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The Most Important Problem in Education is to Come to

' JOHN RAVEN ' ‘ .

SUMMARY. v
There is widespread agreement among teachers, pupils, parcnts and employers that
the main goal of education is to develop the character of the pupils and to foster the

‘spontaneous tendency to behave in a competent manner.’ Studies of the qualmes

required in the workplace support these opinions.

Yet schools tend to neglect these goals. This is -partly because achieving them
either involves influencing pupils’ values or helping.them to develop the value-laden
q'ualities which are required if they are to reach their own valued gouls effectively.
Yet, as a society, we are very ambivalent about either explicitly seeking to influence
values or tailoring educational programmes to personal values. Their neglect is also
partly a result of psychol()gms not having provided teachers with the understanding
of the nature and variety of competence, and the ways in which its components are
to be fostered, which is required if these goals are to be attained. Their neglect is
partly a product of psychologists not having provided society with the information
on the personal and social consequences of pursuing alternative goals which is
needed if we are to make more rational choices of goals. But their neglect is mainly a
consequence of the fact that neither teachers nor pupils can. get recognition for
working towards these goals in a form which has the murket value of academic
examination attainments.

But not only are these, the main goals of education, neglected. Secondary schools
do not generally confer any educational or developmental benefits on their pupils.
Indeed, their sole function seems to be to legitimise the selection of a few pupils for
privileged positions in society. Even this selection and placement function is
performed poorly because schools fail to credential many of the pupils who would be
most likely to contribute to the development of their society in ways which would
lead them to be selected for those positions.

The statement that schools do not help their pupils to grow in worthwhile ways is
an understatement. They stunt the growth of many of their charges: Furthermore,
the attitudes, values and perceptions which they lead many of their pupils to adopt
would be expected to bring in their train some highly undesirable consequences for
society as a whole. Indeed, such work as is availuble suggests that they do have these
undesirable consequences.

The solution to these problems is, at first sight, as horrlfymg as the problem. It
involves asscssing these value-laden qualities as part of the schools” normat process of
recognising, fostering and credentialling talent. This information will allow schools
to foster different qualities in different pupils, to gear the pupil’s education to his
own values, and to draw potential employers’ atention to pupils’ strengths. By
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drawing cmployers’ attention to pupils’ strengths schools would enable pupils to
continue to capitalise upon, develop and utilise their strengths in the waorkplace.

Not only do most people find the prospect of assessing these qualities horrifying,
they also think that it would be neither possible nor desirable 10 individualise
educational provision in a way which would permit individuals to develop and utilise
their idiosyncratic talents. They think it is a sign of weakness on the part of the
employee if his employer has to ask himself where best 10 place him so that he wil
work effectively. Insicad of differentiating between employees’ strengths they think
in terms of ‘general ability’ or ‘quality’. They construe ‘equality of educationsl
opportunity’ to mean that everyone should have the same provision, not equal access
to one of a wide varijety of different 1ypes of provision.

If we are 10 tackle the most pressing problem in education, therefore, we have 1o
bring most of the population 10 re-examine these broader civic and social aititudes
and beliefs. Finding a solution to these problems is critical 1o the continued
existence of our society. It involves coming to terms with values.

THE AGREED GOALS OF EDUCATION INVOLVE INFLUENCING
PUPILS VALUES,  AND HELPING THEM TO DEVELOP QUALITIES
WHICH CAN ONLY BE DEVELOPED IN RELATION TO GOALS THEY
VALUE

The first three tables show a series of educational objectives in the order in which
they were rated ‘very important’ by nationally representative samples of pupils,
teachers, ex-pupils and parents in Ireland and the UK (sce Raven, 1977, for more

vdetail).

Table I shows the items in order of importance as assigned by the Irish pupils.
The first thing which should be noted about this 1able is the first item. It reads
‘Ensure that you leave school confident, willing and able 1o take the initiative in
introducing changes.” Those who think that schools shiould not be in the business of
actively bringing about change in socicty should be challenged by this data. In the
eyes of the majority of the clients of the educational system, the primary objective of
education is to foster the qualities required 10 bring about change. Nevertheless, if
one reflects for a moment on the qualities which are required in individuals who are
1o take such an active and innovative role, one thinks of qualities which can only be
fostered through activities which are conspicuous by their absence in classrooms.
How many classrooms does one meet in which pupils display the levels of commit-
ment, energy, and purposeful activity which is conjured up by such a phrase?

There are several other objectives near the top of the pupils’ list which seem to
imply similar characteristics. Independence of thought and behaviour; applying what
one bas learned 1o new problems; learning without instruction. The most important
thing 1o note about all of these qualities is that they involve a degree of spontaneity
and self-motivation which is most uncommon in secondary school classrooms today.
In most classrooms pupils can be expected to learn docility, willingness to tolerate
boring and useless activities, and dependent rather than independent behaviour.
They can be expected to learn what is put in front of them, and possibly to learn
how to pretend to have learned what is put in front of them, rather than learn how
to learn without instruction.

Attention should next be drawn to the forward looking nature of many of the
qualities which appear at the top of the pupils’ list. The pupils are saying that they
think schools should be primarily concerned with helping them to clarifly their life
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TaBLE 1. Importance of objectives: bays. Percentages of boys rating each objective ‘very important’

. Ensure that you leave school canlident, willing and abie to take
the initiative in introducing changes.

. Encaurage you to be independent and able ta stand on your own
feet.

. Help you to do as well as possible in external examinalions like
the Intermediate, Leaving, Group Certilicate.

4. Have outside speakers about careers and other educational topics.
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5. Ensure that you know haw ta apply the facis and
have learned to new problems.

6. Teil you about different sorts of jobs and careers so that you can
decide what you want to do.

7. Have discussion lessans in which you would discuss things and
put farward your point of view,

8. Help you to develop your characier and personality.

9. Help you 1o undi d the imp! and
of marriage.

10. Ensuse that you leave school intent on being master of your
destiny.

11. Encourage friendships between boys and girls by, fus example,
running co-educational habbies and sacial clubs.

12. Ensure that you can speak well and put what you want to say
inta words easily.

13. Make sure thal you are able to read and study on your own.
14. Help you think out what you really want to achieve in lile.
15. Encourage you to have opinions of your own.

16. Provide you with sex educatian in the school.

17. Advise parents to give sex educaticn to their chitdren,

18. Tzach you things that will be of direct use 1o you when you
slart work in your job or career,

19. Give you experience of taking responsibility.

20. Make sure thal you get an education that is so interesting, useful
and enjoyable that you will be keen to continue ynur education
in adult life.

21. Make sure that you get a thorough religiaus educalien,

22. Take you on visits to factaries ar offices or other places to see
the dilferent soris of jabs there are and what work is like.

23. Give you information abaul the courses of Further and Highee
education thal are open to you.

24. Make sure that you really enjoy the fessons.

25. Run clubs and socielies (2.g. sports, hobbies, social and youth
clubs) for pupits out of schoof hours.

KEY 10 SHADING IN CHARTS
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Tagrrk 1. Continued

26 Educational visils in coanection with your subjects — such sg to
1ee chemucal ptanis, museums snd 1hestees.

Give you a say in how the chool n run,

Make sure you are conident and at ease when deating with peopla.
Ensure thal you can express yourselt clearly in writing,

Help you 1o develap a conuderate altnude towards othes peaple.

Make sute you go out inio the world determined to make lre-
land a better place in which 10 live,

. Teach you about what is right and wrong.
Pravide tacilities (of gupits 1o do thew bonework al school,
Help ynu to get on with othei people.
Encourage you 1o have a good Lime.

Help you to 1ake an interest in and 1o undesstand whal is going
on in the world now.

Intruduce you 10 new subjects, e.g philusophy, sociolegy,
archaralogy etc.

Encuurage you 10 have 8 sense of duly 1owards 1he community.

Make suie that you leave school aware ol the prolonged struggle
fo1 Juush treeduin and deterauned 1o uphold the ideals which
inspured it, )

Ensure that you feel conlident and a1 ease when dealing with
figures and numbers,

. Enable you Lo develop an interest in suhjects other than those
studied for examinations.

. Teach you about 2 wide range of cultures and philosophies so
1hat your own £an be seen 1o be only one of many.

Have Project work, that is work in which you have 1o make
something or do some investigalion and wrile it up,

. Make sure you have apportunities to give shart lectures and tatks
10 1he rest of your class,

. Ensure that you are sware of aspecis of school subjects which
you do not have 1e kaow for the examinations.

Teach you about bringing up children, hame repairs, decarating
and 50 an.

. Take you on hotidays in this country or abroad.

. Run courses for adults as welt as young people,

Have 1ules about the clothes and hairstyles you may wear in school.

Have rules about 1he sort of things you may do eulside of school
hours,
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For technical reasons the base varies from item to item, but the base for most figures

technical report {Raven er al, 1975) for exact numbers.

is 5-600. See
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values and how to achieve them effectively. Schools are expected to play an active
role in providing careers and vocational guidance. Again, how many schools do this
sort of thing very effectively? (As we will see, pupils, and ex-pupils, are far from
satisfied on this score.)

Quite clearly, as far as the pupils are concerned, schools are supposed to engage in
instrumentally valuable activity, whether this is by helping them to develop generally
valuable qualities which will enable them to lead their lives effectively, by helping

them to pass examinations and therefore get into good jobs, or by providing

guidance associated with their future, .

There are two final features of this data to which arttention should be drawn. One
is the extremely low importance that pupils attach to having rules to guide their lives
and behaviour. The sort of prescriptive, constricting, activities, in which teachers
often seem to love to engage, are not thought by the clients of the educational
system to be an important ‘part of their programme. The other, more important,
point is the meagre emphasis on aspects of school subjects not required for
examination purposes. This is one of several pieces of data which lead to the
conclusion that, while pupils want to pass examinations because of the benefits that
passing examinations bring, they do not attach a great deal of importance to the
academic content of their studies. Interestingly enough, as we shall see, this
perception is shared by their teachers. Teachers and pupils are working, against their
will; toward goals which neither believe to be of intrinsic value. Indeed, finding a
way of handling the discrepancy between the importance which pupils attach 1o
passing examinations and the low importance they attach to the content of their
studies is a key problem facing educationalists at the present time. The problem to
be solved is that of finding ways of giving teachers and pupils credit for working
toward the goals which they themselves believe 1o be the most important. Unfortu-
nately this involves giving them credit for fostering the pro-active qualities which
come at the top of the pupils’ list. Most of these qualities involve values and can only
be fostered and displayed in pursuit of valued goals. If we are to give teachers and
pupils credit for working in this area we must therefore necessarily become involved
in assessing value-laden qualities. And this is something which our society has, in the
past, been utterly unwilling to do. We have retreated into making assessments which
are ‘objective’ and, supposedly, ‘value-free’ precisely in the order to avoid these
value-dilemmas. But a consequence of doing this appears to have been that we have
rendered education, and much of our effort to develop and use the manpower
available to us as a nation, sterile. Psychologists have an urgent obligation to
contribute data which will enable society to handle some of the dilemmas which are
responsible for this.

Table II presents similar data obtained from teachers. Whar is immediately
obvious is that the characteristics which come at the top of teachers” order of
priorities are much more prescriptive and constricting than those which came at the
top of the pupils’ order of priorities. The pupils wished to develop qualities which
were expansive, expanding and open-ended. The teachers wish to engage in a much
more constricting set of activities designed to mould the pupils into pre-set patterns.
Nevertheless it is also clear that the activities which will be required if teachers are
to achieve the objectives which come at the top of their own list would still be a
great deal more growth-enhancing than most of what goes on in most classrooms at
the present time. The differences between the teachers’ and the pupils’ order of
priorities, while important, should not be exaggerated. There is a great deal of scope
for teachers and pupils to move jointly in a common enterprise.
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Tawer 1. The importance of educarional objectives. Percentage of teachers suying each objective ‘very
tmportant’ for ‘more academic’ pupils
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* These two items have been abbreviated from the items on the questionnaire which read:

“Make sure that they get an education that is so interesting, useful and enjoyable that they will be keen
to continue their formal education in adult life”.

“Ensure that they are aware of the prolonged struggle for Frish frecdom and are determined 1o uphold the
ideals which inspired it.”

Weighted base (= 100%) All teachers rafing ubjectives for ‘more academic’ pupils: 612.



The Most Important Problem in Education 259

In connection with data to be presented in a moment, it is important to note that
getting pupils through examinations came down in position 26 in the teachers’ order
of priorities. Pupils think that getting through examinations is important, but that
the content knowledge of which these examinations are designed to assess is
unimportant. Teachers do not even think that getting through examinations is all
that important compared with other objectives. Nevertheless, as we will see, it is the
objective that gets the lion’s share of attention. ' ‘

Table III shows comparative data obtained from earlier British Surveys, for pupils,
ex-pupils and parents on the one hand and teachers and headmasters on the other
(Morton-Williams et al,, 1968). It is clear. that there are major discrepancies between
the first three groups and the second two in relation to virtually all the instrumen-
tally valuable activities which might go on in schools. This covers examination
attainment, careers guidance, and things of direct use in one’s job or career. It is
difficult to see how any real progress can be made in a climate in which there are
such marked conflicts in perceptions of what education is all about. What is
important, too, is that there is in this table no evidence for the view often expressed
by teachers that pupils will change their minds as they grow up, get jobs, and
become parents. There is no evidence that pupils would regret it later on if they did
not pay attention now. )

The general results we have reported here—and our suggestion that the objectives
which most teachers and pupils believe ta be the most important aré currently
neglected—have been replicated by Johnston & Bachman (1976) in the United
States and by De Landsheere (1977) in Belgium. The general conclusion that the
educational system fails to help pupils to identily and foster talents is heavily
underlined in Flanagan’s (1978) report on the last findings from the project-talent
study.

But how seriously can we take these ratings? Are they just window dressing? The
first point to be made is that we did not get these items out of the blue. They
evolved through a long programme of exploratory work in which we asked teachers
pupils, parents, ex-pupils, employers and employees, in an open-ended manner, about
the objectives of education. The items we finally used were expressed to us, in strong
terms, by at least some people. The second point is that many of the objectives
which came at the top of the teachers’ and pupils’ lists lie at the heart of many
curriculum innovations. Some teachers believe them to be so important that they are
prepared to invest a great deal of energy trying to achieve them. But these studies
are of opinion only—is there any more objective way of confirming their validity?

THE OPINIONS OF TEACHERS, PUPILS, PARENTS AND EX-PUPILS ARE
CORRECT .

We have, in fact, carried out a series of studies to try to find out whether these
opinions are correct. In one study (see Raven, 1977) ex-pupils were asked what
benefits they got from their education. Only a small proportion were able to report
any benelfits, but such benefits as were reported involved developing qualities which
were related to those which came at the top of the lists. These qualities, if they had
been developed, had chicfly been developed by pupils who had held positions of
responsibility within their schools. A-similar conclusion emerges from the work of
Flanagan (1978) and Collins (1979).

In another study (Raven & Dolphin, 1978) a cross-section of employees in a wide
variety of organisations, ranging from the civil service through banks and offices, to
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large factories were interviewed. It was found that the qualities required to deal v.vi.th
the problems which plagued these organisations were, in fact, the very qualities
which have been mentioned. Like Collins (1979), we found that, when people had
developed these qualities, it was usually through particular types of work expcricnce.
Furthermore, although employers were often anxious to do so, they. often failed to
develop and utilise the wide variety of values, talents, and competencies, available in
their workforce. This was largely because they lacked constructs for thinking about
these qualities, how to assess them, how to develop them, and how to utilise them.

A third study (Raven, 1980a) involved a cross-section of adults. They were asked
about the problems they encountered in leading their lives as they would have liked
to have led them, and what they thought would happen if they attempted o do
something about the problems they identified. Once again we found that fhe
qualities which were required were the very qualities listed by the [eachers,.pupxls,
parents and ex-pupils we had earlier interviewed. While their lives were, in fact,

- plagued by problems, they lacked the interpersonal skills, inttiative, expectations of
themselves and of others, and understandings which would enable them to do
something about these problems.

In addition to this work of our own we reviewed the available»litera[ure on the
qualities required at work and in society (Raven, 1981). The results confirm our
own and they also confirm the views expressed by those we interviewed. They
confirm that high level competences are indeed required in all levels in society (see
especially the work of Flanagan & Burns, 1955, with factory operatives, Sykes, 19§9,
with navvies, Van Beinum, 1968, with bus drivers, and Benedict, 1976, with
unemployed adults in a small town in rural Ireland. They underline the need- for
high level competences among professional groups (see McClelland & Daxl.ey,
1974, with human service workers, MacKinnon, 1962, with architects and scientists
and Taylor & Baron, 1963, with scientists). But they particularly emphasise the nced
for perceptions of oneself and of others, and of understandings of society (which are
not specifically listed in our table of objectives) among managers, employees, dnd
citizens—including the managers of our society (senior civil servants and p.olllu—
cians). Jaques (1976) studied senior managers in industry and in the political
system, McCletland & Burnham (1976) studied senior personnel in the forces, and
Winter (1979) studied leadership and management skills in the navy.

THE NATURE OF THE QUALITIES VALUED BY TEACHERS AND
PUPILS

It has already been suggested that one of the reasons why schools neglect to foster
these qualities is that too little is known about their nature and the ways in which
they are to be fostered.

In the course of reflecting on, and mulling over, the sort of data which have been
summarised, and in the course of a number of action-research programmes, we have
built up a certain amount of understanding of the nature of these qualities, the ways
in which they might be fostered more effectively, and the ways in which progress
toward them might be assessed. Table IV presents a list of some of the other
qualities, or components of competence, which schools might try to foster. These
competences are not listed in any order; the list is incomplete and it is simply
presented as a basis for discussion.

Let us look at some of the qualitics in more detail in order 1o see what can be said
about their nature, development and assessment.
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TawsLy 1V. Some components of competence

Confidence that one can engage in a number of the following types of competent behaviour.
Tendeney o notice problems which will interfere with goal attinment.

Tendency 1o nalice resources which can tead to establishiment of goals, or 10 their attainment,

Ability 10 lead clfectively—ihe ability to articulaie group goals and unleash the eergies of others jn
pursuit of them.

Ability 10 follow effectively—ihe spontancous tendeéncy 1o study and seek 1o understand an overali
programme of activity—and one’s own place in it—without having to be given detailed instructions.
Tendency 10 engage in integrated thought-action-feedback straiegies.

Willingness to 1olerate the anxictics which swell up in the course of achicving new and important goals.
The tendency 10 bring to bear the relevam past expericnees.

Ability 10 integrate complex information in a subjective manner rather than 10 focus on one or two
inadequate criteria.

Sensitivity 10 one’s own feetings and cmotions and willingness to unleash them in the service of goul
attainment. ' )

Tendency 10 make standards explicit.

Ability 1o se1 up win-win relationships with others 10 achieve joint goals.

Very many people say that it is important for schools 10 foster self-confidence. But
when one explores the issue in more detail, one finds that there are wide variety of
different types of self-confidence. One of these involves the notion of confidence that
one can learn without instruction; that one can learn on one’s own. If one is to be
able to learn on one’s own, one has 10 be confident that one can reflect on the vague
feelings on the fringe of consciousness which tell one that one has a problem or the
germ of its solution. One has 10 develop ‘the habit of reflecting on these vague
feelings and bringing them up into full consciousness, confident, on the basis of
one’s previous experience, that the time spent in doing so will be rewarded in the
end. One has 1o develop a knowledge that this whole frustrating and time-
consuming business is very worthwhile and will pay dividends. Then one has to
think over the jmplications, and initiate courses of action which will enable one to
find out if one’s tentative understandings are correct. One has to have learned 1hat
one does not solve one’s problems simply by sitting and thinking about them. One
learns a great deal from operating on one’s environment and learning from the
effects of one’s actions. So to be confident in one’s ability to learn on one’s own,
without instruction, one has io be confident that one can undertake all of these
activities.

Another type of self-confidence involves confidence that one can get other people
to help one, and this in turn involves confidence that one can persuade other people.
It involves having had experience of playing a leadership role which involves
clarifying group goals and convincing other people that, through joint action, these
joint goals can be achieved. It involves confidence that one can express oneself
adequately. It involves confidence that other people will not regard one as the sort of
person to whom they should not listen. It involves the ability 10 be sensitive to the
worries which other people have, but have not clearly articulated, let along ex-
pressed. This in turn implies sensilivity to glimmerings of understanding in one’s

‘own consciousness. Sensitivily to others involves sensitivity to oneself. Thus, deve-

loping this type of self-confidence involves having had ample experience of engaging
in these high level cognitive, affective, and goal-directed activities. It involves having
engaged in these activities in an integrated manner in relation 1o goals which are
important to one.

Each of the other headings could also be discussed at length. But the points to be
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drawn our of this discussion are, firstly, that it is impossible to foster these, and most
of the other qualities which have emerged as the most important qualities to be
fostered by schools, except in relation to goals that pupils care about. One cannot
expect them to engage in any of these complex and difficult activities if they do not
think the goals toward which they are trying to work are important. If they do not
practice these components of competence they cannot learn how to behave more
effectively. Secondly, a key feature of all these qualities is that they are best thought
of as motivational dispositions. All of these qualities are self-motivated. It is a
contradiction in terms to describe behaviour a pupil engages in only when he had
been told 10 do so as ‘initiative’. If one wishes to foster these qualities one has
therefore to teach the pupils to trigger them off for themselves; that is, they have to
develop the habir of engaging in them in the presence of appropriate cues. Thirdly,
just as these qualities cannot be fostered except in relation to goals the pupils value,
-s0 neither can they be assessed except in relation to those goals. It does not make
sense to say that a pupil “lacks decision-taking ability” if one has simply observed
that he is not prepared to put in the tremendous amount of effort required to make
good decisions in relation to a goal that he, in reality, does not wish to achieve.

One corollary of what has just been said is that, if these qualities are to be
fostered, it is necessary that pupils be able to practice the behaviours which schools
are there to develop in relation to one or another of a wide variety of different goals.
Another is that progress toward helping pupils to develop these qualities can only be
assessed when the pupil is striving to do something which he personally cares very
strongly about. We can, therefore, no longer claim to be able to make meaningful
assessments of pupils’ ability by setting them single-valued tasks (e.g. academically-
oriented examinations) which we—and not the pupils themselves—have chosen.

The final point to be made here (and there are many others which have been
made elsewhere) in relation to the list presented in Table IV is that there are so
many of these goals of general education, so many of these components of compe-
tence, that all pupils cannot be expected to develop all of them. Some pupils will
have the inclination and the ability to develop some of them. Other pupils will have
the inclination, the interests, and the talents required to develop a quite different set
of qualities. Nevertheless, they are all components of general competence.

The problems which these observations pose for assessment are critical, although
probably not insurmountable. They do, however, mean that we have to abandon
virtually all of our traditional assessment techniques and models, for they imply that
we can only make assessments in relation to goals which individual pupils value, and
that, even when a number of pupils value the same goal, we can expect them to
display different patterns of competence, no one of which can be said to be betrer
than the others.

TO WHICH GOALS DO SCHOOLS ATTEND?

So far, we have seen that most people are agreed that the main goals of education
involve developing motivational dispositions, or value-laden qualities. The next
tables show that the goals which actually receive attention in classrooms, and are felt
to be attained by schools, are very different. It would seem that pupils’ and parents’
pre-occupation with getting examination certificates—which are so important be-
cause they control entry to a decent way of life—has driven the educational
functions out of secondary schools. There is, of course, more to it than that because,
as we have seen, few teachers know how to achieve the goals they believe to be so
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important, and even fewer known how 1o assess progress toward them. But the
power of this sociological process to overturn the priorities of tcachers, pupils,
parents, ex-pupils and employers is unmistakable. It would appear that one couid
harness these sociological forces 10 impel teachers and pupils to work toward the
goals which they themselves believe 10 be most important. From what has been said,
it would seem that it would be possible to do this by incorporating assessments of
these characteristics into the certification and placement process. Since this solution
horrifies most people we must look at the consequences of not doing so.

We have already seen that schools generally fail to help people to identify (and
therefore do not leave pupils able to capitalise upon) their talents and that they
neglect their main goals. But one can, in fact, make a stronger statement that
that—for schools appear 1o achieve their main goals extremely badly.

How could it be otherwise: schools are the worst working environments in our
society. Whereas some 80% of ex-pupils like their jobs, like their employers, and find
their jobs interesting (Morton-Williams et al, 1968; Bachman e1 al,, 1978; Robinson
et al., 1969) a third of pupils sometimes or always hate going to school (Raven er al,
1975) and most pupils feel that their talents are not utilised or developed (Raven,
1977; Johnston & Bachman, 1976; Centre for Educational Sociology 1977). Most
also feel that their teachers do not know them and lack respect for them (Raven,
1977; Centre for Educational Sociology, 1977). Under the circumstances, how could
they possibly be achieving their motivational goals?

We have also seen that, if the main goals of education are to be achieved, it is
necessary to work out from the pupils’ values. But very many teachers do not know
their pupils and their values: indeed they markedly underestimate their serious
mindedness (Raven, 1976). Most teachers feel obliged to pressurise their pupils, in
an autocratic manner, to work to gain examination passes in which they themselves
do not believe and which they think confer few benefits on their pupils. This
tendency is exacerbated by the fact that they know that many of their pupils are
bored and disinterested, and they believe that the pupils themselves do not wish to
acquire the certificates.” They therefore cannot trust their pupils to work on their
own or create developmental opportunities in order to.find out what their pupils
individual interests and values are, let alone work toward different goals with
different pupils. Yet we have also seen that, if the main goals of education are to be
achieved, courses must be individualised so that pupils can indeed work toward their
own particular values. But teachers are in no position to do this. Not only does the
examination system prevent them, they themselves do not know what their pupils
values are, and, when they were asked to say what the main goals of education
should be for different groups of pupils, it emerged that they thought that the same
goals should be pursued by all pupils (Raven, 1976). Not only were the same goals
appropriate, they themselves felt that they were at the present time offering courses
directed toward the same goals for all pupils, and that the goals were equally well,
or, more correctly, equally badly, achieved by all pupils. Once again, one may ask:
how could schools possibly foster individual talents in such a climate? Finally,
although, as we have seen, if such goals are 1o be achieved, it is necessary for
different pupils to do different things, two-thirds of the teachers we interviewed
defined less academic pupils as “less intelligent, less able, and no good at anything”.
Only one-third described them as pupils with other abilities. This single-factor
model of the intellect is inimical 1o diversified provision and once again points to the
conclusion that schools cannot be reaching the goals which are widely thought to be
the most important.
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So far, we have suggested that schools cannot be achieving their main goals very
effectively because teachers do not know, and are rarely in a position to find out,
what their pupils values are and are unable, and often unwilling, to individualise
provision. While convincing, this evidence is necessarily indirect.

We have made a number of attemnpts to collect more direct evidence. One of these
was through the IEA ‘Civics’ study (Torney & Oppenheim, 1976; Raven & Litton,
1976). This study is, in fact, best thought of as a study of the outcomes of General
Education. It shows that the most pupils have not developed initiative, the ability to
work with others, respect for people with other talents, or a willingness to play an
active part in society. This is not surprising. Few teachers were using the educational
methods which would be expected to lead them to foster such qualities. Indeed very
few even understood the objectives of the curriculum development procedures which
would enable them to teach them.

Many authors (e.g. Reimer, 1971; Holt, 1977; Goodman, 1962; Fricre, 1970) have
asserted that schools stunt the growth of competence. Few careful studies exist, but
those that do (e.g. Winter & McClelland, 1963; Freedman & Berg, 1978; Collins,
1979; Raven, 1980b) ‘generally support the thesis.

THE VALUE OF PRESENT SCHOOL ACTIVITIES

So far, we have seen schools do not in fact achieve the main goals of general
education. But is what they do teach of much value. How could it be? Students

- forget 50% of what they have been taught after one year, and 75% alter two Years.
Furthermore, as is well known, most of the knowledge taught by schools is already
ten or.more years out of date. Whenever people need specialist knowledge they have
to take further courses. Data collected by Berg (1970), Jencks et al. (1973), Collins
(1979) and others confirm that what is actually taught is of little value.

The key finding is, however, that, as Table V shows, it is extremely important for
pupils to accumulate certificates. It is only when one acknowledges this key
fact—and accepts that it will not g0 away-—that one can understand the source of
the demand for ‘educational’ credentials, That that demand will not go away if it is
more widely recognised that education is irrelevant is demonstrated by Dore (1976).
If one accepts that it is of crucial importance, and permanent, it becomes obvious
that the way to introduce change into schools is to change that which is assessed as
part of this process.

Taste V. Relative social status of persons completing secondury school but then terminating their education *

Son’s status (%

Father’s stutus Higher Sume Lower
L. Professional and high administration — 28 72
3. Inspectional, supervisory, etc. 18 25 57
5. Skitled manual, routine non-manual 52 36 12
7. Unskilled 94 6 —

*From Hutchinson, B. (1969),

Although it is widely believed that this social placement function, while not
desirable, at least results in the ‘more able’ pupils being selected: for influential
positions in our society, that assumption has been questioned by such authors as
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Berg (1970), Goodman (19623, Tomlinson & Tenhouicn (1976) and Dore (1976)
and a detailed cxamination of our own data shows that it may be highly disfunc-
tionat for society, if not for the individuals concerned. What we found when we
studied upwardly and downwardly mobile pupils was that many of the attitudes and
values which are known 1o be associated with social class related more closely 1o
where pupils are going to than to where they coine from. Thus, we found that pupils
bound for high status jobs were much more concerned to develop the abilities
required 1o work with others, to 1ake initiative, 10 work for the good of the
communities, and to take responsibility than were others. Pupils bound for low
status positions, whatever their origins, were much more concerned than others 10 be
given strict rules to guide their lives, and were much less keen 1o be original or
develop independence or initiative. Instead they stressed obedience, sex education,
religious education and having rules to guide their lives. Thus, it would seem that
Kohn’s (1969) claim that these values and attitudes are acquired as a result of
experience in different sectors of society is open 1o question.

So far, so good. Although the results lead us to question the desirability of
enrichment programmes in which pupils form all background are encouraged to
strive'to do well in the school system, they do appear 10 suggest that the system is
functional. However, the highly upwardly mobile pupils were much more anxious
than anyone else to get examination certificates and 10 cul out the ‘frills’ of
education like developing the ability 10 work with others, the desire 1o work for the
good of the community in which they lived, initiative and responsibility. Promotion
of such self-interested individuals into high status positions could be extremely
damaging for the organisations and society concerned. Such speculations are, indeed,
borne out by our studies of employees in-a wide varie[)'r of organisations. There we
found, as did Berg (1970), that such individuals continued to vandalise their
workplaces (by, for example, destroying the developmental potential of the work-
places) and their functional organisational structures, for the sake of personal gain.

As a result, it is fair 1o say that, not only does our IEA data (Raven & Litton,
1976) show that pupils at school have developed some highly dysfunctional overall
attitudes, expectations, and values, the social placement functions of the educational
system currently operate in ways which can only be expected to be socially
dysfunctional. Academic success is of marked benefit to some people, but the system
we have renders a more marked disservice 1o other individuals in our society. If
systematic studies were mounted it is more than likely that one would be able 10
document a wide variety of other disservices performed by the educational system.
Some of these are discussed in Raven (1977). )

VALUES AND THE INDIVIDUALISATION OF EDUCATIONAL PROVI-
SION

Before moving on it is appropriate to summarise the conclusions to be drawn from

the material we have already reviewed. We have seen:

(1) That the aims of education most frequently endorsed by parents, pupils, ex-
pupils, teachers and employers are heavily value-laden.

(2) That these objectives are poorly attained. Indeed there is some evidence that
schools actually stunt the growth of the pupils most important competencies.

(3) That one of the reasons for the failure of most schools to achieve the main goals
of general education is that their achievement demands the creation for each
pupil of personalised programmes of development geared 1o his particular
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values. By and large, schools have been unable to identify pupils’ values, to
create appropriate developmental environments, or to document their success in
achieving these wider goals.

That not only does schools failure to identify individual pupils’ values, interests,
and areas of competence lead schools to be unable to achieve their goals, it also
makes for high levels of frustration and misery among adults, and to society
being unable to identify and capitalise upon the talents, motives and human
resources available to it.

(5) That to bring education back into the schools it will be necessary to credential
individual pupils’ achievements of the goals of general education as part of the
certification process (which represents almost the only link between schools and
society). What we need to do is to design a sociological steam engine which will
enable us to harness free sociological forces to push us in the direction in which
we want to go, rather than away from our goals. We need to harness sociological
forces for the benefit of mankind in exactly the same way as Watt harnessed the
free forces of physics.

(6) That failure to do this will mean that not only will schools continue to fail to
achieve their developmental and educational goals, they will also continue to
perform their guidance and placement function in a way which is unsatisfactory
from the point of view both of the individuals concerned and the society in
which they live. It will also mean that we are unable to implement effective
manpower policies in which our society can recognise, utilise and reward the
variety of talent available to it.

We turn now to a final set of data which both contributes to our understanding of
Fhe reasons for the state of affairs which has been described and underlines the
importance of a major set of value-laden objectives for schools and teachers. It deals
with people’s perceptions of the way the socialised sectors of the economy should,
and do, work. ’

When we asked parents whether educational provision should be tailored to the
needs of individual pupils, the answer was that no, most emphatically, it should not
(Raven, 1980b). All children should be treated equally. The reason for this was that,
if one allowed teachers to treat different pupils in different ways, the sons and
daughters of the more powerful and more articulate would get the ‘best’ deals, and
then? Yvould be a danger of re-creating a society in which the variance in educational
provision was more closely associated with background than with need. This would,
in the long run, lead to a return to a caste society. There was little recognition of the
fact that different people define ‘the best’ in different ways.

Before moving on to consider the implications of this it is important to note both
that the same views were held in relation to the housing, planning, welfare, health
and social services, and that there was widespread dissatisfaction with provision
made in each of these areas at the present time. [t was also demonstrated that some
parents wanted their children to develop qualities which were incompatible with
those which other parents wanted their children to develop. Thus, some parents
wanted their children to learn to be independent, think for themselves, question
authority, and respect other people. Others wanted their children to learn depen-
dence, to learn only what they were taught, not to ask questions, and to be strong,
tough and able to get the better of others. These incompatible demands taken in the
context of an insistence on equality and the lack of diversified treatment, spell the
death-knell for parental involvement in schools and appeuar to lead schools to teach
toward the lowest common denominator in parental demand. In this way they

“
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appear to be responsible for the tatty, grey, uniformity, and working-class value-
orientation, of the educational programmes offered in most schools—uand much of
the provision made in the socialised sectors of the economy. In the absence of a
belief that it is important 1o cater for, and capitalise upon, the variety in talents,
interests and priorities in the population, and the means of catering for that variety,
one makes uniform provision which actually satisfies no-one. Given that control of
the spending of some 75% of GNP how rests with government, this is a matter of the
gravest concern. Dore (1976) has also emphasised the urgency of thinking through
our conceptions of equality, and the implications of not doing so for the running of
our society. But this is not the only educational problem to which our own data on
perceptions of, and beliefs about, the workings of our society point.

When we asked people (pupils, teachers, and the general population (Raven,
1973; Raven & Litton, 1976; Raven, Whelan et al, 1977; Raven, 1980b) what they
could do about the problems which plagued them, most people said that there was
little they could do: the government should do it. Nor was it even their duty to draw
the government’s attention to the problems. Politicians and bureaucrats should find
these out for themselves. The reason for this apparently extraordinary pattern of
beliefs and expectations was one we have met before: if citizens were permitted to
intervene with the politico-bureaucratic structure in order to get something done
about their problems, the more articulate and the more powerful would get the best
deal.

The logic of this belief system leads inexorably to uniform treatment and to the
need for unquestionable and uninfluenceable authority. It was reinforced by another
set of knowledge and beliefs. People knew from their own experience how difficult it
was to get consensus on a course of action, and they were dimly aware of the fact
that other people’s demands were incompatible with their own. Since, {or the reasons
already given, it would have been neither possible nor desirable to cater for the
variety of priorities in different ways—even if one had accepted that other people’s
priorities were as valid as one’s own—it followed that one needed a strong leader
whose decisions could not be questioned and whose decisions would be binding on
everyone. Otherwise, no progress could be made. Besides, one’s fellow citizens were
thought to be underhand and untrustworthy, and strong sanctions were required to
make them behave. For these reasons, patterns of accountability should be upwards
only; leaders should not be accountable to those below them. Indeed, one-third of
one of our samples of secondary school pupils felt that regular elections were
unnecessary. Open Government—in which people would intervene in, and continu-
ously ‘supervise’, the bureaucracy was unthinkable.

The recipe for totalitarianism documented here heavily underlines the need for
teachers to lead the nation to reconsider its concepts of equality, its perceptions of
the way society should and does work, and its concepts of citizenship.

So now we come a full circle. To bring education back into the schools it is
necessary 10 change the way the socialised sectors of society are expected 1o, and do,
work. To bring about such change in perceptions, beliefs and expectations it is
necessary to change what happens in the educational process. This could be done by
accepting that, as ever, our most important educators are, and will continue to be,
outside schools. But it could also be done if 1eachers developed for themselves, and
sought to exercise, the very competences which it is most important for our pupils to
develop: the ability to work out for oneself how a social system works and how to
intervene in it to achieve one’s own goals; willingness to act on the basis of one’s
own observations; the ability to engage in teamwork with, and support, others to
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TaBLE V1. Objectives receiving most attention. ,
Percentage of teachers (other than heads) who tried very hard to achieve each objective in itheir own lessons with
the ‘more academic’ pupils

1. Holp them to do as well at pasibiz in axternal axeminations like . J k]
the Intermediate, Group or Leaving Centificates.

2. Helg them 10 davelop & considerala sttitude towards other peopls.
3. Make sure that they reslly anjoy the lesson.
4_ Encoursge them 1o have apinions of thais own.

5. Encourage them to have a wnm of duly towsrds the community.
6. Make surn that they are abls to resd and study on thair own.

1. Teach them about what ix sight and wrong.

8. Enture thet all students can sxpremy themaatves clearly in writing.

9. Enure that all pupils can 1pesk wall and put what they want to
say in1o words sasity.

10. Encoursge pupits to be indepandent and 10 ba able to stand on 53
thew own feet, B

11. Hetp tham to develop thair charactars and

12. Ensuen that they ara aware of -sspects of your subject which they
do not hava to know lor the sxaminatiom,

13. Help tham \o ge1 on with othar paople. ) B rrrtoosorsesaoas 46

14, Make sure that 1hey ga1 an sducation that 1 5o intererting, useful
and anjoyable 1hat 1hey mil be kesn 10 continus theis lormat 45
educetion in adult lils.

15. Give tham experience of 1sking responsibitity. a

. 16, Ensurs that they knaw how 1o apply the {acts and 1echniques they el
have lsarned to new problems,

17: Maka surs they get a tharough refigion sducation. 38

18, Help tham to 1ake sn intarest in snd to understand what 1t going »
on in the worid now.

13 Ensure that thay cen Tormulain hypothssss, wek svidence and i 37
reazon logically. {

20. Wake surs they are confident and st anse in dealing with paople. 36
21. To make surs they 40 oul in the world daterminad 10 make tre.

land & better piact in which ta five. M
22. Hulp them 1o think out what 1hay really wani to achieve n fila, 34
23. To enwre that they teave school canfident, willing and sbiv 10 "
take the initistive in Introducing changes.
24. Ensurs 1hat all pupils {set at home with tigures and numbers, ¥ >

25. Tell them about difterent sorts of jobs and ¢
can dacida what they went 1o do,

26, Teach tham things that will be of direct use 10 Them when they
starl work in thair jobs or carvers.

27. Enzury 1he? they lsave xchoal intent on being masters of theis own
destinieL,

28. Enabte tham to davelop an interest in wubjects orher than thom
nudied for examinations.

Rr1 30 that thay

29, Give them information abou? the coursat ol_g‘unm and Higher
Education that ara open 10-1hem.

30. Ensurn that they ars swars of the peolonged struggle {or lngh
Ireedam and are detsrminad 10 uphold 1he ideals which inspirad
it

T Bttt o . s nd yu %/Z////é o
N ‘ or key s .

32. Teach tham about » wide range of cultures and philosophres 10
1hat theit own can be sesn 10 be ons of many.
33. Help them 10 the i and of

mastiage.

4 Adwise parants to give sex aducation to thair childien,
35. Provide tha pupsh weth wx education in tha school.

36, Tuach them sbout bringing up childran, home repaws, decor
and 30 on.

37 Teach tham to be sceptica, that s 1o taka littie on trust.

38. Encourage them 1o have & goud lims.

39, Introduce tham 10 ew subiects 8.4 philasaphy, saciology,
sichaeology stc.

Weighted base (=100%) all teachers other than heads rating objectives for ‘more academic’ pupils: 528.
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TaBLE VIE Success with which educational objectives are attained.

Percentage of teachers saying education ‘very successful’ or ‘moderately successful’
with the ‘more ucudemic’ pupils

1. Help them to do as wail as possible in sxtarnal ecaminations ke .
1he . Group or Leaving Cartificat

2. Teach them about what is night and wrong.

3. Ensure that ol pupils fest 21 home with higures and numbers,

4 Make sure they gel 2 horough religious sducation. .

S. Ensure that all students can oxpresy thamseivey clearly 1n woiting,
6. Help them 10 get on with olher people,

1. Help them to devslop thesr characters and personalifies,

8. Encoursge them 1o have opimions of (hair owa.

9. Give them information about the courses of Furthet and Higher
Education that are open 1o them.

10. Encourags them 10 have 3 sense of duly towards the community.

11, Help them 10 1ake sn inlerest in and to understand what 15 going
on in the world now.

12. Give tham'experience of taking responsibibity.

13. Fell them about diflerent 10113 of jolrs and careers 10 \hat they
can decide what they want 10 do

1. Help them 1o deveiop a conuderate atitude Towards other people.
sure thal they

b8 to tend and 1tudy on therr own,

surs that they really anjoy the fasson.

}7. Encoursge pupilt to be ndependent and 1 be able to s1and on
thest own laet,
18. Ensure that sl pupila can speak well and Pput what 1hey wani to
say intp words eauily,
19. Ensure that they ars sware of the prolonged sruggle for 1rish
freedom and are determinad o uphold (he ideals which inspure
", N
20. Make sure 1hay are conbdent and at ease 1 dealing with peaple.
21, Ensure that they know how. to apply the facts and techniquas they
have lasrned to new problems,
22. Help them 10 shink out what they really want 1o achreve in L.
21, Ensure that they are sware of aspects of your subtect which they
do not have to know for the examinations,
24 Taach them things that will be of direct use to them when they
start work in their jobs of careery
25. Make sure 1hat they get an educatton that 13 5o nteresting, useful
and enjayable 1hat they will be kren 1o continue then lormal
education in adult Iite,
26, To ensure that they Jeave school conhdent, wilhing and able 10
take the nitiative 10 introducing changes,
27, Ensure that they can tormalate hypotheses, seek evidence and
" reason logically.
28 To mal he
tand a betier plac

§0 Ut n the wortd delermined 1o make Ire:
n which to tve.

29, Run clubs and societes (1.4, sports, hobbres, social and youth
chubs} for pupshs out of schaot hours.

0. Provide the pupils with sex education n the schooi.

1. Easura that 1hey leave school ntent an being masters of their
destinres,

32. Help them 10 The and b of
macniaga,

33 Enable them 10 develop an inierest wn tubjecis other than those
vudied for examinations,

34 Teach them about & wide range of cullures and phitowophies 10
That their own can be tzen 1o be ane ol many.

35 Teach thém 10 be scapuical, that 15 to take hittie on trust
36 Advise parents to give s education 10 thewr children,
31. Encourage them 10 have 1 good (ime

38 Teach them about bringing ugp childien, home repairs, decoraling
and 50 on

33, Inttodute them 1o new 1ubjecis t.9. philosophy, socioiogy,
archaeology eic,

KEY

zrane  Objectives thought “Very

important” by more than
30% of leachers,

Objectives thaught “Very
important” by 60-80% of
teachers.

Objectives thought “Very

Tmportant” by lass than 60%

ol teachers.

All teachers answering for the ‘more academic’ pupil

in achieving each objective
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achieve desired goals; and the ability to take initiative in introducing change and put
up with all the anxieties, misrepresentations, worry and heart searching which that
implies. Teachers who did these things would provide their pupils with role models
which would help their pupils to move toward the most important goals of
education.

The views expressed in this article are those of the author and should not be
attributed to the Scottish Council for Education.

REFERENCES

BACHMAN, ].G. et al. (1978) Adolescence to Adulthood: Change and Stability in the
Lives of Young Men (Michigan, Institute of Social Research).
BENEDICT, St M. (1976) An analysis of the philosophy of Paulo Freire, MEd thesis,
Department of Education, St Patricks College, Maynooth, Eire.
BERG, 1. (1970) Education and Jobs (Harmondsworth, Penguin).
CoLLins, R. (1979) The Credential Society (New York, Academic Press).
CENTRE FOR EDUCATIONAL SOCIOLOGY (1977) Collaborative Research Dictionary
(Centre for Educational Sociology, University of Edinburgh).
DE LANDSHEERE, V. (1977) On defining educational objectives, Evaluation in
Education, 1, pp. 73-190.
DoRre, R. (1976) The Diploma Disease (L.ondon, Allen & Unwin).
Franacan, J.C. (Ed.) (1978) Perspectives on Improving Education (New York,
Praeger). z .
FLanaGaN, J.C. & Burns, R.K. (1955) The employee performance record, Harvard
Business Review, 33, pp. 95-102.
FREEDMAN, M. & BERG, I. (1978) Investments in education, New Directions in
Education and Work, 2, pp. 19-34.
FREIRE, P. (1970) Pedagogy of the Oppressed (Harmondsworth, Penguin).
GoopMaN, P. (1962) Compulsory Miseducation (Harmondsworth, Penguin).
HoLr, J. (1977) Instead of Education (Harmondsworth, Penguin).
Hutcrinson, B. (1969) Social Status and Intergenerational Social Mobility in Dublin
(ESRI, Dublin Paper No. 48).
JaqQues, E. (1976) A General Theory of Bureaucracy (London, Heinemann).
JENCKs, C. et al. (1973) Inequality (Harmondsworth, Penguin).
Jounston, L.D. & BacHMaN, J.G. (1976) Educational institutions in: ADAMS,
James F. (Ed.) Understanding Adolescence, 3rd edn, pp. 290-315 (Boston, Allyn
& Bacon). )
Koun, M.L. (1969) Class and Conformity: a study in values (Illinois, Dorsey Press).
MAcCKINNON, D.W. (1962) The nature and nurture of creative talent, American
- Psychologist, 17, pp. 491 f.
McCLELLAND, D.C. & Burnnasm, DH. (1976) Power is the great motivator,
Harvard Business Review, Vol. 54, No. 2.
McCrerranp, D.C. & Daitey, C. (1974) Professional Competencies of Human
Service Workers (Boston, McBer & Co.).
MORTON-WILLIAMS, R. et al. (1968) Young School Leavers (Schools Council Enquiry
1) (London, HMSO). i
RAVEN, J. (1973) Values, attitudes and perceptions of socio-institutional structures
in Ireland, Economic and Social Review, 4, pp. 553-587.

272 Oxford Review of Education

RAVEN, ]J. (1976) Pupil Mouvation and Values (Dublin, Irish Association for
Curriculum Development).

RAVEN, J. (1977) Education, Values and Society (London, H.K. I,cw%s, New York
The Psychological Corporation). '

RAVEN, ]. (1980a) Taking stock of our human resources, CORE (Collected Origing]
Resources in Education), 4, No. 2.

RAVEN, ]. (1980b) Parents, Teachers and Children (Sevenoaks, Hodder & SI()ugh-
on).

RAVEN, J. (1981) The competencies needed at work and in society, CORE
(Collected Original Resources in Educatrion), S, No. 3.

RAVEN, J. et al. (1975) Pupils’ Perceptions of Educational Objectives and their
Reactions 1o School and School Subjects (Dublin, Irish Association for Curricu-
lum Development).

RAvEN, ]. & Dovruin, T. (1978) The Consequences of Behaving (Edinburgh,
Competency Motivation Project).

RAVEN, |. & LITTON, F. (1976) Irish pupils’ civic attitudes, Oideas, 16, pp. 16-30.

RAVEN, J. & WHELAN, C.T. (1977)

RAVEN, J., WHELAN, C.T,, PFRETZSCHNER, P.A. & Borock, D.M. (1976) Political
Culture in Ireland (Dublin, Institute of Public Administration).

REIMER, E. (1971) School is Dead (Harmondsworth, Penguin).

ROBI‘NSON, LP. et al (1969) Measures of Occupational Attitudes and Occupational
Characteristics (Ann Arbor, Survey Research Centre, University of Michigan).

SYKES, A.J.M. (1969) Navvies: their work attitudes, Sociology, 3, pp- 21 & 157.

TavLor, C.W. & Barron, F. (Eds) (1963) Scientific Crearivity (New York, Wiley).

ToMmLINsON, T. M. & TENHOUTEN, D. (1976) Awareness, Achievement Strategies and
Ascribed Status of Elites, report submitted to National Institute of Education,
Washington. :

TORNEY, ].V,, & OPPENHEIM, AN, & FARNEN, R.F. (1976) Civic Education in Ten
Couniries (New York, Halstead Press; Stockholm, Almqvist & Wiksell).

Van BEINUM, H. (1968), The Morale of the Dublin Busmen (London, Tavistock
Insttute). .

WINTER, D.G. (1979) An Introduction to Leadership and Management Education and
Training (Boston, McBer & Co.).

WINTER, ).G. & McCLELLAND, D.C. (1963) The classic personal style, Journal of
Abnormal Social Psychology, 67, pp. 254-265.






