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On the Components of Competence

and Their Development in Education

John Raven

Previous work by the author and his colleagues has shown that teachers, pavents,
pupils, and ex-pupils ail think that education should be primarily concerned with the
development of such characteristics as initiative, the ability to work effectively with
others, the ability to communicate effectively, self-confidence, and the ahility to
make one’s own observations and learn on one’s own,

One important finding, which became clear only in the Irish surveys [See Raven
et al. A Survey of the Attiludes of Teachers and Pupils, Vols. 1 & 2] is that teachers
think that insufficient time is devoted to fostering these qualities and that, as a result,
they remain poorly developed among pupils. Teachers do not devote as much time
as they would like to fostering these qualities partly because the examination does not
recognize and reward activity, either on their part or on the part of their pupils,
directed toward achieving these goals, and partly hecause they are themselves none too
clear about how to achieve them.

In the course of reflecting on the data collected in these surveys and associated
reseavch programmes, we have bufitup a certain amount of understanding of the nature
of these competencies and the ways in which schools might more effectively help their
pupils te develop them, The purpose of this paper is to review some of this material,

At the present time the understandings and insights to be discussed represent theory
only. They represent a way of thinking as yet untested in practice. Yet to wait until
all the necessary validatory studies had been carried out would mean that we would
have to delay sharing our insights for a long while, during which time educational
practice is, if work by Jencks and UNESCOQ is to be believed, badly in need of rethink-
ing.

In the course of examining the benefits conferred on society by education, UNESCO
has called on all member countries to urgently ask themselves what the goals of edica-
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fion Sho_uld bé, what. mieans should be used to atfain them, and whether current
programmes of éducation do in fact vield the benefits to society, or.to the individuals
concerned, that they are thought to yield. Jencks claims, with a considerable amount
of evidence to support his case, that the educational system does not yield useful
benefits, that the educational system helps people to be neither more productive nor
effective than they would otherwise have been, that selection of employees on the
basis of academic qualifications do€s not help to promoté people capable of perform-
ing important roles in society into influential positions, aﬁd does not help those people
it does promote to develop the competencies they will need to do-more effectively
the job of social management assigned to them, As a result he claims that the educa-
tional system is little short of .a means of rationing privilege by socially legitimated
means, This, like all rationing, is random as far as the charaotcnstlcs requlred to per-
form well in the social posltlons to which they lead dre con(,erned
Regardless of whether Jencks’s conclusions are triie-or false, his dataand hypotheses

if‘such they be, provide sufficient cause to consider very carefully what we are about
in education, whether what we are doing at all justifies the expendifure involved, and
whether we could fiot find more effective ways of achieving.our most important goals.
Ir such a consideration, Jencks’s conclusions reinforce the unease eﬁp‘reésed by many-
af the teachers involved in our surveys and vocally articulated by such authors as Hlich
and Retmer and thelr large band of followers

NATURE OF COMPBTE\ICIES TOC BE DEVE.LDPED .

With the development of which oompetenmes Should schoois be concemed and how
. might they go about their task more effeotwely‘? ' = _

- We have seen that pupils; teachers, parents, and ex- puplls all comlder tha{educanon
should be concerned with developmg such characteristics as the ability to relate effec-
tively to others, to lead, toinvent, to understand to learn without instruction, tQ com-
mumcate to forecast, to make good judgments, to plan and to monitor the effects of
one’s actions and take corrective action when necessary. '

One could regard all these quahtles as components of competence, as components’
of geneml ‘competence. In this they are like the “three R’s" and unlike the “subjects”
" ‘that dominate postprimary education today. Whereas one cari read, write, lead, follow,
create, reflect, think, and decide, one cannot science, French, or geography . This is
not merely playing with words: it points to a fundamental distinction. One can only
use science, use French, or use geography If 'one does not use it one foigets it—on
average 50 percent of what one has !earned after one year, and 75 percent after two
years, In contrast one reads, leads, follows; invents, decides, and plans evéryday. These '
things are competencies, not areas of knowledge. Once developed they are rarely lost
so completely as secondary. school subjects mostly are, and- they are of much greater
relevance to the lives of most people than half forgotten knowledge. Helpmg pupils
master areas.of knowledge does not help them io develop these co_mpetencres.. Yet
it is to the extension and proliferation of the areas of knowledge taught to pupils that
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deve]upments in education for the last quarter of a century have been primarily directed.
- ~A$ a result the development of competencies of tl‘e sort referred to here has becn
-miuch neglected.

" In practice the development of such compétencies poses a number of probiems for
~educators. In the first place-their development involves & much more explicit discus-
sion of values than do traditional school subjects. I is much more obvious that, by
'helpmg their pupils te develop them, teachers might be damaging the lives of some of
their pupils in some way. If pupﬁs ‘became independent thinkers they might later have
difficulties adjusting to the world of work. Secondly, these -competencies involve a
much greater integration of the thinking, feeling, and behavioral components of action
than do traditional educational activities, including the three R’s. They involve pupils
in moving about, in doing things, rather than sitting at their desks, If they are to be
fostered, teachers will have to do much more to help pupils to clarify their vatues and
to help them to develop much more complex patterns of thinking, feeling, and behaving
" than anything they have been concerned with in the past. Because of these value
conflicts and the changed feaching situation needed to foster the gqualities that have
* been mentioned, many feachers who very much want te help their pupils develop these
characteristics are deterred from actively doing anything to help pupils develop them.

Values Component It is werth dwelling on the values
component of these competencies for & moment longer. If one begins to discuss with
teachers who wish to help their pupils develop initiative ways in which they might do
so ‘more effectively, it is not long before these teachers begin to express doubts about
the desirability of doing so. Might one not be letting the pupils in for a life of misery
and frustration if one helped them to develop initiative and then released them irito
the world as we know it? :

It is of interest to note that this questios is almost atways raised only in reldtion to
positive interventions. Rarely is it suggested that one might be channeiling one’s pupils
" into a life of frustration and misery if one did no# help atleast some of them to develop

the leadership and management skills that are needed if good new ideas are to be acted
upon in society and the institutional m ana;—;em-ent struetures of soclety changed so that
“the world is & better place in which to live, Equally, might one not be harming one’s
-pupils’ life chances if one taught them to value knowledgeability rather than action;, or
if one taught them to be dependent on the word of authority and the textbook instead
of to-question accepted authorities and make their own observations? Still more
pointedly: Might one not be positively damaging the life- chances, and pattern of life
satisfaction, of those pupils-who lack academic abilities but who are extremely talented
- whertitcomesto making forecasts, making good decisions, inventing new ways of doing
things or new solutions to problems, or getting other people to work together effec-
tively, if one does. not actively help these pupils to develop one or other of these
importarit talents and does not record those qualities on the certificates used by
emplayers to select candidates for employment?
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Self-Motivated Nature of These Competencies Sa
far, we have drawn attention to the fact that the qualities teachers and pupils are
most anxious for schools to foster—although they believe that schools do so extremely
badly at the present time—differ from the goals of education that have received most
attention in most secondary schools for the last quarter of a century in that they are
much more accurately thought of as concerned with fostering competencies than with
conveying knowledge of subject matter, They also involve a much more explicit
values component. We may now draw attention to one more characteristic shared by
these competencies: that a key feature of these competencies is that they are motiva-
tional dispositions; as a result the methods appropriate to fostering and assessing them
are those appropriate to fostering and assessing motivational d15p031t10ns

Let us expand this somewhat dogmatic assertion by taking an example. One feels
somehow that it is not quite right to describe as “initiative,” *“consideration for others,”
or “making one’s own observations” behavior that has only been engaged in after the
pupil has been told what to do, whom to be considerate to, or what to observe. On
further reflection it seems that the self-motivated, spontaneous nature of these char-
acteristics cannot be overemphasized, If one is interested in fostering such characteris-
tics through education, one has to teach pupils to generate the trigger to the activity
themselves so that they will engage in it spontanecusly in new situations in which
there 1s no teacher to tell them what to do. Lack of understanding of precisely how
to teach pupils to be self-motivated, how to foster motivational dispositions, has
deterred many teachers from attempting to help their pupils to develop such char-
acteristics. Yet it is hard to see why this should represent a majot stumbling block if
pupils are placed in situations in which they are motivated to engage in such activities
in order to reach goals they value, and if they are enabled to experience the satisfac-
tions that follow from engaging in these activities in the course of reaching goals they
themselves value, H their learning can be arranged so that they can do these things, it
would seem probable that they wifl come to develop the ability to engage effectively
in the activities and come to wanr to engage in them in the future. They will come to
engage In them spontaneously as the need arises. Not only will they come to develop
the spontancous tendency to engage in these actions and the ability to do so effec-
tively, they will also come to tolerate the frustrations involved in pursuing self-moti-
vated activity and develop the self-confidence needed to engage in such activities. They
will learn that the doubts and anxieties that well up in the course of embarking on a
new task pass, to be replaced by the satisfactions of achievement. They will learn that
they themselves can find ways of overcoming unanticipated difficuities that might

- otherwise have prevented them from reaching their goals.

NATURE OF SPECIFlC COMPETENCIES

We have now seen that the qualities teachers and pupils think most important for
schools to foster, although sadly neglected in the past, are best thought of as compe-
tencies, as self-motivated competencies, and that two key features to be borne in mind
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when' thinking about them are that they involve a major values component and are
best thought of as motivational dispositions. Furthermore they are probably best
developed through educational programmes that differ markedly from those with _
. which teachers have been preoccupied in the past. Let us now take two or three
examples of these characteristics and analyze their nature in more detail in the hope
of being able t¢ become still more specific about their nature and the ways in which
-they might best be fostered. We “will proceed in a somewhat cyclical fashion, First we
will look briefly at a number of these characteristics, their nature, and the ways in
which they might be fostered. Later we will examine one or two in more detail and try
to become more explicit about the essential ingredients both of the characteristics
themselves and of the learning experiences required in order to foster them.

The Tendency to Learn Wzrhour Instruction Tat us
flrst take the ability to learn without instruction as an example of a competency many
teachers would like to be able to foster more effectively. The ability to learn without
instruction involves an interest in finding out about new things and enjoyment in
doing so. It means seeking the information needed to help one tackle one’s own prob-
lems—not someone else’s. It involves reading with a purpose and discarding all things
that do not relate io one’s purpose—which, under current conditions, probably means
discarding most of what goes on in schools. But it also involves making one’s own
‘observations, collecting one’s own data, and systematically testing one’s ideas. Thus it
involves the tendency to notice one’s own problems, the tendency to do something
about them, the spontanecus tendency to make one’s own observations, and the
willingness to think for oneself.

Developing sensitivity to problems and sensitivity to the creative ideas that would
help one to do something about them are not things on which schools tend to focus
a great deal of attention at the present time. Yet sensitivity to these things is basic te
effective action. Sensitivity, whether it is to the physical or human problems that have
to be solved, or whether it is to the germs of creative ideas that would enable one to
begin to solve them, involves sensitivity to one’s own feelings,

- Without fostering sensitivity to one’s own feelings—which may include such feelings
as “This schoclwork is a complete waste of time”—one cannot hope to help pupils
develop the ability to notice problems, the ability to deal better with the physical or
human environment, the ability to be creative, or the ability to take initiative.

Only by practicing paying attention to these fringe feelings, bringing them into full
consciousness, and tolerating the time-consuming and laborious task of mulling them
over and really thinking about their implications can one develop these charac-
teristics. Yet where do schools (or universities for that matter) encourage their
students to spend time doing these things? Time to read, reflect, and dream—such an
important ingredient of education in developing the ability to think for oneself—is
lérgely a thing of the past. But it is not merely a question of providing the time to do
these things, for if pupils are to develop the tendency to do these things spontanecusly
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they must have had ample ex‘perie'nce of being successful in these actii!ities and of-
experiencing the delightful flashes of understanding that come at the end of the long’

" and tedious process involved. If they have not had these eXperiences, pupils éannot_ be

expected to develop the self-confidence nseded. to %now that the whole frustrating
business will pay off in the end, They cannot be expected to know that they will
eventually get these very worthwhile experiences that will make the whole process

~worthwhile. If they are to be sure-to expetience these things, they need to develop

these capacities through a graded series of learning expériences that ensure success in
self-motivated activities. SR g
‘Teaching pupils t0 learn on their own involves making sure that they have ample
_expe_rience of being able o notice previously unnaticed problems, of being able to .
make theéir own observations and seek out existing knowledge that will enable them
to build up an understanding of the reasons for those problems or of the reasons for
the existence of problems that were accepted as a fact of life. '.Tliereaft:er it involves

. making sure that they have ample experience of beiﬁg able to test the understanding

so buflt up and of collecting vital . additional information' (and avoiding collecting
lrivial, useless information), of being. able to invent solutions. Pupils need to have
experience of being able to come to good: judgments, based on incomplete evidence,
as_to what should be done; of initiating action.on the basis of ﬂlose'infom;ed, yet
tentative, judgments; of monitoring the effects of such action to make sure that it
has the desired effects; of changing the 'underst'anding they' have built up as the result

. of observing the consequences of their actions; and of taking effective corrective

action when necessary. ; : - :

Without these. experiences how can pupils. fail to develop feelings of inferiority?
How _cah‘ they fail to lack confidence in their ability to learn on t_heir own, their ability
to make good judgments, and their ability to initiate action on the basis of incomplete
irfforma_tion secure in the knowledge that they conld take effective correciive action if
necessary? Yet these are the things pupils will have to do all their lives, when the
teacher is not there, The development of realistic self-confidence implies having done
these things sufficiently often to know that one can do them. One cannot develop

: Tealistic seif-confidence in any other way. The teacher’s task is to- generate graded

sequences of situations in which pupils have the opportunity. to develop higher and
higher levels of these characteristics. A o o

The Ability Z'o.-_Communfcare Effectively. . Turning

-now to another example. Developing effective communication skills seems to involve
developing the spontaneous.tendency to notice things that are worth communicating;
‘that is 1o say, sensitivity to inner feelings that register preliminary indications that
-there is some aspect of external reélity requiring further examination, the desire and

the wish to communicate these things, the ab itity to evaluate the value to the audience
of that which is to be communicated, the commitment needed to make the ideas or
feelings to be communicated fully explieit and to track down an appropriate medium—
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words,.paint, or music—for communicating them, a stock of tricks of the trade for
corimunicating these things, and sensitivity to feedback from one’s audience concern-
. ing the adequacy with which the communication has been effected—feedback much
more important, and much more likely to be acted upon, than that provided by a
blunt red pencil.

All of these things probably involve enjoying these activities and having repeated
experience of the satisfactions that come from having successfully completed a diffi-
cilt but self-chosen task in this area. Experience of these satisfactions is important; it
is this which is likely to lead pupils to want to do these things spontaneously in the
future.

A Common Thread in the Components of Competence
So far we have treated various competencies as if they were totally different, but by
now it is becoming clear that there are some recurring themes running through our
discussion. We may therefore suggest that while the competencies are directed toward
different goals, which may or may not be valued, it may be that a common set of
qualities is required | to reach those valued goals effectively. Indeed the competencies
we have discussed seem to be relevant whether the characteristic to be develaped is
initiative, considerateness, the tendency to clarify one’s values and life goals, confidence
in social interaction, the ability to get others to work together to achieve a common
goal, the ability to understand an overall programme of activity and one’s own place in
the whole without being given detailed instructions (followership ability), confidence
with figures and numbers, independence, logical critical thinking, or inventiveness
and the ability to apply one’s knowledge to important new situations.

MORE DETAILED ANALYSES -

If we tentatively accept that what we are working toward might indeed be a fruitful
way of looking at these competencies, let us take two final examples and attempt to
separate the values component much more explicitly from the competencies that
would seem likely to lead to the attainment of the valued goal, and let us examine the
latter competencies in more detail. Let us take the ability to find the information one
-needs and initiative as our examples.

Finding Information Finding the information one
needs involves valuing:

1. The end state to be achieved as a result of collecting the information. We may note,
in particular, that most of the time pupils do not value the end state that they are
expected to strive to achieve by collecting information in most schools, and we e may

- conclude, therefore, that pupils are unlikely to develop this characteristic.

2. The process of information seeking—an Mtellecrual as distinct from a practical

activity. Af present schools stress the importance of information itslef and neither
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the importance of the process of obtaining it nor the- importance of the practical

© utility of that inférmation in solving a particular problem;

de

. Utilization of scientifi¢: method. In order o generate accurate information about

the world, one has to be prepared to guesiion the current explanatjons_, invent
alternative hypotheses, and then invent means of testing these hypothesés systema.
ically. ' s R '

- Reflective abstract thought.. :
- Finding out new things for onesell; making one’s. own observations, father than

relying on the words of authorities and teachers,

If one is going to find 'th_e.jn'format'ion one needs effectively, one also needs to have
véloped the follo wing’cdmpdnems of effective behavior: - '

Confidence in '.one_’s abilities in thiy area. This implies having had ample experience
of having been-able to find the information ene needs in books and in the heads of

: cblléa'gu'esginforxna_tiori'that' reallgk_does‘_éhaﬁl_e_. one to progress more effectively

toward one’s own goals {and we may note that most of the information currenily
provided in most schools does not help rﬁqst pupils-to do this), and ample experi-
ence of noticing vague 'feelings of unease on the fringe of consciousness', vagug
indicatogs that a more effective route to the goal will be found if one reflects further
on significant facts dimly _of:)tr_udin_g from their background, bringing these up into.
full consciousness, acting on them, and finding that the whole p_rdcess'w_a's worth-
while and did help achieve one’s goals. ' ' '

The presence of, and tendency to usé_, w.eILprar':ticed, effective strategies for finding
ouf about the environment~strategies for stimulating the physical aid social

" environment and for stimulating organizations, so as {0 observe the consequences,

and thereafter being able to. draw Iogical_inferences from thése Ghservations inthe
context of other knowledge. : ' '

WiHingnes_s to notice p_robIe-m's_—sensiti’vity" to vague indications that one hag a prob-
lem, and willingness to pay attention to these feelings; mull over them, bring them
into full consciousness, and explore their implications. '

- Ability to search out relevant information in one’s environment; ability to pursue

- leads that take one to relevant information and ability and tendency to discard the

ex

irrelevant.

: Initiative - We may now take a second and final
ample for detailed analysis and go into it still more thoroughly. Initiative seems to

involve the following vaiues:
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. A value for the end sigte in relation to which initiative is supposed ta be displayed.
If one values performance at football; one will tend to show initiative in relztion to
ways of improving one’s peérformance; one will have standards of performance in
relation te football; and one will display sensitivity to feedback concerning ways
of improving one’s performaﬁce.

. A value for working independentily, for taking personal responsibility (rather than
going along with the mass or leaving things to others),

. A value for being an individual tather than conforming to the group.

. A value for doing new things rather than for conforming to tradition (although an
innovative individual might be expected to seek out better ways of conforming io
tradition if he raled being traditional),

In summary, acting independently involves a value both for the end state toward

which the activity is directed and a value for particular patterns of behavior, {(We may
note that this suggests that, as far as educational inputs are concerned, it may be
important for teachers fo work with pupils to clarify Bo#: of these.)

In addition -to these values, effective initiatives and effective innovative behavior

‘would seem to involve the spontaneous tendency to display 2 number of the com-

ponents of effective behavior listed below. (We give 2 much more complete list on this
occasion as this will be our final discussion of these characteristics.}

oy

L]

—Self-Confidence, which would seem to mean:

. Knowledge, based on experience, that one can work with others, that one can take .

" a leadership role, that one can enlist others’ help and support. If pupils are to
develop confidence that they can do this they will need 1o take part in a number
of exercises designed to foster a number of different types of leadership ability—
and not merely o take part in these exercises but also to succeed in mastering
them.

. Knowledge, based on experience, that one can take effective correstive action if
activities one has inifiated do not turn out as expected; if one sets out in the
wrong direction.

. Knowledge, based on experience, that one’s judgment and ability to make decisions
are good: that one can correctly, if subjectively, assess the relative importance of
the various components involved in making a decision in order to arrive at a good
decision, a decision that will stand the test of time. This involves learning that one
does not have to have complete information on every aspect of a situation before
one makes a decision, but instead to recognize when one lacks eritical information,
and,’if décision making is to be good, learning not to become precccupied with one
or two considerations to-the neglect of other, perltaps more important, considera-

" tions, ’

- Knowledge, based on experience, that one can cope with new situations and new

people,
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. Knowledge, based on experience, that one can do at least some things better than

other people,

. Knowledge, based on experience, that, should the need arise, one can change the

paiterns of one’s competencies, learn to do new things, perhaps things of which
one has no experience.

. Knowledge, based on experienice, that one can master tasks that at first appeared

to be too difficult. .

Decision-making ability: the spontaneous tendency to recognize, and subjectively
take into account, the many factors jnvolved in arriving at a good decision rather
than to become preoccupied with only one or two of the relevant considerations,

W:‘Zi'z‘ngness to tolerate the boring tasks that are necessary in the course of achieving
one’s goals, but—equally—unwillingness to tolerate boring tasks that do not lead to

. important goals.

Sensitivity to one’s feelings and. emotions, and willingness to unleash them in order
to attain a goal; being willing to recognize one’s feelings and emotions and the

- tendency to put them to good use rather than to deny that one has such feelings.

The tendency and the ability to lead effectively: the tendency and ability to
effectively enlist the help of others when necessary to achieve one’s goals. The
spontaneous tendency to do the things necessary to get others to turn their energies
into goal attainment; the spontaneous tendency to notice, and do something about,

- psychological barriers fo effective action on the part of co-workers and subordinates;

sensitivity -to. organizational problems that prevent individuals from functioning

-effectively, and the ability and willingness to recoghize and reward those who

themselves attend to such problems to the detriment of their “work.”

The tendency and the abz’ﬁty to follow effectively: the tendency to try to under-
stand an overall programme of activity and take the initiative to work out one’s
own part in the whole, and get on with it, without having to be told in.detail what
to do. ' '

Tolerance for abstract thought and a willingness, and tendency, to think about and
plan to avoid, obstacles to the effective achievement of one’s goals,

Knowiedge of, and tendency to use effectively, strategies Jor finding out how things
work: strategies for prodding institutions and other people in order to find out
how they work, for prodding social situations in order to discover which are the

_.most important variables. One can find out very little about people, institutions,
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.ot situations by simply looking at them or asking guestions. One can, in many

cases, learn a great deal more by stimulating them in some way and cbserving the

- reaction. Effective strategies for doing this at a research level are badly needed.

- Tendency to seck feedback, ability to recognize it, and tendency to utilize it ie.,

(a) Sensitivity: knowledge that it is important to pay attention to slight feelings of
unease, sensitivity to these feelings, and a tendency to mull them over, bring thém
into full consciousness, and act on their implications; (b} Tendency to systematically
review progress toward the goal, ask why it had not been more effectively achieved,

and make explicit the implicatiens for one’s future behavior,

- Tendency to notice resources: to utilize the resousces that are available, to find

ways of ge{ting things done.

. Ability to locate resources: the ability to track down physical and human resources

that would help one to tackle one’s problems.

Ability to learn without instruction: the tendency and the ability to make one’s
own observations, to seek out one’s own information, 1o make contact with others
working on related problems.

. Creativity: the tendency o mull over glimmerings of understanding, to toy with

ideas; the tendency to turn things over to the unconscious when all the preparation
that can be done has been done, and then fo engage in activities that permif new
ideas to come to the surface, yet remain sensitive to good ideas on the fringe of
consciousness, springing on these and shutting off one’s other work when they
GCCur.

Tendency fo engage In integrated thoughtuction-feedback strafegies in order to
generate effective action—rather than distinguish sharply between practical and
intellectual activity and believe that one is more satisfying that the other,

. Willingness to tolerate the anxieties that arise when one is not sure if one is doing

the right thing or going about it in the right way; knowledge thatf these anxieiies
pass and that things tend to turn out alright in the end.

. Willingness to tolerate the frustrations that arise when one tries to do something

new. This.is achieved as a result of repeated experience of having gone throngh the
frustrations and arrived at important goals.

. Tendency and ability 10 set up win-win relationships with others. Instead of subjec-
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tively defining all situations as competitive, as situations in which if one person
gains another loses, 1o develop a tendency to seek ways of defining situations such
that both people involved can work toward the achievement of their goals,

— Tendency to utilize experience and use one’s own skills and abilities in an effective
fashion.

— Tendency to sift the urgings of others for useful information, but to discard seme
suggestions and injunctions and fo modify others; in the end to rely on one’s own
Judgment,

Summary Statement on the Nature of Human Resource
Characreristics In summary, then, we have drawn atiention to the motivational
nature of these human resource characteristics and broken them down into a set of
values and a set of efficacy characteristics. We would argue further that, although the
other human resource characteristics we have mentioned involve valuing different end
states and courses of activity, the efficacy characteristics are generalizable across
valued goals. Attention may also be drawn to the fact that it seems more important
10 possess a number of these components of effective behavior than to have developed
any one of them to a very high level.

Although we have already mentioned them several times we may draw specific
attention to the importantce of self-confidence and sensitivity as all-pervasive com.
ponents of effective hehavior. A variety of types of self-confidence seem to be partic-
ularly important. These would include confidence that one can work effectively with
others; confidence that one’s judgment and decision-making ability are good; con-
fidence. that one can overcome unanticipated problems and take effective corrective
action when necessary; confidence that one can find or invent the information one
needs; confidence that one can change the pattern of one’s knowledge, 'skﬂls, and
atlitudes, should the need arise; and confidence that one can getother people to release
their energies in the effective pursuit of important goals, that one can get them to put
their best feet forward and puil their weight.

Development of all these forms of self-confidence would seem fo involve going
through sequences of learning experiences in which one develops higher and higher
levels of the knowledge and behavior tendencies required. One cannot develop realistic
self-confidence unless one has had ample exfierience of tackling difficult tasks of each
type and being able to master them.

Another pervasive competency would seem to be sensitivity to one's feclings and
ability to use the information provided by them. We would include sensitivity to
feelings of enjoyment and dislike and the tendency to turn these emotions into goal
attainment; sensitivity to feelings indicating that one has a problem or the germ of 3
solution; sensitivity to indications that one has not fully understood other people’s
CONCerns; sensitivity to other considerations that should be included in one’s frame of
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reference when making decisions; sensitivity to summative, impressjonistic, judgments
one may not be able to fully explain; sensitivity to feedback that indicates whether or
‘not one is achieving one’s goals and, if not, why not; sensitivity to resources that can
help one achieve one’s goals; and sensitivity to conflicts about the desirability of
achieving one’s goals and the tendency to do something about resolving those conflicts.
Once again, it would seem, education could do much more to foster these forms of
sensitivity .

EDUGCATIONAL PROCEDURES NEEDED TO HELP PUPILS DEVELOP TEESE -
‘CHARACTERISTICS ) .

The speculations and reflections we have discussed raise the question of whether what
is needed in education is both procedures designed to assist pupils to clarify their values
and procedures designed to help them develop the components of efficacy and com-
petence.

Value-Clarification Inputs Procedures to help pupils
clarify their values may involve highlighting the consequences of pursuing different
personal and end-state goals, consequences for both the individual concerned and for
the society in which he lives, in different types of society or in different subseciors
of society where different institutional structures are present. If one had adequate
anthropological and research reports the long-term consequences of pursuing different
goals through different methods in different institutional structures could be docu-
mented by using these reports. Students could be helped to absorb such research
results by translating them into case history materials, role models, and educational
“games.” :

Unfortunately most of the necessary research into the consequences of possessing
different values and attitudes remains to be done, case history material still has to be
collected, and demonstration exercises largely remain a thing of the future. It is,
therefore, useful to consider the extent to which literature and history texts make
certain values clear and portray their consequences in a usefu} fashion.

History books may suggest that the important determinant of what happens in a
society is only the personality of the people in power, who comes to power, and the
battles that are fought. Few questions are raised about the importance of beliefs and
attitudes widely shared in the society. These may have led to particular sorts of
individuals being placed in positions of power and authority or to their being able to
wield their authority in particular ways. Questions might also be raised about the
possible relevance of the values of the ordinary people, values and expectations widely

" shared in the population, which everyone in the society contributes to in a relatively
inarticulate sort of way. Changes in these values and expectations may produce broad
and continuing changes in society, changes over which great men and battles have
relatively little influence. Such values and expectations may determine the general
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direction in. which a society develops, a direction that great men can articulate and

' ‘hasten, or retard, but-not basically change.

As far as literature is concerned one may ask what are the dominant values of the
different characters portrayed and seek to make the consequences of these values more
-explicit. One would wish to trace the consequences for the individuals themselves, for
their families, for the institutions in which they work, and for the society in which
they hve. How many of the components of effective behavior we have outlined do
they portray? And what seem to be the consequences?

; Efficacy Déveiopfng Inputs Leaving now the vital
question of value clarification exercises and turning to educational inputs that would
be expected to help students. fo develop the components of efficacy, it may be sug-
gested that these might involve: ' :

1. Providing pupils with opportunities to conceptualize these characteristics, with
éppor_-tunities o analyze and think about them. One may wish to provide them -
with concepts in terms of which to think about the components of effective be.
havior, and then enco'u_irage them to; :

“a. Think about their own previous behavior in these terms.
b. Think about their future in these terms. '

{Both of these would seem to be very impottant in-that they would involve relating
" the conceptual framewbrk to themselves and checking it for its validity.) .

. Analyze case histories in order to see how these things have worked for other
people and what the consequences were for them, Twow

d. Look at research resuits relating to the antecedents and consequences of these
characteristics in different social structures, '

As a resuit of doing these things the pupils should become thoroughly familiar with
the concépts and relate them to themselves in such a way that they can do something
about them. ' ' ; '

2 Providing pupils with role models so that they can see more clearly how these things
~actually work out in practice and lesn through that muchmegleéted educational
input—im‘itation.:Again case history material is important, but one ever-present
tole model js the teacher. If pupils see their teachers as downtiodden; ineffectyal

© individuals, who complain that they are unable to do anything because of “‘the
system™ in which they find themselves {that is to say, becausé of the Ministry of
Education), one can expect their pupils to behave in exactly the same way; if one
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hears teenagers saying that the only thing that will do any good is 2 revolution that
wilt ‘b ange the sy% erm, One may gue%‘; whcre -at least in part- t‘u,y learned it!

they become well-formed and well-tried hahlts. In organizing such activities atten-
tion should particularly be paid to the following:

a. Pupils must have ample opportunity of practicing these activities for themselves
—of triggering them off for themselves—so that they become able to engage in
them spontancously in the future, They must become sensitive fo the situational
cues that will tell them when to engape in these activities.

. Pupils must have ample experience of the satisfactions that come from cngagmg
in these activities: it is these satisfactions that will make them wens to do these
things in the future, and it is the knowledge that these satisfactions follow that
will make them prepared to tolerate the frustrations, anxieties, and boredom in-
volved in achieving their goals in the future.

. Pupils must have opportunities of practicing these activities i nonthreatering

. situgtions. Tn real life a mistake often brings major punishments. The object of
educational tasks must be to avoid these so that the individual will try out new
way$ of behaving and then be able-to haitingly evolve more and more effective
ways of behaving. This is particulatly true of interpersonal competencies; a mis-
take in the performance of a new sociai rcle in a realdife situation courts embar-
rassment, ridicule, and disaster, New ways of relating to others must therefore be
practiced in nonthreatening situations until they become strong enough and well
formed enough to be used in the real world.

L&

We may now draw out some of the implications of what we have just said and
expand some of the points that have been made.

1. If the pupils are to practice generating activities for themselves, then at least some
of their learning must take place through performing these activities in relation to
goals important to them: one cannct expect pupils to learn to release these activities,
to want to engage in them, to tolerate the frustrations involved long enough to
experience the satisfactions that follow, if they do not value the goal in relation {0

- which they are expected to practice these things.

It order to clarify the goals in relation to which teachers might take steps to gen-
erate sequences of learning experiences designed to achieve these goals, we have col-
lected some information about pupils’ spontancous motivations, their concerns and
their values—the things they will be keen to do—in relation to which jt would be possible
to develop sequences of learning experiences designed to develop these characteristics.
This material is available in Raven (1976) and more detail will be found in the authors
forthcoming book mentioned on the title page. :
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2.

The learning experiences should involve educational games and role-play sessions
that enable pupils to develop higher and higher levels of these characteristics, to
try out and practice new -ways of behaving, to check out for themseives verbal
statements that the behavior is effective or enjoyable, and to experience the satis-
factions that follow. They will then know, from firsthand experience, that the
information they have been given is true and they will therefore not believe those
who try to pour scorn on them and tell them that these things do not work in the

- way in which they are supposed to work; they will know from firsthand experience

what it feels like to behave in this way, that they can behave in this way, and what
the consequences are, ' '

As we said earlier it is particularly important these learning situations involve group

as well as individual activities so that interpersonal competencies can be tried out and
developed. '

3.

wh

The learning experiences must permit .each individual pupil to experience the
satisfactions that follow. As a result, the teacher’s task becomes not to reward
processes ‘(such as irying hard) rather than the result (the right answer), but to
structure individual sequences of learning experiences for pupils such that pupils
experience the intrinsi¢ satisfactions that follow, intrinsic rewards they will con-
tinue to obtain when the teacher is no longer present to reward them.

. If pupils are to develop interpersonal competencies, théy will need to gain insight

into the way in which other people think and feel and the constraints that operate
on them; once again role-playing exercises will help to develop this tendency, even
if they themselves do not adopt into their own behavioral repertoire features of
the role they play. : : '

. Not merely is it desirable for pupils to engage in these activities and to experience

the satisfaction for themselves, it is also desirable for them to explore the conse-

. Quences of a variety of ways of behaving. Pupils believe that if they are asked to

take initiative a number of consequences will follow. Thus they may feel that they
will be unable to tackle the situation; disaster will ensue; they will be expased as
incompetent fools; other will laugh at them, deride them, and lose their respect
forthem; they will not be able to obtain all the information they need to make a
good decision; things will happen which they did not envisage and which they will
not be able to control; others will not help them with their task and they will be
unable to get other people on whom they are dependent to pull their weight; the
whole exercise will be a thoroughly shameful, frustrating, frightening, and un-
pleasant experience. :

If teachers develop carefully structured sequences of learning experiences they can
ensure that pupils discover that these things do. not happen; they can ensure that
pupil’s expectations are proved wrong. The learning experiences can also be struc-
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tured to help pupils to develop the competencies required to ensure that these
things do not follow. Developing these sequences of learning experiences involves
“teachers in branching out into new and uncertain areas where they will be uncer-
tain of the consequences, and may have to take the corrective action later. But one
thing is certain: so long as pupils continue to believe that these things will follow
they cannot be expected to engage effectively in such behavior.

In summary, then, two features of the required learning experiences are: first, that
. pupils be able to practice and develop these efficacy characteristics through graded
sequences of learning experience geared to goals that are important to them—if Lhey
do develop them in relation to those goals they should later be able to generalize them
to other goals they come to value; and, second, that teachers develop case- “history
material, role models, educational games, and role-play sessions that will enable pupils
to understand the components of effective behavior and practice that behavior-
particularly its interpersonal components—in relatively nonthreatening situations.

. Project Work  Such components can also be developed
through project work. However it is jmportant to note that the project must be care-
fully organized to achieve these goals, and that it must be evaluated in terms of whether
‘or not it has helped the pupils develop these competencies. If it is to continue to be
used to try to foster these competencies, then evaluation must not be in terms of such
things as whether or not pupils have mastered prescribed knowledge, or even in terms
of whether they have made an “original” contribution to knowledge. It must be in
terms of whether pupils have developed the competencies the teachers set out to de-
velop. Ft is particularly important that pupils engage in project work of this sort. Many
pupils leave school with built-in cognitive and emotional barriers to effective action.
They believe that they are incapable of making their own observations and learning on
their own. They believe they are incapable of getting others to work with them. They
believe that they could not work with others who had different values, beliefs, and ex-
pectations. They believe they must leave all important activity to experts. Not surpris-
ingly! I they never have an opportunity to explore the consequences of behaving in
the ways we have discussed, they will never have an opportunity to experience the
satisfactions that follow; they will never learn that the anxieties of doing a new task
pass; they will never learn that they can take effective corrective action if they decide -
to do something about a problem, but, after considering alt the information they can
reasonably obtain, they set out in the wrong direction; they will never learn that their
fears of dire consequences on engaging in certain sorts of behavior are unwarranted;
they will never leamn to tune in to their feelings and develop self-reliance; they will
never learn how many different ways of perceiving situations there are; they will never
learn how to enlist the help of others in achieving their goals; they will never learn that
they can master tasks which at first appeared too difficult; they will never leam to
take responsibility themselves; they will never learn effective straiegies for relating to
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others; they wili never learn not to usurp responsibilities that can confidently be left
to athers; they will never learn the importance of paying attention to, and taking ef-
fective steps fo influence, social processes outside the limits of their immediate job;
they will never learn that they do not have to be certain of the outcome of an activity
before embarking upon it; they will never learn that if they want to reach a goal the
sooner they embark on relevant activities the better -otherwise the march of external
events is likely to make it impossible to reach it.

Put more positively, it is clear that project work could be used to develop the ten-
deiicy to werk e*featnciy with others, to understand other people with very differe
backgrounds and values, to develop respect for others, to develop sensitivity to prob
lems; the tendency to reflect on vague feelings on the iringe of consciousness, bring
these up into full consciousness, think about them and decide to do something about
them; to develop the tendency and the confidence to think for ongself, the confidence
and the tendency to initiate zction in a coherent thought-action-feedback-thought-
comective-action strategy, the confidence to know that one could learn more about
the situation one is dealing with from the effects of one’s actions, the confidence Lo
krow that one need not inhibit action because one is not certain of the outcome but
father that one can monitor the effects of one’s actions and take effective corrective
action o achieve one’s goals, the tendency to be sensitive to things that cught to be
communicated, to invent ways of communicating them and to be sensitive to feedhack
that suggests ways in which the communication could be i improved, and the fendency
o notice the need to deal with community-wide problems and the tendency to take
on oneself the responsibility for dedling with them—which involves taking steps to find
out how communiity, national, and internaticnal institutions work.

Although all these things could be developed through appropriate forms of project
work, it must again be emphasized that much * ‘project work™ is geared to none of
them. Furthermore, different forms of project work are required to reach these various
goals: ore does not use the same form of project work to generate the ability to work
with others and to respect other peeple’s points of view as one does to develop the
tendency to pay attention fo the glimmerings of unease that indicate one has a prob-
lem or the germ of its solution {although the two may be combined). Furthermore,
onice made explicit, these goals can ofien be more erfectlwly achieved through some-
thing which is more correctly described as an *educaiional exercise,” with known
characteristics and consequences, than through the much more haphazard procedures
associated with project work, the success 8F which is so ‘dependent on the understand-
ing, insight, and intuition of particular teachers.
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