaken barely deserve the name: they rarely involve analysis, evalu-
ation, hypothesizing, interpretation, judgement, reconciling different points of view,
or re-conceptualizing problems, let alone the identification and understanding of
new problems. There is little inquiry-oriented activity, still less sensitive, respectful,
facilitation of the development of students’ particular talents. “*Teachers did not
respond to students because students rarely initiated anything.*> There is littie oppor-
tunity for students to practice doing such things as thinking, planning, inventing,
communicating, re-assuring, leading, working with others, or developing their own
understanding of how society works and taking the initiative to influence it. They
are therefore unable to experience the satisfactions which come from doing these
things, develop the motivation to do them, or the abilities required to do them
successfully. This is serious because surveys (Delandsheere, 1977; Macbeth et al,
1981: Bill et al, 1974; Johnston & Bachinan, 1976; Raven. 1977) have shown that
most parents; teachers, pupils and employers think that the main goals of education
include fostering competence in these areas—and other research which will be
summarized below shows that these opinions are correct.

Goodlad's work shows that students attach little importance to the content of
_their studies. They focus on grades (Morton & Williams, 1968; Raven, 1974, 1977;
Collins, 1979; Dore, 1976; Jencks et al, 1973). They are goaded to work instead
of being encouraged to develop self-direction and self-discipline. Students get little

help with their problems. Goodlad comments: *“We would not put up for long with
a physician who sent our child home with an ‘F’ for health, but no assistance in
becoming healthy.” :

Only English and mathematics are considered important by more than two-thirds
of high school students—and that for the future, not the present. Unfortunately,
students will forget 80% of what they have been taught in two years, so even their
hope that their studies will one day be of value to them is ill-founded. School
subjects are boring: only Arts, P.E. and languages are rated as interesting by more
than one-third of those taking them. Little is done to capitalize on potential sources
of motivation—to, for example, encourage students to develop communication skills
by first insuring that they have something that they want to communicate, and are
therefore in a frame of mind to seek feed:-back. Rather, time is devoted to com-
municating teacher-generated *‘rules’” for ‘‘effective communication,’” and having
students underline verbs and adverbs in sentences in the belief that this will lead
them to write *‘correctly.”” .

Traditional frontal teaching predominates. No real attempt is made to cater for
the wide variety of talents and abilities which are present in every classroom. Little
attempt is made to vary teaching methods and content so as to engage the attention
of all of the students for at least some of the time.

Finally, there is no case for laying the blame for the current ills of schools on
*‘progressive education.”” It just hasn't happened.

These results confirm, in virtually every detail, the results of studies which my
colleagues and I have carried out in the UK over the past 20 years and which have
been replicated by others in Belgium (DeLandsheeve, 1977), Ireland (Bill et al.,
1974), and Scotland (HMI, 1980; Macbeath et al., 1981; Gray et al., 1983: CES,
1977; Gow & MacPherson, 1980). To reinforce Goodlad’s conclusions. it may be
mentioned that more than half of the adolescents we interviewed said that more
than half of their subjects were both boring and useless. They wanted schools to
do more to achieve more than 90% of the objectives we asked them about. Bill et
al (1974) found that 98% said they were failures at school. Bachman et al (1978)
found that 83% of young adults said that they had been better able to identify and
develop their talents at work in comparison with school. Tyler (Flanagan, 1978},

“commenting on the implications of the data collected in Flanagan's follow-up of

the Project Talent sample at 30 years of age, said that the most logical conclus
was that schools should be closed down. (She, of course, recognized that this cc-i
not be dope since the main function of schools is the sociological one of keeping
young adults out of the labor market.) Most of the employed adults we interviewed
said that they had not at school learned things which were useful in their jobs or
in their leisure (Raven, 1977).. Although a significant proportion of those in middle
class occupations said that their education had helped them to get a good job,
working class people did not even derive this benefit from their education. However,
compared with their bleak experience at schoo!, more than 80% liked their jobs,
liked their employers, and found their jobs interesting.

“These results add up to the conclusion that some two thirds of the money spent
on secondary education is wasted so far as the development of the talents and
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competencies of young people is concerned. Schools are, for pupils, the worst
working cnvironments in our socicty, They are also the least developmental,

ﬂ:mﬁm is Need for Radical Change

There is a need for radical change in education. There is an urgent need to re-deploy
the resources devoted to education and there is need for creativity, invention, and
the exercise of pofitical and administrative responsibility.

More fundamentally, the results show, as do the results of many other studies,
that it is in the social sphere—and not in the production of widgets—that creativity
and invention is required if modern society is to function effectively. In this context
it is worth noting that, although a great deal of attention has been paid to the
Japanese ability to produce high quality widgets, it is in the social sphere that they
have made their most important inventions, These have included: new forms of
work organization, the use of information technology to trawel world-wide for, and
collate, technical information, new structures to explore and draw out the possible
implications of technical information, and new forms of national decision taking
and consensus-building involving what is best thought of as a participative rather
than a representative form of democracy.

A Nation Really at Risk

Two further conclusions may now be drawn out of the data so far presented. The
first is that we need to change the way our educational system operates so as to
foster such things as a commitment to act in the public interest, the competencies
required to influence the way society works, and creativity and inventiveness in
relation to social institutions. The second is that we need to change the procedures
we use to select those to whom we offer senior positions in society so that we get
people who possess such concerns and competencies into those positions. Without
such changes—so different from those identified in A Nation at Risk—the United
States really is a nation at risk, and the rest of the world with it.

Why did Goodlad not come to these conclusions? There are four main reasons:

FIRST:
He states that his data tell him that pupils and parents do not want schools to pursue

“‘personal development™ goals. Yet, there are three reasons why this conclusion
is not warranted: .

(i)  One cannot accept the widespread endorsement of academic education at its
face value. As Goodlad shows, what most pcople want when they say they
vatue academic education is a credential which will buy entry to a protected
occupation. I that credential were based on other content it would serve just
as well.

(ii)  Despite the fact that his work shows that the words *‘academic™ and *‘intel-

¥: )

lectual’* are used to refer to activities which do not deserve to be so described,
these words were used in the questionnaires which were circulated to parents
and pupils to assess their priorities in education. Thus, while the words have
an aura which commands the support of parents and pupils, that support
cannot be interpreted to mean that they either want schools to continue to do
what they are already doing or that they would like them to engage in activities
which could genuinely be described as academic or intellectual.

(iii) Goodlad made use of forced-choice methodology when assessing the relative
weight which teachers, pupils and parents attached to **academic,” *‘personal
development”” and *‘social™ goals in education. His respondents were unable
to say that some of both types of goals were important and that others were
not. Our own work (Raven, 1970, 1980) together with that of Johnston and
Bachman (1973, 1976), Bill et al..(1974), Flanagan (1978), DeLandsheere
(1977), and MacBeath (1981) shows that some *‘academic’’ goals—such as
passing examinations—are highly valued while others—iike learning more
about academic subjects or subjects not required for examination purposes—
are not. Likewise it shows that some *‘personal development” goals—such
as developing the confidence and initiative needed to introduce change—are
highly valued—indeed that they are more highly valued by adolescent boys
than passing examinations—while others are not.

For these reasons Goodlad’s claim that there is no ‘“demand”’ for educational
programs directed toward different goals cannot be accepted.

SECOND:

The reason why Goodlad does not conclude that radical change is needed is that
he believes that major improvements can be made without changing educational
objectives and assessment procedures. His main recommendations are to lower the
age of entry to and exit from education and to adopt “*mixed ability’’ groupings

_and teaching methods based on mastery learning and cross-age tutoring. These

recommendations are based on an uncritical acceptance of myths derived from
research into early childhood education, adolescence, and mastery learning.

The recommendation to lower the age of entry to education is based on the “early
childhood education™ myth. While there is no doubt that parents of young children
lay down some of the most important and enduring motivational dispositions required '
by society (such as adventurousness, the ability to problematise, and confidence in
dealing with others), and develop in their children competencies and self-images
which have a profound impact on their lives (McClelland, 1961, 1982), there is no
evidence that the same is commonly done (except negatively) by teachers. On the
contrary, there is good evidence that early education in schools has very little impact
on the very educational outcomes with which Goodlad is preoccupied. For example,
one of the clearest findings from the work of the International Association for the
Evaluation of Educational Achievement (Walker, 1976) is that, by the time children
are 11 years old, there is no difference between school systems which recruit
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children at 4 and 7 years of age. Our task as a society must therefore be to support
parents as educators who do things which few teachers do, not to get children into
schools (Raven, 1980). It may be necessary to have day care facilities so that
mothers can go out to work or so that children from today’s small families can
meet other children, but such needs must not be confused with the idea that traditional
forms of school-based early childhood education increase scores on traditional
altaimment tests.

The recommendation to lower the school leaving age is based on the myth that
adolescents are trivia-minded. Goodlad supports this myth by citing data on their
television viewing habits. He then asserts that the values portrayed in these programes
reflect adolescent values. The same logic would, however, lead him to conclude
that most adults are preoccupied with thieving and murdering. In fact our own data
{Raven, 1977) show that, not only do most adolescents want the educational system
to foster important qualities like initiative, leadership, and the ability to understand
and influence society, they also wish to take a pride in their work, to tum out high
quality work, to work for the benefit of mankind, care for their families {parents)
and take responsibility for others. However their teachers, like Goodlad, underesti-
mate the importance they attach to these things and over-estimte their concern
with money, hairstyles, pop music, dancing, and the opposite sex. The data also
show that there are a whole range to untapped miotives which could be hamessed
to fuel enthusiasm for activities which would promote personal development among
adolescents. The trivia-mindedness of adolescents is a myth. The reality is they
have been seriously let down by adult society in general and the educational system
in particular.

Finally, the myths of mastery leamning, on which so many of Goodlad's recom-
mendations are based, derive from deficient evaluation methodology. The hallmark

of a good evaluation is its comprehensiveness (Raven, 1984, 1985). The evaluations

of mastery learning are narrow—and deficient—in their coverage. It is what they
do not reveal that is important. If one asks what mastery-learning pupils who finish
first do once they have completed their assignments one finds that they help other
pupils or go play football. They learn that they are ‘‘quicker’ than their fellows
and how to teach others or how to play football. All that has happened is that the
variance between pupils on one dimension has been translated into increased variance
between pupils on unexamined dimensions. This is not to say that those who espouse
mastery leaming do not have a point: A “normal'" curve in educated abilities is
an indictment of the educational system: there can be no justification for a pupil
not leaming something which it is important for him or her to learn. If it is not
important for him to learn it he shouldn’t be studying it. One way or the other,
therefore, a *‘normal’ distribution of test scores indicates that teachers have not
done their job properly. But this is no justification for *‘educational’’ programs
which force children to master trivial and out of date knowledge which (because
of the knowledge explosion) is unlikely to be of use to them and which—on
Goodlad's own evidence—will, in any case, be forgotten by the time it is needed.
Such *‘mastery learning’* programs often deprive pupils of opportunities to develop
important competencies in the course of undertaking other activities.

Finally, despite the experience of the past quarter of a century, Goodlad recom.
mends that it is possible to implement a form of mixed ability teaching which will
work without radical change in educational objectives and procedures, He does not
acknowledge the difficulties which mixed ability teaching has presented for teachers
and pupils in the past or the ‘‘watering down"’ effects on academic curmicula instead
of changing the curriculum. He does not acknowledge that mixed ability teaching
has not, as it was originally hoped, led *‘the best’’ teachers, when confronted by
a cross section of pupils to whom a traditional curriculum was clearly unsuited, to
invent ways of fostering all of their talents. Also he does not stress the research
and development activities which are essential if the talents of all pupils are to be
identified and developed. It is true that he does mention the need for programs of
curriculum development, school development and staff training. But he apparently
has little appreciation of the enormity of the task: there is no discussion of the
serious conceptual, methodological, and psychometric problems which need to be
tackled. There is no acknowledgement or discussion of the alternative motives
which can be tapped to fuel developmental activity in different students. There is
no discussion of the alternative talents which might be developed, or the educational
processes which might be used to foster them. Had Goodlad embarked on such a
discussion, it would have led him to discuss ways in which quite different educational
goals could be achieved. It would have led hirii to focus on the development of
qualities like initiative, inquisitiveness, the ability to make one's own observations,
and the ability to communicate effectively. It would have led him to discuss ways
in which these qualities can be assessed.

It may be useful to draw attention to another of Goodlad's interpretational errors.
He found, as did we (Raven, 1977) that those students who would leave school
earlier than others were more anxious to be taught things of direct use in a job.
This leads him to recommend vocationat education. Unfortunately, he did not note
that the really important neglected vocational activity did not have to do with
teaching content. It involved helping pupils to develop, and gain recognition for,
their own personal strengths and talents. John Flanagan (1978) round exactly the
same thing in his follow up of the Project Talent sample. Helping pupils to identify
and develop their personal talents would take one far away6 from a narrow focus
on subject matter. The problem with vocational education as it is most widely
understood is that occupational groups—as Taylor et al. (1963) have shown for
scientists and Wmon. Taylor et al. (1971) have shown for physicians—contain within
them a wide variety of people who possess very different talents and do very
different things. Occupational groups are not psychologically homogeneous. As
Berg (1973) has shown, they ate to be understood as sociological phenomena whose
function is to keep people out and thereby maintain the scarcity value of their
incumbents. .

THIRD

The reason why Goodlad has not concluded that radical change is needed is that
he has not examined the competencies adults need to do their jobs effectively and
to use their leisure in satisfying ways. I will return to this shortly, because these
are the data which will take us forward, but first I would like to make some more
general comments about the book and highlight their implications.
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In addition, the book is pervaded by a lack of analytic thinking and clear argument.
For example, the words ‘‘leamning’" and **achievement’” (in addition to **academic™’
and “‘intellectual)’” are used throughout the book. They are uscd to command assent
to Goodlad's propositions in exactly the same way as the words *‘academic’ and
“‘intellectual’’ were used in the questionnaires circulated to parents and pupils to
command assent to his thoughts. Yet these words are ambiguous. The words
academic and intellectual are used to denote activities which do not deserve the
name. The word *‘achievement’” is likewise used to denote mastery of low-level,
trivial and out of date knowledge which is unlikely ever to be of use to the person
concerned. The word **learning’” is used only to refer to the processes involved in
mastering this content. Yet it could be used to refer to lcaming that one is capable
of understanding and influencing socio-political systems without the aid of instruc-
tors. It might also be used to refer o learning to observe, to invent, to lead, to get
a group of people to work together effectively, or to generate new ideas. Thus,
instead of asking only how debased and low-level forms of learning and achievement
are to be promoted, Goodlad could have discussed what learning and achievement
rean, and how alternative types of learning and achicvement could be promoted.

. Had he done this he would have noted that it is impossible for students to practice
inventing, leading, observing, thinking, following, communicating, persuading—
or, indeed, any important competence—in the kinds of classrooms he endorses. In
such classrooms they cannot.learn to do these things.

The lesson to be drawn from this discussion is not that Goodlad has made some
{understandable) mistakes—don’t we all, and does not science advance by identify-
ing and remedying mistakes?—but the insight it gives us into why we have problems
in education. Here we have a book which was produced by one of the most highly
esteemed and best funded researchers in the world—and which has been awarded
the highest accolade available to the American Educational Research Association—
but which lacks critical thinking, analytic thinking, intellectual rigor, and creativity.
These are qualities which the educational system should be fostering and which we
should require of people who are promoted into influential positions in society. If
this is the best that the best known thinkers, researchers and writers in the land can
offer by way of rcsearch and recommendations for improving education, then the
United States is a nation at risk~——and the rest of the world with it. What we need
is, not better means of selecting students who will do well within our present
educational system, but change in the objectives and procedures of educational
programmes, change in the criteria and procedures we use to select and promote
people in our institutions and society, and better mechanisms for releasing energy.
creativity and initiative in our schools, workplaces and conununitics.

THE COMPETENCIES TO BE FOSTERED
Multiple Talents and Competencies

The second part of this article deals with the competencies to be fostered by the
educational system. We have seen that most parents, teachers, pupils and employers
stress the importance of fostering qualitics like initiative, the ability to communicate,
the ability to make one's own observations, and the ability to understand and
influence the way society works. Is this just window dressing, or are these really

"

the qualities required at work and in society? [ have published a summary of the
available studies of the competencies required in mmy Competence in Modem Society:
Its Identification, Development and Release (Raven, 1984) and will summarize the
material very briefly here.

Table 1
Competencies of More Effective Officers

Takes initiaive: initiates new activities, communications, proposals; exhibits re-

sourcefulness, persistence in the face of obstaces.

® Sets goals and reconsiders and redefines them,

® Coaches, by setting example and sharing information, feelings, and thought
processes.

® Influences: by persuasion, mustering arguments, building political coalitions,
making others feel strong. .

® Conceptualises, analyses, and finds new ways of thinking about things.

@ Builds teams, acts to promote co-operation and team work.

® Provides feedback to enable others tb monitor their own performance. Helps
them analyse problems and develop strategics for tackling them.

® Provides rewards and official recognition for contributions.

& Controls impulses, especially annoyance. Avoids snap decisions based on incom-
plete evidence.

® Plans and organises, including **domain Planning."”

@& Delegates.

Optimises: analyses the capacity of individuals and resources and requirements

of a job, matches the two and fully utilises the resources available.

Monitors own behaviour and that of others.

Resolves conflicts.

Listens actively and initiates opportunities to give others a chance to talk.

Has accurate empathy; makes explicit unexpressed thoughts and feelings of others.

Helps. . .

Has positive expectations of others’ competence.

The Qualities Required at Work

Klemp, Munger and Spencer (1977) and Raven and Dolphin (1978) have shown
(Table 1) that more effective managers are distinguished from less effective peers
by their greater tendency to think about and develop the talents of their subordinates,
move their subordinates into positions where they can capitalize on their talents
and have their contributions recognized, listen to what lies behind what people say
and do something about it, reflect on the workings of their organizations and
intervent effectively in them, analyze the workings of the wider social system around
their organizations and orchestrate effective inter-organizational activity to gain
control over wider social forces. Our work also shows that the willingness and the
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ability to do these things is a rare quality among British managers, but is much
more widespread in Singapore and Japan (Graham, Raven & Smith, 1987).

Managerial competence is by no means the only area of competence which has
been analyzed. Research has been carried out among navies (Sykes, 1969), bus
drivers (Van Beinum, 1965), small businessmen (McClelland, 1961; Burgess &
Pratt, 1970; Schwantz, 1987), civil servants (McClelland & Dailey, 1973, 1974),
doctors (Price, Taylor et al, 1971), scientists (Taylor & Barrows, 1963; McClelland,
1962), and politicians (Raven, 1984). Here there is space for only one or two further
examples. Table 2 shows the competencies which Flanagan and Burns (1955) found
to distinguish more from less effective machine operatives. Their results have been
confirmed recently in a study by the Industrial Training Research Unit in Great
Britain (ITRU, 1979). We ourselves (Morton, Williams et al, 1968) found that
what 20 year old *‘drop-outs"” from school at 15 years of age liked about their job
was the variety, the opportunity to take initiative, the opportunity to make the most
of themselves, and the opportunity to develop and use their talents in ways not
possible at school. They did not do the same thing all the time and do things they
could not do. It emerges that work—even for this early leaving group—is anything
but the soul destroying activity which many teachers take it to be. Grannis (1983)
and Bachman et al. (1971, 1978) have found the same thing in the US. Finally, it
is perhaps apposite to list (in Table 3)

Table 2
Competencies Distinguishing between More and Less
Effective Machine Operatives.

® Dependability.

® Accuracy of Reporting.

® Tendency to respond to the needs of the situation without having to be given
instructions.

® Ability to get on with others.

& Reponsibility.
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Table 3
Competencies Distingulshing between More and Less
_ Effective School Teachers.

® The ability to work with parents to establish community support networks which
allow parents to create developmental environments for their children.

® The capacity to convince community members of the desirability of individualised,
competence-oriented educational programmes of growth in schools.

® The willingness and the ability to analyse the role which sociological forces play
in determining what happens in schools, and the ability to hamess these sociolog-
ical forces to push them in the direction in which they wish to-go. :

® The ability to handle the political problems which arise when pupils are encourag
to develop the capacities required to tackle pressing social problems such as
pollution.

® The ability to identify the talents of all their pupils and to create group and
individual educational processes which enable all children to develop their unique
patterns of competence.

® The ability to evolve, in co-operation'with other teachers, their own understanding
of how growth is to be promoted and how to gain control over the wider constraints
on education—instead of waiting for authority to tell them what to do.

Some of the qualities which have been found to distinguish more from less
effective school teachers (Huff et al., 1982; Klemp et al., 1980; Schneider et al.,
1981; Raven, Johnson & Varley, 1985). Taken as a whole, these data convincingly
demonstrate that most parents, teachers, pupils and employers are correct when
they say that the educational system should be primarily concerned with fostering
such qualities as initiative, the ability to make one’s own chservations and to identify
and solve problems, the ability to work with others, leadership, and critical thinking.

Civic Competence

But these are not the most important insights into the competencies to be fostered
by the educational system which have emerged in the course of our work.

Some 20 years ago, I got an opportunity to study *“values attitudes and institutional
structures associated with economic and social development’” in the Republic of
freland. 1 approached my task; asa psychologist would, with such concepts as need
achievement, leadership and creativity at the forefront of my mind. [ thought I
could get an idea of how important such qualities were by talking to people in a
range of jobs and asking them to tell me about their jobs and their lives. When
they got excited about some problem they had, I asked them what they could do
about it.

One after another, said ““There's nothing I can do about it; the Government must
do it." I thought **Good gracious, what's happened to all our initiative, leadership
and ability to persuade others to help us do something about our problems?”” At
first 1 did not notice that what they were actually saying related directly to my
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